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1. INTRODUCTION 
 
 
 
This project was originally undertaken during the spring of 2006 and was funded by the Cohesion and Faith 
Unit of the Department for Communities and Local Government. Executive control was undertaken by the 
Institute of Community Cohesion (ICoCo). Leicester City’s School Development Support Agency (SDSA) 
managed and wrote the report on behalf of the ICoCo. As well as a core team of co-workers, the SDSA 
commissioned several pieces of discrete research which fed into the overarching theme of faith, interfaith and 
cohesion. Although each section of the report is part of an integral whole, they can be downloaded as stand-
alones. The views represented in this report, are those of the authors alone. The materials have always been 
available under creative commons license via ICoCo website. They are accessible on the CoED Foundation’s 
site (www.coefoundation.org.uk), a new charity funded and founded by this report’s editor, Maurice Irfan 
Coles. The foundation discussed the potential of updating the reprt to take account of the many changes of 
government  policy undertaken since the Conservative/Liberal Democratic government took office in 2010 but 
decided that a major re-wrte at this stage would serve little purpose, other than to  provide an update. The 
main findings, the principles and practices outlined stand the test of time and are as valuable now as they 
were in 2006. The report, we felt is still worthy of wide circulation. Many of its insight will permeate the CoED 
Foundation’s next publication, Towards the Compassionate School, which is scheduled to be published in 
summer 2015.   
  
Enormous thanks are due to the many people who responded to the project’s questionnaires; the schools and 
young people who ‘volunteered’ to become part of the focus groups; and to all those who kindly cleared their 
diaries to make space for interviews at such short notice. Great thanks are due to the members of the project 
team who travelled the country, devoted much of their own time to exploring issues in greater depth than 
funding permitted, and were an invaluable critical, intellectual resource. Special mention must be made of 
Professor Richard Bonney for editing the final text (‘manuweb’) and for his skill and enterprise in ensuring that 
all references are hyperlinked. The ‘manuweb’ is a novel concept. It is a unique combination of a discrete 
manuscript, which can be read in its entirety without any internet connection, and a web-based version which 
provides access to all footnotes, hyperlinks and downloadable documents.  
 
Finally, sincere thanks are also due to the officials and ministers of the Home Office who had the foresight and 
courage to see that this project had real ‘legs’, and would be of great benefit to all those who were striving to 
create a just and tolerant society. 
 
 
 
December 2014 Maurice Irfan Coles. 

http://www.coefoundation.org.uk/
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2.  EXECUTIVE SUMMARY – FAITH, INTER-FAITH AND COHESION: THE EDUCATION DIMENSION 
 
Abstract 
 
The primary focus of this report is the education of young people and the contribution that faith and interfaith 
based activities can make to the promotion of community cohesion. During the early stages of the research, 
however, it became apparent that the project needed to explore material used outside the traditional 
educational domain. This entailed examining many areas of interfaith work.  This executive summary outlines 
the review processes undertaken and offers definitions of faith, inter-faith and community cohesion. It itemizes 
the report’s main findings in two major areas: general, and the Education of Young People. It describes the 
authors’ attempts to provide criteria, rationales and concrete suggestions to address the gaps in provision, and 
ends with several recommendations to progress the agendas. 
 
Review processes 
 
This project undertook an extensive review of materials, products, processes and organisations that have 
been designed to promote community cohesion and inter-faith collaboration.  This was undertaken in three 
overlapping stages. The first established a set of key criteria designed to evaluate inter-faith activities and 
employed these as the assessment tool. The second designed, prepared and delivered four young people’s 
focus group sessions in four different locations. The final stage brought together the extensive range of 
materials, evaluated them and produced a report designed for wider dissemination and usage. 

 
The report’s findings, therefore, are based upon five key areas of activity – extensive web and literature 
searches; analysis of visits and interviews; conference attendance and participation; focus visits with groups of 
young people, and correspondence. Although the principal activity concentrated upon the education of children 
and young people, considerable research was undertaken in areas outside the educational domain, principally 
in the fields of civil renewal and urban regeneration. 
 
Terminology 
 
Terms associated with faith, multi-faith, God and spirituality tend to be problematic. After considerable debate 
the project team defined ‘faith groups’ as those that share a common set of beliefs, and, normally, a 
commonality of practices. They generally come from a particular religious background, share a system of 
worship or other practice and recognise a transcendent being or goal. There are, however, considerable 
numbers of people who have a strong sense of spirit, whilst being outside a faith tradition. The term ‘people of 
faith and spirit’ was, therefore, preferred. Inter-faith activity is defined as ‘the collaborative promotion of 
dialogue, co-operation, understanding and action of different faith groups in order to develop a more cohesive 
society’. 
 
A cohesive society is one where there is a common vision and sense of belonging for all communities; the 
diversity of people’s different backgrounds and circumstances is appreciated and positively valued; those from 
different backgrounds have similar opportunities; and strong and positive relations are being developed in the 
workplace, in schools, and within neighbourhoods. 
 
Main findings: general 

 
Based upon these definitions, and armed with considerable research evidence the project team found that: 
 
Although literature searches reveal that there are definitions of faith, inter-faith and community cohesion, there 
is a developing, but not well honed discourse and underpinning rationale that links the many and varied faith 
and inter-faith activities to the community cohesion agenda. 



 5 

There has been a renaissance of recognition in government circles in particular, and in society generally, that 
faith and inter-faith groups have a major role to play in the promotion of community cohesion. Local and 
central government actively encourage this in areas such as education, regeneration and civic renewal, 
viewing faith and inter-faith groups ‘as partners, not substitutes’. 
 
There has been a resurgence of confidence amongst people of faith and/ or spirit which has manifested itself 
as ‘faith in action’ in numerous projects across the country. 
 
Ten potential roles that faith and inter-faith groups can play in promoting community cohesion have been 
identified. These have been clustered according to the types of capital they might bring. ‘Capital’ is used in the 
widest possible sense and is taken to mean any resource, asset, advantage, and predisposition that 
individuals and groups might bring to the cohesion table. Each of the ten identified roles identified below has 
its own unique and overlapping contribution to the development of a cohesive society. 
 
 

THE TEN POTENTIAL ROLES THAT FAITH AND INTER-FAITH CAN PLAY IN PROMOTING 
COMMUNITY COHESION 

 
1) Faith and inter-faith groups as spiritual capital 
2) Faith and inter-faith groups as personal and emotional capital 
3) Faith and inter-faith groups as social capital 
4) Faith and inter-faith groups as resource and regenerative capital 
5) Faith and inter-faith groups as leadership capital 
6) Faith and inter-faith groups as inter-cultural capital 
7) Faith and inter-faith groups as education and training capital 
8) Faith and inter-faith groups as youth capital 
9) Faith and inter-faith group as democratic and civic capital 
10) Faith and inter-faith groups as international capital 

 
These roles underpin the huge amount of work that is faith inspired in areas of regeneration, civil renewal and 
education. 

 
For some years many faith and interfaith groups have been successfully operating and have developed and 
delivered a range of projects and materials. Faith groups however, are not monolithic, can portray major intra-
faith conflicts, and have the potential to undermine the community cohesion agenda as well as to promote it. 
 
Main findings: the education of young people 
 
Outside mainstream education there is an impressive range of initiatives, projects, websites and resources, 
much of it galvanised by the excellent Inter Faith Network and their growing membership, who have been the 
pioneers and main inter-faith drivers for almost thirty years. In addition, the much newer Diversity and Dialogue 
project has successfully collected and web-sited almost seventy projects involving young people, inter-faith 
and global issues. 
 
However, until recently, in mainstream education, faith and inter-faith issues have largely been the preserve of 
Religious Education, the S.A.C.R.E.s which determine the RE syllabus and collective worship. Outside this, it 
is probably true to say that most schools, (with the obvious exception of faith schools themselves), and 
education services have been ‘faith-blind’, with faith relegated to a subset of ‘culture’. By inference, it is likely 
that teachers and support staff will probably welcome further guidance and training to undertake activities that 
promote good interfaith relations.  
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Although academic research into the religious and spiritual views of young people is relatively limited, that 
which we have indicates that issues of faith and spirit are fundamental to the holistic identity of many young 
people, and many young people want faith issues and interaction to be more prominent in statutory and post-
statutory education. This consistent message was clearly articulated in the focus groups and other interactions 
with young people. 
 
Identity is, however, a very complex concept in the global, intercultural age in which we live. We now refer to 
multiple or plural identities, and these identities shift according to context. The commonality of faith and 
spiritual values, and its coherence with the community cohesion agendas, are ideal vehicles for helping pupils 
build an ‘integrated plural identity’, and become skilled ‘cultural and faith navigators’. 
 
There are well articulated and pedagogically sound approaches that can support these agendas across the 
curriculum. These interpretative, dialogical and other creative approaches provide the building blocks to 
support schools in developing and delivering a dynamic inter-faith cohesive agenda. 
 
The detailed analysis of the National Curriculum from Foundation to Key Stage signposts the areas for future 
development. There is, however, little evidence and few resources that support schools in such developments. 
 
Education generally with its Every Child Matters, Hear by Right, Personalized Learning and potential 
curriculum changes can effectively deliver an inter-faith agenda. In particular, areas like citizenship, sport, the 
arts, literacy, religious education and the development of spiritual literacy are well placed to promote this work. 
 
In each of these, the project team identified some existing good practice. They clustered the range of available 
processes, products and organisations into six broad areas: the first, ‘Developing Student Voice’, provides 
the overarching general arguments for involving young people in participatory democracy. It offers several 
general models of action research that could be used to develop inter-faith activities. ‘The Focus Groups’, 
describes the processes and the outcomes of the project work undertaken with some 65 young people of 
discrete and mixed faith groups. ‘The Young British Muslim Conference’, describes and evaluates a recent 
conference involving 120 young British Muslims. Practical guidance is suggested throughout. The second 
area, ‘Sacred Spaces, Sacred Places, Sacred Times’, outlines the use of prayer rooms, visits to the holy 
places of faith adherents and signposts calendars of key relevant events.  The third, ‘Building bridges, 
schools linking with schools’, examines a number of key ‘linking’ projects, including the detailed evaluation 
of Bradford’s schools successful project. The fourth, Spiritual Development, offers a detailed examination of 
this key vehicle for faith, spirit and community cohesion. Replete with definitions, websites and other 
resources, it nonetheless argues that there are, to date, few practical examples of development. The fifth lists 
organizations that support inter-faith work, particularly with young people and the final section outlines 
faith and the media. 
 
In addition, several discrete articles are available electronically. They have been designed to be read as 
‘stand-alones’, and are not part of the main body of the report. They cover RE, Citizenship, Sport and Creative 
Arts and offer schools and Local Authorities practical support and guidance. 
 
Further, the project team devised 25 criteria for assessing inter-faith activities. They were developed and 
honed over the course of the project, and are based on the value-laden assumption that young people of faith 
and spirit should be proactively involved in inter-faith work because it helps promote community. For clarity 
and as a simple aide-memoire they have been clustered with the acronym P.A.C.E. The team also devised the 
12 principles for inter-faith work which aims to provide a clear rationale for schools to become more actively 
involved. 
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3. THE RATIONALE: THE UNIQUE CONTRIBUTIONS OF FAITH AND INTER-FAITH TO 
PROMOTING COMMUNITY COHESION  
 

 
Recently, there has been a renaissance of recognition that faith and inter-faith groups have a major role to play in 
promoting community cohesion in most areas of our civic and public life. It would appear also, that there has been a 
resurgence of confidence in people of faith and spirit. Within this context, this chapter attempts to bring together the 
major strands of education, social and spiritual capital, civil renewal and regeneration. The following chapter 
explores in more detail the views and roles of young people, religious education, citizenship, the sports and the arts 
and offers a range of processes, products and organisations that support inter-faith work with young people. This 
chapter is based upon the explicit ethical position that bringing various faith groups together in inter-faith dialogue 
and action, in itself can make a significant contribution to promoting cohesion. It argues that, in spite of the many 
theological and doctrinal differences both within and between faiths, the similarities of values, virtues and principles 
within a community context far outweigh the differences. The values in themselves underpin and reinforce the ideal 
of active citizenship, values that can be perceived as quintessentially British. 
 
This not to say that there is total agreement as to the arguments outlined; far from it. Indeed, the whole faith/inter-
faith discourse is littered with debate about such things as terminology, about ‘who speaks in the name of’, about 
control and colonization, about scarce resource allocation and the capacity of faith groups to deliver. Furthermore, 
there are those that argue that faith is too conflictual, is essentially a private matter and should not be part of the 
public domain. There are those who believe that some faith groups are exclusively narrow, single gender-dominated 
and choose to live parallel lives in segregated communities. Some commentators, such as Richard Dawkins, are 
vehement in voicing the case against God.1 These contra indications are based sometimes on principle, sometimes 
on perception. 
 
There are more questions than answers but our aim is to offer some degree of clarity. This chapter is part 
descriptive, part narrative, part analysis and part extrapolation. It poses 20 key questions about faith, inter-faith and 
community cohesion; sets the historical context; defines the major terms; and outlines 10 potential roles for faith 
groups in the promotion of community cohesion. Further, it offers a set of ‘big ideas’ and a rationale to guide and 
inform inter-faith work. The overall purpose is to enhance and develop this ‘renaissance of recognition’, and to offer 
guidance to all those who toil in the fields of equalities of faith and inter-faith, and of community cohesion. 
 
Faith, inter-faith and community cohesion: 20 questions that help set the context  

 
At the outset of the scoping project, the team ‘brainstormed’ what they considered were the main questions 
that people in education were likely to ask. These were synthesised into 20 key questions that help set the 
context for the report and further debate.   

 

 
1. What do the terms ‘faith’, ‘inter-faith’ and ‘community cohesion’ mean? 
2. What should be the contribution of faith and inter-faith activities to community cohesion? 
3. Should faith and inter-faith activities include people of no faith or does this make misnomers of the 

terms? 
4. What is the place of spirituality and spiritual development in this discourse? 
5. What is the relationship between faith, inter-faith, ethnicity and multi-cultural, anti-racist and inter-cultural 

work? 
6. How do the various faith leaders perceive inter-faith activities? 
7. How can the success of faith and inter-faith activities in the context of community cohesion be 

measured? 

                                  
1  For Richard Dawkins’ online writings: 
http://www.simonyi.ox.ac.uk/dawkins/WorldOfDawkins-archive/Dawkins/Work/papers.shtml 

http://www.simonyi.ox.ac.uk/dawkins/WorldOfDawkins-archive/Dawkins/Work/papers.shtml
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8. Where does faith and inter-faith fit in the government’s ‘Every Child Matters’ agenda? 
9. Where does faith and inter-faith fit in the personalisation of the curriculum agenda? 
10. How can schools undertake effective inter-faith activities? 
11. What place should faith, inter-faith and community cohesion issues have in the Qualifications and 

Curriculum Authority’s (QCA) ‘futures agenda’?  
12. For what purposes and in what ways do different religious groups co-operate in 

local/national/international life? 
13. What can individuals and society learn from addressing inter-faith issues? 
14. What is the place of faith and inter-faith activities in tackling global challenges? 
15. What are the common understandings between faiths? 
16. Why have the relationships between some faith and intra-faith groups sometimes led to conflict? 
17. What is the role of faith groups in promoting peace and reconciliation? 
18. What are some of the key products that support this work and how can they be assessed? 
19. Which are some of the key organizations that support this work, and where can they be found? 
20. What are some of the key processes that support this work and how can they be replicated? 

 
The renaissance of recognition of the faith/inter-faith dimensions and the rise of community cohesion 
 
Definitions: 
A key issue for those involved in the interfaith world is that often there are no agreed simple definitions of the 
terms used and many of these definitions can, in themselves, be controversial.  For example, the word ‘God’ 
itself is not without controversy. The Abrahamic monotheistic traditions see God as one single entity who can 
be described as both immanent and transcendent. They tend to refer to God as He, but more recently many 
commentators refer to S/He in order to stress the point that God has no gender. Hindus, on the other hand, 
often refer to ‘Gods’ rather than a single God, and, traditionally, there are reckoned to be 330 million (Ninian 
Smart, 1989). These, however, are considered manifestations of the One Divine Being. In contemporary 
Britain, the Hindu use of the term ‘Gods’ can become the cause of discord for Muslims; who condemn what 
they take to be ‘idol worship’. To make it even more complicated, Buddhists rarely use the term ‘God’ in their 
discourse. For them, the ultimate goal is attaining the state of nirvana wherein an individual ceases to be 
reborn and is finally freed from a cycle of births brought about by hatred, greed and self-delusion, the results of 
ignorance. 
 
The word ‘faith’ itself is probably less contentious as it is generally taken to have two areas of meaning. The 
first, the more secular, relates to confidence, reliance and trust. Thus, we speak of ‘having faith’ in someone or 
something. The second relates to areas of belief proceeding from reliance on testimony or authority, which is 
often associated with spiritual understanding of divine truths. These truths have sometimes been ‘revealed’ at 
particular times of human history. Sometimes, they are attained through individual practices. In philosophic 
terms, faith is simply that which is believed but cannot be proven by reason. The use of the term ‘faith’ has 
been explored at length by many writers such as Wilfred Cantwell Smith, in for example, his Faith and Belief  
and Towards A World Theology where in he points to that which is common  to the religious experiences of 
those of different traditions, though shaped and expressed by and within different contexts.  

 
Faith groups are those groups that share a common set of beliefs and, normally of practices. They normally 
come from a particular religious background, share a system of worship or other practice and recognize a 
transcendent Being or goal. Generally, faith groups are not monolithic as, over time, individuals have 
interpreted ‘revelation’ in different ways. They might share a common root belief but vary quite dramatically in 
their interpretation and implementation of that root. Islam, with its Sunni and Shia sects, and Christianity, with 
its Catholic, Protestant and Orthodox structures, provide two such examples. These intra-faith issues can, 
likewise, be the cause of disharmony. 

 
Although not necessarily conflictual, there is no commonly accepted definition of inter-faith. Some people 
prefer the term ‘multi-faith’. Multi-faith, however, can be interpreted relatively exclusively in that it presupposes 
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knowledge and acceptance of other faiths without necessarily implying active dialogue and engagement. 
Others, like the humanists, whilst playing an active part in adult inter-faith issues, are unhappy with both terms 
and prefer the terms ‘world view’ or ‘life stances’.2 Debate surrounds issues such as which groups you include 
as faith groups, whether you can be spiritual without being religious and the position of those who have no 
faith. In the spirit of inclusivity, the widest possible definition has been selected: Inter-faith activity is the 
collaborative promotion of dialogue, co-operation, understanding and action of different faith groups and those 
of no faith, in order to develop a more cohesive society. 

 
That there are differences between faiths and differences within faiths is not contested. What is generally 
accepted, however, is that the major world faiths present in Britain today do have many things in common, and 
that what unites them is more than what divides them. The Home Office in its web-pages on faith and religion,3 
recognizes that there are certain values which unite all faith communities and people of goodwill who do not 
hold religious beliefs. They identify seven common values: 

 

 community 

 personal integrity 

 a sense of right and wrong 

 learning, wisdom and a love of truth 

 care and compassion 

 justice and peace 

 respect for one another and for the earth and its creatures 
 

This was based upon the Shared Act of Reflection and Commitment by the Faith Communities of the United 
Kingdom, which put the seal on, and set the tone for so much inter-faith work.4 
 
Many people of faith would add an eighth, which for them is the most important of all: 

 

 Belief that these values are inspired by a transcendent Being or goal and are honed through a 
system of worship or other practices 

 
The renaissance of recognition: In the United Kingdom, there has been a long and proud tradition of various 
faith groups supporting communities, providing education and exhibiting care and compassion for adherents of 
their own and other faiths, and people of no faith. Over twenty years ago, the General Synod of the Church of 
England published Faith in the City – A Call for Action by the Church and Nation. This comprehensive report of 
the Archbishop of Canterbury’s Commission on Urban Priority Areas painted a disturbing picture of life in major 
cities. Although its predominant focus was the Church of England’s response and responsibility for the ‘poor 
and needy, whether in spirit or body’, its analysis and recommendations were widely directed at both 
government and nation. It eloquently concluded that, ‘the critical issue to be faced is whether there is any 
serious political will to set in motion a process which will enable those who are at present in poverty and 
powerless to rejoin the life of the nation’. 

 
As the Dean of Norwich argued in a sermon in 2005, ‘Faith in the City began a movement which was partly 
political (with a small p), partly theological and partly spiritual. In all three senses, it was a beacon of hope to a 
lot of people: local authorities felt that the dilemmas that they faced with limited resources in the face of 
overwhelming deprivation were being recognised; the churches on the ground felt that the rest of the Church 
was waking up to the realities of inner city ministry; and, most important of all, people who were locked into the 
poverty trap of deprived inner city communities began to feel that perhaps there could be a national 
understanding of the paralysis which gripped them. Faith in the City began a discussion across the nation and 

                                  
2  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=109 
3  http://www.homeoffice.gov.uk/equality-diversity/faith-and-religion/ 
4  http://www.interfaith.org.uk/rcommit.htm 

 

http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=109
http://www.homeoffice.gov.uk/equality-diversity/faith-and-religion/
http://www.interfaith.org.uk/rcommit.htm
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a movement within the Church. It showed that our common concerns could be harnessed in the common 
good.’ Behind all the analysis contained in the report lay the reality of faith. Any faith that is blind to social 
problems is doomed to marginalisation. ‘The report was not just demanding that national and local government 
do more and spend more. It also drew attention to the potential of local communities to improve their own 
situation, and saw opportunities for faith communities (and not just the Christians) to work together on the 
ground.’5  

A Commission on Urban Life and Faith6 was set up to mark the 20th anniversary of Faith in the City, and at the 
end of its two-year life span in May 2006 a report was produced as a resource for government, the voluntary 
and community sector and the faith communities.7 The report itself was the result of an eight-month study 
commissioned by the Office of the Deputy Prime Minister from the Centre for Sustainable Urban and Regional 
Futures,8 together, the University of Manchester and French, German and Dutch Universities. Faithful Cities 
introduced the concept of ‘faithful capital’ as an organizing principle for the report:9 in essence, ‘faithful capital’ 
amounts to ‘the contributions made to the common good by religious faith’, ‘the commitment to personal and 
collective transformation, love for the neighbour and care for “the stranger”, and to human dignity and social 
justice.’ ‘…Strong values of how we live together in community are themselves integral to the regeneration of 
neighbourhoods and to society as a whole.’10 The authors of the report believe 

that the historic communities of faith have a critical role to play in contributing to the healing of a 
society fractured in its response to diversity. But before exploring the ways in which religion can 
celebrate diversity and promote social cohesion, we are bound to note that religion too has played a 
part in fuelling tension (Para. 3.34).11 

The commitment to hospitality on the part of ‘faithful capital’ is considered of crucial importance by the 
Commission on Urban Life and Faith, providing the bridge across faith and community: 

Hospitality is a positive celebration of diversity. Instead of treating the “other” as a threat to be 
barricaded against, we should be opening ourselves to the experience, turning strangers into 
friends, welcoming the cooking, the conversation and the culture they bring to the party (Para. 
3.44).12 

Indeed, the ‘moral sense that other people and their circumstances matter’ is the ‘major dividend of ‘faithful 
capital’ (Para. 7.2), though this is not a virtue residing exclusively in persons of faith. Capacity building 
therefore needs to introduce concepts such as grace; generosity of spirit; giving priority to those who have the 
least power; awareness of our inclination to accumulate and hoard power and influence – and ways of 
counteracting this; and forgiveness (Para. 8.34).13 

                                  
5  http://www.cathedral.org.uk/pages/html/sermons24.html 
6  Terms of reference for the Commission on Urban Life and Faith issued by the Urban Bishops’ Panel: 1) to examine and evaluate progress made by both 
Church and Nation in improving the life of those living in urban areas; 2) to identify and articulate the significant changes in urban communities that have resulted from 
deindustrialisation, population movements and the impact of globalization; 3) To reflect on the challenge which God may be making to the Church and Nation; 4) to 
offer a vision of urban society, and the church’s presence and witness in it, at the beginning of the twenty-first century; 5) to make recommendation to the appropriate 
bodies. The Purpose was described as ‘to promote a vision of urban life which analyses and addresses the realities of its glories, injustices and needs’. The Aims 
were defined as ‘1) to discern and promote a positive vision of urban society, and the churches’ presence and witness within it; 2) to identify and celebrate strategies 
and approaches that churches and other faith communities have developed since Faith in the City that have made a positive contribution to communities and which 
are models of good practice; 3) to listen to and work with the stories of those in marginal situations across faith, generations, culture and ethnicity in order to make a 
positive impact on the future of urban life and faith; 4) to make recommendations about active citizenship in relation to the flourishing of civil society and the future 
development of our cities; 5) to identify the consequences of taking urban ministry seriously, especially in areas of poverty, in order to make recommendations to the 
churches and others.’ 
7  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=151&Itemid=34 
8  http://www.surf.salford.ac.uk/ 
9  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=153 
10  Faithful Cities. A Call for Celebration, Vision and Justice (Methodist Publishing House and Church House Publishing, 2006), 1, 3, 13. 
11  Ibid. 22. 
12  Ibid. 25. 
13  Ibid. 66, 68, 84. 

http://www.cathedral.org.uk/pages/html/sermons24.html
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=151&Itemid=34
http://www.surf.salford.ac.uk/
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=153
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The authors of the report make eleven recommendations, many of which are worthy of detailed consideration. 
One is of particular interest: 

An essential aspect of engagement in contemporary society is the development of networks 
between faith communities and secular communities. Examples of good practice should be 
identified and disseminated for wider learning.14 

This links up with a development noted elsewhere in the report, the growth of ‘proximity spaces’, ‘places or 
events where people who are quite different from one another can interact in an atmosphere that encourages 
talk about faith, values, and shared concerns’.15 The ‘where’ is less important than the process itself, enabling 
and facilitating cross-community discussions to take place naturally in order to foster values held in common. 

Over time, successive governments, in varying degrees, have struggled to engineer processes that effectively 
involve faith groups in working together on the ground. Increasingly, this aim has taken on a prominence it had 
not hitherto enjoyed. In 1992, it formally recognized the potential of faith communities in public policy by 
forming the Inner Cities Religious Council16 which functions as ‘a forum for members of Faith communities to 
work with Government on issues of regeneration, neighbourhood renewal, social inclusion and other relevant 
cross department policies and processes’. It was not until the beginning of the 21st century, however, that this 
renaissance of recognition gathered real momentum. In 2001, Prime Minister Tony Blair spoke of ‘faith groups 
as partners not substitutes’ and lauded their role as agents of social change in the regenerative process.17 In 
2002, the Local Government Authority published its Faith and the Community good practice guide for local 
authorities.18 In 2003, the then Home Secretary, David Blunkett, launched the Faith Communities Unit (FCU) in 
‘order to promote engagement with faith groups and local leaders who are so important in developing the skills 
and confidence of their members in playing an active role in society’. The FCU was merged with the 
Community Cohesion Unit to form the Cohesion and Faiths Unit and is now part of the Department for 
Communities and Local Government. (The DCLG).19 The DCLG works with other government departments to 
reduce race and faith inequalities in education, health, housing and the Criminal Justice System, as well as the 
labour market’s role in society. 

In his preface to the 2004 seminal Home Office report, Working Together: Co-operation between Government 
and Faith Communities,20 the then Home Secretary David Blunkett admitted that ‘the record of government 
engagement with faith communities had been patchy’ but underlined in some detail how Government 
departments could identify key policy areas that would benefit from faith communities’ experience and how 
both could work more effectively together when national policy is being formed. This report recommended 
measures to: 

 ensure Government consultations include relevant input from faith communities when forming 
policy;  

 assess the extent to which faith communities benefit from Government funding programmes and 
how to address funding deficiencies and;  

 involve the different faith communities in national services and celebrations in a way that reflects 
the diversity of the UK.  

The Home Secretary believed that ‘Faith groups have a long tradition of working to build active communities 
and foster development and civil renewal’; and asserted: ‘our faith communities matter. Faith determines the 

                                  
14  Ibid. 90. 
15  Ibid. 83. 
16  http://www.neighbourhood.gov.uk/page.asp?id=524 
17  http://www.pm.gov.uk/output/Page3243.asp 
18  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=32 
19  http://communities.homeoffice.gov.uk/raceandfaith/ 
 
20  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=30&Itemid=34 

http://www.neighbourhood.gov.uk/page.asp?id=524
http://www.pm.gov.uk/output/Page3243.asp
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=32
http://communities.homeoffice.gov.uk/raceandfaith/
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=30&Itemid=34
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way many people conduct their lives and the values they hold. By consulting faith groups, we can ensure their 
concerns are given full consideration when policy that will affect them is developed.’ 

To demonstrate the seriousness of government intent, the February 2004 report was followed by a 
comprehensive progress report of August 2005 wherein no fewer than 15 government departments outlined 
their progress against the original recommendations and indicated their future activities.21  

Further, the government responded to one of the key funding recommendations and, in February 2006, 578 
faith-based groups were successful in bidding for some £5 million either to build their own capacity or to 
promote understanding and dialogue. In addition, a further £2.5 million has been made available for the 
current round. This funding, plus a range of other government sources available to faith communities, is a 
clear demonstration of government intention to support faith groups in helping them deliver their civil renewal 
agenda. The nature of this agenda has been neatly encapsulated in the research conducted by Vivien 
Lowndes and Rachael Chapman of De Montfort University. In Faith, hope and clarity: developing a model of 
faith group involvement in civil renewal,22 they argue that the Home Office identifies three specific goals: 

Active Citizenship: Citizens will be given more opportunities and support to become involved in defining and 
tackling problems and improving their quality of life (via, for instance, citizenship education in schools and the 
support of volunteering). 

Partnership in meeting public needs: public bodies, within the established democratic framework, will seek 
to involve citizens and communities more effectively in improving the planning and delivery of public services 
(via a range of citizen participation mechanisms — from consultation to governance). 

Strengthened communities: communities will be helped to form and sustain their own organizations, bringing 
people together to deal with common concerns (via capacity building and community development 
programmes and projects to enhance community cohesion.)  

The rise of the community cohesion agenda: As a term, ‘community cohesion’ has only recently achieved 
common currency. Although Parikh, in his The Future of Multi-Ethnic Britain (Runnymede Trust 2000)23 
eloquently defines the nature of cohesion and community, it was the Cantle report, published in 2001, that 
popularised both the term and the concept. The background to the report was alarmingly familiar. The latter 
part of the history of 20th century England is punctuated with a number of major civil disorders, such as in 1981 
and 1985, which have led to major government reports that have resulted in action. The 2001 disturbances in 
Bradford, Burnley and Oldham and their obvious ‘racial’ overtones were no exception. The disturbances led 
directly to the Home Office commissioning a report to try to discover the underlying causes and to recommend 
some possible solutions. An expert team led by Ted Cantle made extensive visits, not only to the scenes of 
disturbances, but also to cities like Leicester and Birmingham that have addressed some of these issues more 
successfully. Cantle’s findings like those of Swann fifteen years earlier, not only reflect much of what the black 
and minority ethnic communities have been articulating for a long time but also give voice to those 
disadvantaged white communities who feel disenfranchised and disempowered. Cantle’s overriding and 
somewhat frightening conclusion was that, in spite of all the funding and good intentions, outcomes are often 
the very opposite of intentions.24 In summary, Cantle found that: 
 

 separate educational arrangements, community and voluntary bodies, employment, places of 
worship, language, social and cultural networks, mean that many communities operate on the 

                                  
21  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=31&Itemid=34 
22  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=28 
23  http://www.runnymedetrust.org/projects/meb/report.html 
 
24  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=40 

http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=31&Itemid=34
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=28
http://www.runnymedetrust.org/projects/meb/report.html
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=40
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basis of a series of parallel lives — in other words, communities may well live side by side with 
each other and yet have absolutely no contact; 

 

 ‘the plethora of initiatives and programmes — in particular, area based regeneration/renewal 
programmes’ — with their baffling array of outcomes, boundaries, timescales and other conditions 
— ‘seemed to ensure divisiveness and a perception of unfairness in virtually every section of the 
communities we visited’ — thus reinforcing the separation of communities; 

 

 many community-based schemes, including those developed and run by statutory agencies, 
seemed to be ‘clinging on to the margins of anything that resembled a longer term strategy’; 

 

 opportunities were far from equal in respect of housing, employment and education. 
 
To counter this fragmentation, Cantle proposed a wide-ranging strategy that included a well-resourced national 
debate, heavily influenced by younger people, based upon a new concept of citizenship, with a coherent 
approach to education, housing, regeneration, employment and other programmes. These would be delivered 
locally via a community cohesion plan that would promote cross cultural-contact and strong local leadership 
(Recommendations, 5.2.8). Cantle was clear that extensive diversity education in all key agencies would be 
required. In all, Cantle and his team recommended 67 practical measures to be put in place by a range of 
agencies.25 Cantle did not coin the term ‘community cohesion’. That was already in place. What he and his 
team did was to refine it and provide a coherent impetus that was previously lacking. 

 
What is community cohesion? Community cohesion incorporates and goes beyond the concept of ‘social 
cohesion’. It is closely linked to other concepts like inclusion and exclusion, social capital and differentiation, 
community and neighbourhood. Race and faith equality is implicit in many of its central themes, especially 
those that relate to diversity and inter-faith. The Local Government Association, in its comprehensive and 
helpful document Guidance on Community Cohesion,26 offers a broad and useful definition of a cohesive 
community. For them, a cohesive community is one where: 
 

 there is a common vision and sense of belonging for all communities;  
 

 the diversity of people’s different backgrounds and circumstances is appreciated and positively 
valued;  

 

 those from different backgrounds have similar opportunities;  
 

and 
 

 strong and positive relationships are being developed from different backgrounds in the workplace, 
in schools and within neighbourhoods.  

 
If faith groups, therefore, are to play an active role in promoting community cohesion they would need to 
have areas of common vision, share a sense of belonging, positively value everybody’s background, and 
help develop positive relationships and opportunities for all. Do they? The increasing amount of available 
research, statements from religious leaders, the burgeoning of inter-faith groups and the collaborative actions 

                                  
25  The main recommendations were: a meaningful concept of ‘citizenship’ in which the responsibilities of citizenship are clearly established; the setting up of 
a national debate, heavily influenced by younger people, to discuss in an open and honest way the issues preventing community cohesion and develop a permanent 
infrastructure to give young people a bigger voice and stake in society; develop clear values of what it means to be a citizen of a modern multi-racial Britain and use 
them to provide a more coherent approach to education, housing, regeneration, employment and other programmes; each local area needs to prepare a local 
community cohesion plan which will combat fear and ignorance of different communities; the promotion of cross-cultural contact between different communities to 
foster understanding and respect and develop a programme of ‘myth busting’; a new Community Cohesion Task Force needs to be established to oversee the 
implementation of this work. Summary at: 
http://www.crimereduction.gov.uk/racial8.htm 
26  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=34 

http://www.crimereduction.gov.uk/racial8.htm
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=34
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they are undertaking across the country both in areas of prosperity and deprivation, all clearly indicate that 
faith groups are actively engaged in promoting community cohesion. What singles out their contribution from 
other secular people of good will? What unique contributions can faith groups make? There are ten potential 
roles that faith and inter-faith groups can play in the promotion of community cohesion.  

 
 

THE TEN POTENTIAL ROLES THAT FAITH AND INTER-FAITH CAN PLAY IN PROMOTING 
COMMUNITY COHESION 

 
1) Faith and inter-faith groups as spiritual capital 
2) Faith and inter-faith groups as personal and emotional   
            capital 
3) Faith and inter-faith groups as social capital 
4) Faith and inter-faith groups as resource and regenerative  
            capital 
5) Faith and inter-faith groups as leadership capital 
6) Faith and inter-faith groups as inter-cultural capital 
7) Faith and inter-faith groups as education and training  
            capital 
8) Faith and inter-faith groups as youth capital 
9) Faith and inter-faith groups as democratic and civic capital 
10) Faith and inter-faith groups as international capital 

 
These roles have been clustered according to the types of ‘capital’ they might bring. ‘Capital’ is used in the 
widest possible sense and is taken to mean any resource, asset, advantage, and predisposition that 
individuals and groups might bring to the cohesion table. The underlying assumption is that people are, in 
themselves, the greatest resource and that ‘people relationships’ really matter. No taxonomy, however, can be 
perfect, because nothing fits neatly into precise boxes ― there is always overlap. With the exception of 
personal and spiritual, the other eight could have been clustered under one heading of religious capital, which 
is the practical contribution to local and national life made by faith groups. Similarly, those related to such 
areas as resource, leadership and education could have been classified as social capital. Classifying the 10 
roles in this way emphasises that each role has the unique potential to contribute. With the exception of the 
first, the spiritual capital that for many people underpins everything else, the other nine are not in any particular 
hierarchical order. 
 
Faith and inter-faith groups as spiritual capital 
 
Perhaps the greatest ‘capital’ that faith groups share is that, regardless of theological and doctrinal differences, 
there is a common belief in a transcendent Being or goal, which is accessed through a worshipping and/or a 
practice tradition. Faith groups, whether they originate from India (Hinduism, Buddhism, and Sikhism), or 
China (Confucianism and Daoism), or the Near East (Judaism, Christianity, and Islam), may vary in the 
spiritual expression but they share a belief: 

 

 That the soul exists  

 That spiritual knowledge is obtainable 

 That all humanity is one and is inextricably connected to the natural world 

 That we must have compassion and respect for all, which is normally embodied in a system of 
values through which one lives one’s life. 

 
Spiritual capital is invariably linked to this value system, to a moral vision that provides the basis and 
motivation for social action. Chris Baker and Hannah Skinner in their final report of the William Temple 
Foundation’s Research Project, Regenerating Communities: a theological and strategic critique (2002–2005), 
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are very clear in their definitions. For them, ‘Spiritual Capital refers to the values, ethics, beliefs and vision 
which faith communities bring to civil society at the global and local level. They also refers to the holistic vision 
for change within an individual person’s set of beliefs;’ and identify ‘seven strands’ of spiritual capital, including 
hope and transformation, God at work and openness to learning.27  
 
‘Rather surprisingly, spiritual education has become newsworthy’, wrote David Hay in the preface to the first 
edition of his seminal work, The Spirit of the Child (1998; rev. edn. 2006) with Rebecca Nye. ‘One major 
reason for this’, he continued, ‘is a growing public concern about the coherence of society as a whole, allied to 
an intuition that spirituality has importance in maintaining what Philip Selznick calls the “moral 
commonwealth”’. 9/11 provided the dramatic backdrop and a greater sense of urgency to the revised version 
of David Hay’s book (2006). 

 
For Hay, the most important single finding of his research over thirty years is the very strong connection there 
appears to be between spiritual awareness and ethical behaviour. People link their spiritual or religious 
experience with a moral imperative. Hay argues that children are capable of profound, meaningful beliefs from 
an early age, despite cultural pressures and the decline of institutional religion, and makes the case for 
spirituality as a means of fostering morality and social inclusion. Others, like Marianne Williamson, make an 
even stronger case. ‘There is a spiritual renaissance sweeping the world… it is a revolution in the way we 
think.’ Although this judgement might appear overly extreme for some, evidence points to the fact that people 
of faith and spirit in the UK, in the USA and across the globe are coming together to dialogue and to engage in 
numerous activities on the basis of their shared belief in our common humanity. Miller himself prefers the term 
‘global awakening,’ as he explains, ‘people in different countries and in different domains are awakening to a 
sense of the sacred and to the interconnectedness of life’. The ecology movement and concern for the 
environment, he argues, has played a major role in this process. Others have argued that the power of the 
internet is creating a global consciousness, a world which knows no physical boundaries. For others, this rise 
in spirituality is connected to the demise of communism in the late twentieth century and to the subsequent 
loss of certainties that had been prevalent throughout much of that period.  
 
 
Further, in the last twenty years, we have learnt more about how the brain works than in the preceding two 
thousand. This knowledge has caused us to question the nature of intelligence itself and the nature of the 
leaning process. The old I.Q. (intelligence quotient) theories have given way to more sophisticated analyses 
about different types of intelligences and how educators can nurture them. In his seminal book, Multiple 
Intelligences, and subsequent works, Howard Gardner argued that there were at least seven kinds of 
intelligence, including musical, spatial, and sporting as well as rational and emotional. In the mid-1990s, Daniel 
Goleman popularised research from a range of neuroscientists and psychologists when he argued that 
emotional intelligence was as important as rational and the other intelligences. Zohar and Marshall go further 
and maintain that there is a further and ultimate intelligence, Spiritual Intelligence. The search for meaning, for 
answers to the ultimate questions, was one of the prime movers in the development of language, the symbolic 
imagination and the growth of the human brain. The authors cite recent neurological research in support of 
their contention that each of us is born with and can develop what they call ‘the spiritual quotient’. (SQ). 
 
This is not to say that spiritual capital is the exclusive preserve of faith groups. Indeed, Danah Zohar in her 
recent and controversial work with Ian Marshall, Spiritual Capital: Wealth We Can Live By,28 explicitly rejects 
faith as the main driver: ‘I do not mean anything to do with religion or with theological systems… The word 
spiritual comes originally from the Latin spiritus, which means “that which gives live and vitality to a system”. 
The spiritual in human beings makes us ask why we are doing what are doing and makes us seek some 
fundamentally better way of doing it. It makes us want our lives and enterprises to make a difference’.29 

  

                                  
27  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=125 
28  http://www.dzohar.com/bk_sc.htm 
29  Zohar and Marshall, 2004, 28, 29: their italics. 

http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=125
http://www.dzohar.com/bk_sc.htm
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The Dalai Lama, in his Foreword to Corinne McLaughlin and Gordon Davidson’s, Spiritual Politics Changing 
the World from the Inside Out, puts it in even more stark terms:30 

 
‘In our present state of affairs, the very survival of mankind depends on people developing concern for 
the whole of humanity, not just their community or nation. The reality of our situation impels us to think 
and act properly. Narrow mindedness and self-centred thinking may have served us well in the past, 
but today will only lead to disaster. We can overcome such attitudes through a combination of 
education and training. On the basis of love and kindness towards our human brothers and sisters, we 
need to develop a sense of universal responsibility.’(McLaughlin and Davidson 1994). 
 

Increasingly, like McLaughlin and Davidson, there are many people who own to a spiritual drive without a 
creedal base. The enormous success of James Redfield’s The Celestine Prophecy and his subsequent books 
and world-wide movement, are testimony to those people who stress spirit without faith.31 The Humanists 
themselves argue that ‘all human beings have a spiritual dimension in their lives. This is not the same thing as 
being “religious at heart”. It refers, more essentially, to that deeply personal outlook on life which the individual 
develops with experience.’32 
 
There are also those who come from a particular faith background and, whilst not denying this, have chosen to 
work with what they refer to as ‘Oneness’. Llewellyn Vaughan Lee, a teacher in the Naqshbandiyya-
Mujaddidiyya Sufi order, has written extensively on spiritual responsibility in this time of global crisis and 
annually brings together a range of adherents from different faiths to help further the emerging global 
consciousness of oneness.33 This theme of Oneness has also led to a remarkable film, ‘One – the movie a 
contemporary journey towards a timeless destiny’, which graphically underlines the commonalities in people of 
faith and spirit, with interviews from a range of theologians and mystics from all faith backgrounds.34 Danah 
Zohar outlines 12 characteristics of companies that build spiritual capital. These are remarkably similar to the 
core values that underpin the moral purpose of most faith groups. For faith adherents, however, it is the divine 
element of spiritual capital that drives all action. It is often, but not necessarily, embedded within faith groups 
but is also a fundamental part of the lives and identities of individuals, part of their personal and emotional 
capital. 
 
 
Faith and inter-faith groups as personal and emotional capital 

That faith is important to the personal and social identity of many UK citizens was clearly demonstrated in the 
2001 census where over three-quarters of respondents reported having some religious affiliation. The table 
below identifies the percentage of UK population by faith group: 

 Faith   %  

 Christian  71.8 

 Muslim  2.8 

 Hindu  1.0 

 Sikh  0.6 

 Jewish  0.5 

 Buddhist  0.3 

 Other religions  0.3 

                                  
30  http://www.visionarylead.org/spirit2.htm. http://kenneth.moyle.ca/cp/ 
http://www.openexchange.org/archives/JFM04/mclaughlin.html 
31  http://www.celestinevision.com/ 
32  Nadeem A. Baksh, ‘Humanism, Inter-Faith and Faith Cohesion’: 
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=109 
33  http://www.workingwithoneness.org/ 
34  http://www.onethemovie.org/ 

http://www.visionarylead.org/spirit2.htm
http://kenneth.moyle.ca/cp/
http://www.openexchange.org/archives/JFM04/mclaughlin.html
http://www.celestinevision.com/
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=109
http://www.workingwithoneness.org/
http://www.onethemovie.org/
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 All religions (total)  77.3 

 No religion 15.0 

 Not stated  7.7 

 
The most recent, third, edition of the directory of Inter-Faith Organizations in the UK, published by the Inter-
Faith network (2006), lists 253 organizations, 42 of which are new listings and have been added since the 
second edition, which was published only a year earlier. The increasing body of research that we have 
concerning faith involvement in civic and regenerative activities, most of it conducted on a voluntary basis, 
provides an eloquent testimony to all those individual people of faith, who live their ‘faith in action’. 
Increasingly, local and national government are consulting (and financing) faith-based bodies on a range of 
issues. Faith organizations, it appears, are growing in confidence, have risen to this challenge and are keen to 
have their voices heard. 
 
There is little quantitative research available, at least in the UK context, which examines the role of faith in the 
life of young people. The work of Eleanor Nesbitt has over time, however, provided valuable insights. Her 
chapter on ‘spirituality and religious experience’, for example, examines the spiritual experiences of young 
Christians, Hindus and Sikhs (Nesbitt 2004).35 The most comprehensive work we have on this subject is Urban 
Hope and Spiritual Health: The Adolescent Voice by Leslie J. Francis and Mandy Robbins (2005). This study 
had its origins in the Commission on Urban Life and Faith, which was established to mark the twentieth 
anniversary of Faith in the City (1985). It also built upon the report, Spiritual Health and the Well Being of 
Urban Young People (Rees, Francis and Robbins, 2005).  
 
Over 23,000 students from urban schools in Years 9 and 10 were interviewed for the study. As the Church of 
England reported in February 2006, under the headline, ‘Faith plays a part in health of teenagers’: ‘Young 
people with no faith have such low self-esteem that one in four have contemplated suicide and teenagers who 
belong to a faith community were much more likely to feel that their life had a sense of purpose.’36 
 
The authors prefer the construct ‘spiritual health’, to ‘spiritual development’ or ‘religion’, partly because they 
found ‘spiritual development’ too imprecise a term for their study and partly because the place of religion in 
England and Wales is both contested and ambiguous. For them, spiritual health is a third of the triad, physical 
health, mental health and spiritual health. For Leslie Francis, ‘spiritual health is about relationships. Good 
spiritual health is reflected in 4 areas: good relationship with self, good relationship with others, good 
relationship with the environment, good relationship with the transcendent.’ 
 
The research evidence we have indicates that where young people profess a faith, it is an important part of 
their identity and positively affects their behaviours. This project’s own focus groups and the work undertaken 
with young British Muslims reveals something of this importance.37 American research conducted over time by 
Robert Coles reveals in some depth how children see God, spirituality and religion. Coles also outlines the 
ways in which young people develop understanding of the ultimate meaning of their lives.38 
 
The ‘personal capital’ that faith brings to identity is played out in our relationships with others. The positive 
development of these relationships is generally acknowledged as a key skill in human interaction. Individuals 
and organizations that have these skills are said to be ‘emotionally literate’ or have high ‘emotional 
intelligence’. Emotional literacy is not a new phenomenon but its profile was significantly enhanced in 1995 
following the release of Daniel Goleman’s Emotional Intelligence: Why it Matters More than I.Q. and his 

                                  
35  http://www2.warwick.ac.uk/fac/soc/wie/wreru/aboutus/staff/en/ 
36  http://www.churchnewspaper.com/news.php?read=on&number_key=5808&title=Faith%20plays%20a%20part%20in%20health%20of%20teenagers 
37  http://sdsa.net/home/ 
38  Robert Coles 1990: http://www.amazon.com/gp/product/0395559995/103-9985863-0736634?st=%2A&v=glance&n=283155 

http://www2.warwick.ac.uk/fac/soc/wie/wreru/aboutus/staff/en/
http://www.churchnewspaper.com/news.php?read=on&number_key=5808&title=Faith%20plays%20a%20part%20in%20health%20of%20teenagers
http://sdsa.net/home/
http://www.amazon.com/gp/product/0395559995/103-9985863-0736634?st=%2A&v=glance&n=283155
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subsequent work has further enhanced this profile.39 Sharp (2001) defines emotional literacy as ‘the ability to 
recognize, understand, handle and appropriately express emotions’.40 
 
A study of the literature reveals that there are many slightly different formulations and definitions of emotional 
literacy but they can be broken down into five key interdependent components: 
 

 Self-awareness, that is a reflective state that acts as the main foundation for the development of the 
other four elements 

 

 Self regulation, which requires management of emotions, feelings and behaviours  
 

 Empathy, which is the ability to see things from another’s point of view, to stand in someone else’s 
shoes, to acknowledge the feelings of others. This engenders care and compassion, an appreciation 
of the needs of others before one’s own 

 

 Social skills, which can be divided into inter-personal (what you need for effective relationship 
management) and intra-personal (what you need for effective self-management) 

 

 Motivation, that which drives an individual to succeed in life. Self-motivation, in conjunction with the 
other areas of emotional literacy, assists an individual in achieving difficult goals and succeeding 
against the odds.  

 
The recent history of Faith groups in the UK and their enhanced involvement in aspects of the nation’s life, 
their ability to work together on a range of issues; all indicate a high degree of emotional capital. All major 
faiths would, with changes in the language used, recognize themselves as groups that demonstrate high 
degrees of emotional literacy.   
 
Faith and inter-faith groups as social capital 
 
The Joseph Rowntree Trust report Faith as social capital: Connecting or Dividing? offers a detailed analysis of 
the origins, nature and some of the conflicting issues that surround the concept of social capital.41 Put simply, 
social capital relates to the interconnecting networks that people form in order to achieve outcomes that they 
may not have been able to do had they not collaborated. These outcomes can be described in terms of 
regeneration, education, volunteering, the use of buildings and other forms of activity. The key point is that 
the networks themselves become a resource. At its heart are the notions of trust and mutuality, of people 
coming together because of shared interests and concerns. Alison Gilchrist has neatly captured the three 
types of social capital in her exploration of the ‘well-connected community’42 as: 
 

 Bonding: 
Based on enduring, multi-faceted relationships between people with strong mutual commitments, 
such as among friends, family and other close-knit groups. 
 

 Bridging: 
Formed from those connections between people who have less in common but may have 
overlapping interests, for example, between neighbours, colleagues, or between different groups 
in the community. 

 

                                  
39  http://www.eiconsortium.org/members/goleman.htm 
40  http://www.nelig.com/learn/articles/ps3.htm 
41  http://faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=22 
42  http://neighbourhoods.typepad.com/neighbourhoods/2004/01/the_wellconnect.html 
http://www.amazon.co.uk/exec/obidos/ASIN/1861345275/026-8556283-5403619 

http://www.eiconsortium.org/members/goleman.htm
http://www.nelig.com/learn/articles/ps3.htm
http://faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=22
http://neighbourhoods.typepad.com/neighbourhoods/2004/01/the_wellconnect.html
http://www.amazon.co.uk/exec/obidos/ASIN/1861345275/026-8556283-5403619
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 Linking: 
Derived from links between people or organizations beyond peer boundaries, cutting across status 
and similarity and enabling people to exert influence and reach outside their normal circles. 

  
Rob Furbey’s research, based upon extensive fieldwork with people from five major faith groups, confirmed 
that ‘all major faith groups encompassed by this research have core principles that can motivate bridge 
building and link making through community service, co-operation, peace making, the pursuit of social justice, 
and the acceptance of others’. The core values of these traditions, as practised in action, lend themselves to 
the bridging and linking aspects. The increasing involvement of faith groups in social welfare and the rise of 
inter-faith activity across the country is eloquent testimony to the development of social capital amongst faith 
groups. 
 
In particular, the researchers found that: 
 

 Faith communities are developing local, regional national organizations that connect faiths with each 
other and with secular organizations 

 Faith buildings can be significant for developing social capital 

 Faith communities can facilitate building bridges and making links with others 

 Faith communities contribute substantially to social capital through participation in formal governance 

 Faith worship and people’s development in faith organizations can foster qualities essential for civic 
engagement    

 
These findings both confirm and are enhanced by other research projects such as the Anglo Consultancy 
report on the extent of faith community involvement in the New Deal for Communities;43 the research of Vivien 
Lowndes;44 Faith in England’s Northwest (November 2003);45 and Faith in England’s Northwest: Economic 
Impact Assessment (February 2005).46 
 
Faith and inter-faith groups as resource and as regenerative capital 
 
All the available evidence we have clearly indicates that faith groups have a crucial role to play in both serving 
their local communities and participating in its active regeneration. Many of them are actively and directly 
involved in government financed regeneration programmes such as Single Regeneration, Sure Start, New 
Deal and Neighbourhood Renewal Funded Projects. They bring a range of talents to the regeneration table 
including such things as their money, their buildings, their time, their care and compassion, their organization 
and advocacy and their patronage of the arts and sports. In addition, they can play a vital role in an area’s 
wealth creation. For example, the independent assessment of the economic value attributed to faith 
communities in the Northwest concluded that: 
  

 45,667 faith volunteers in the Northwest generate between £60.6 million and £64.4 million per annum 

 Premises made available by faith communities in the northwest generate between £574,755 and 
£811,472 per annum 

 697,114 faith visitors to the Northwest generate around £8.4 million per annum 

 Overall faith communities in the northwest generate between £90.7 million and £94.9 million per 
annum to civil society in the region.  
 

The findings of Faith in England’s northwest were based upon a comprehensive survey of more than 2,300 
faith communities across eight faith groups. A wealth of statistical data allowed the researchers to conclude 
that: 

                                  
43  http://www.neighbourhood.gov.uk/displaypagedoc.asp?id=1317 
44  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=28 
45  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=66 
46  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=66 

http://www.neighbourhood.gov.uk/displaypagedoc.asp?id=1317
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=28
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=66
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=66
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 Faith communities are strongest where the social need is highest 

 Faith communities are important custodians of built heritage 

 Faith communities bring visitors into the region 

 Faith communities offer social support services 

 Faith communities are active delivery agents of care in their local communities 

 Faith communities are significant patrons of arts and sports 

 Faith communities stimulate unprecedented levels of volunteering.   
 
Research conducted with eight faith groups in Liverpool, Leicester and Luton by Priya Lukka and Michael 
Locke (2003)47 examines the extent, organization and patterns of volunteering in each of these communities. 
They also found considerable evidence that faith volunteers provided a large range of services and activities 
for older people, women and children. They ran classes and clubs, provided food, and repaired and renovated 
their places of worship. They concluded that, although individual communities operate in distinct ways, there 
were similarities between the values that inspired them and that all faith adherents were expected to engage in 
some form of voluntary action. They suggested that ‘voluntary action can be explained by reference to these 
faith-based concepts’: 
 

 To give time or money to help others 

 To live according to the spirit of one’s religion and the values it proposes 

 To act selflessly 

 To help people who are needy 

 To be concerned about social injustice and inequality    
 
The report of the pilot project New Deal for Communities, prepared for the ODPM on behalf of the Inner Cities 
Religious Council, reinforces the general view of the importance of faith communities in the regenerative and 
civil processes.48 Based on field work in three NDC areas in Wolverhampton, Tower Hamlets and Bradford 
and undertaken between September 2003 and December 2004, it concluded that faith groups, including many 
of their younger members, were keen to be actively involved, and that ‘faith communities are often in a unique 
position to help make the voice of local people heard.’ There were, however, they reported, major differences 
in capacities and structures between faiths, and that this would need to be addressed in the context of 
inclusiveness. Faith communities, they argued, are active in promoting community cohesion in many 
neighbourhoods and provide an effective means of reaching excluded groups. 
 
Faith groups across the country play an active part with some of the hardest to reach groups. For example, in 
the Prison service, there are now chaplains from a wide range of faith traditions, including Buddhist, Church of 
England, Free Church, Hindu, Jewish and Muslim. The Prison service is also pursuing such courses as 
restorative justice, which has a faith-based orientation. Similarly, the Health Education Authority is urging 
clergy of all faiths to take a more active role in helping people with mental illness and to take a lead in 
challenging the stigma surrounding it. 
 
Faith and inter-faith groups as leadership capital 
 
At a national level, there has been a long tradition of leadership involvement in key aspects of the nation’s life. 
A number of the Church of England’s Bishops, for example, sit in the House of Lords. In addition, there is 
growing evidence concerning the involvement both of the number of faith and inter-faith groups, and the 
impact they have on education and the nation’s civic and economic life. Faith groups have traditionally been 
very active in a number of key areas, such as local Standing Advisory Committees for Religious Education 

                                  
47  The report may be purchased for £9 at: 
http://www.volunteering.org.uk/managingvolunteers/publications/faithandvoluntaryaction.htm 
48  http://www.neighbourhood.gov.uk/displaypagedoc.asp?id=1317 

http://www.volunteering.org.uk/managingvolunteers/publications/faithandvoluntaryaction.htm
http://www.neighbourhood.gov.uk/displaypagedoc.asp?id=1317
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(SACRE), faith and inter-faith forums, and Councils of Faith. These groups are increasingly inputting into some 
Local Strategic Partnerships and other government initiatives. It is probably true to say that there has been a 
resurgence of confidence amongst people of faith and spirit. The number of faith groups which are now 
working actively together has increased in recent years and the leadership capacity of these groups has grown 
accordingly. For example, Alif Aleph,49 the Christian–Muslim forum,50 the Women’s Inter-Faith Network,51 and 
the Faith-Based Regeneration Network52 are all recently developed networks dedicated to working across faith 
boundaries to promote a more just, inclusive and tolerant society. 
 
Leadership of faith groups is not a simple matter. Lowndes and Chapman’s case study of Leicester showed 
how hard it is to generalize about faith leadership — even in one city. Issues such as selection, accountability 
and representation are common across all faiths. Much of the recent thinking concerning the nature of 
leadership, and how this impacts on emotional and spiritual behaviours, can be drawn from education. 
Professor John West Burnham has explored these concepts in his recent works.53  His paper, ‘Leadership 
Development as Personal Growth: Finding the Authentic in Self and Community’, resonates with faith groups 
because it places so much emphasis on the moral and the spiritual. He argues for a model of leadership 
development which is based on the following propositions:  
 

 ‘Leadership development is symbiotic with personal growth.  

 Effective leadership is rooted in personal authenticity.  

 Authenticity is the interaction of values, language and the capacity to act.  

 Becoming authentic is an emergent process involving complex interactions over time.  

 Complex interactions involve deep and profound learning.’ 
 

However, leadership is not a solitary process, for it also has a social dimension in so far as it brings with it a 
sense of belongingness and indebted to the wider social context. This sense of belongingness is particularly 
strong in faith based groups, many of whom stress the dynamic relationship between the individual and the 
community they serve. West Burnham argues that the relationship between self and community is captured by 
the African concept of ubuntu.  
 
As Archbishop Desmond Tutu expresses it:  
 

‘We don’t come fully formed into the world. We learn how to think, how to walk, how to speak, how to 
behave, indeed how to be human from other human beings. We need other human beings in order to  
be human. We are made for togetherness… to exist in a tender network of interdependence. That is  
how you have ubuntu — you care, you are hospitable, you’re gentle, you’re compassionate and  
concerned.’ (Battle 1997, 65). 

 
This compassion and concern is a key characteristic of faith-based groups. The issue for many of them, 
however, is how you translate this into effective leadership capital. To facilitate this, building leadership 
capacity is one criterion for receipt of money from the government’s Faith and Communities fund.   
 
 
 
 
 

                                  
49  http://www.aauk.org/ 
50  www.christianmuslimforum.org 
51  http://www.wominet.co.uk/ 
52  http://www.fbrn.org.uk/ 
53  www.ncsl.org.uk/mediastore/jwb-interpersonal-leadership.pdf 

http://www.ncsl.org.uk/onlinecommunities/extractedlearning/comms-extracted-

westburnham.cfm 

http://www.aauk.org/
http://www.christianmuslimforum.org/
http://www.wominet.co.uk/
http://www.fbrn.org.uk/
http://www.ncsl.org.uk/mediastore/jwb-interpersonal-leadership.pdf
http://www.ncsl.org.uk/onlinecommunities/extractedlearning/comms-extracted-westburnham.cfm
http://www.ncsl.org.uk/onlinecommunities/extractedlearning/comms-extracted-westburnham.cfm
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Faith and inter-faith groups as inter-cultural capital 
 

The concept of ‘inter-cultural capital’ has been adapted from the world of education, which, for some time, has 
debated the significance of terms like multiculturalism and anti-racism as paradigms for school improvement. 
The debate has traditionally focused on the balance between a school curriculum that actively promotes 
cultural diversity and pluralism (the multi-cultural dimension) and that which places significantly more emphasis 
on anti-racism. Coles and Vincent in their article, ‘The role of schools in inter-cultural education: building a 
cohesive society,’54 argue that inter-cultural education builds on and enhances multicultural anti-racist 
education. At its heart are the community cohesion, the race and faith equality agendas, and the outcomes 
framework of Every Child Matters. Essentially, inter-cultural education places a different emphasis on parts of 
the multicultural anti-racist agenda. It is predicated on the belief that the dynamic cultures of the various 
groups that make up the UK are a fundamental part of their identity and that the education service must know, 
understand and build upon the spiritual, moral, social and cultural backgrounds of its pupils. Inter-cultural 
education must also ensure that all groups are aware of the backgrounds of groups other than their own. This 
must be undertaken, however, in a framework of shared values, so that all pupils have a sense of belonging. 
As Leonie Sandercock eloquently expresses it in her article, Reconsidering Multiculturalism: towards an inter-
cultural project:55 
 

‘A sense of belonging in an inter-cultural society cannot be based (exclusively) on race, 
religion, or ethnicity but needs to be based on a shared commitment to political community. 
Such a commitment requires an empowered citizenry.’  

 
In a world as complex as ours, with so many different groups within the UK, no education system could 
effectively teach about all the groups that are present in our multicultural society. The key to inter-cultural 
education, therefore, is to provide all young people with a set of values, perspectives, skills and attitudes that 
encourage and empower them. Coles and Vincent outline a set of six key competences that young people will 
need in order to grow and prosper in an interdependent, intercultural and global age. These have been easily 
adapted to include the faith dimension and apply to all age groups, not simply the young: 
 

 Cultural competence: the ability to be able to reflect upon one’s own culture and faith and the culture 
and faith of others, in order to discover the assumptions that underlie behaviours, with a view to 
testing out different ways of thinking and doing things; 

 

 Emotional and spiritual competence: the ability to be self-reflective, to be able to handle one’s own 
emotions, to empathise with others, to be aware of and develop one’s interpersonal and intrapersonal 
skills; to see the big picture, to have a sense of vision and life purpose and to appreciate and develop 
the power of love in all we do; the ability to reflect upon one’s own faith and the faith of others; 

 

 Linguistic and communicative competence: the ability to be able to use language and other forms 
of communication in a wide range of different settings and different contexts and to appreciate and 
value the range of languages and cultures and faiths that make up Britain and the world; 

 

 Civic competence: the ability to understand and act upon rights and responsibilities, to understand 
and act upon the need for socially and morally responsible behaviour, to communicate with and 
understand the needs of other groups in the community, to become involved in the life and concerns 
of neighbourhoods and communities, to participate actively in democratic processes locally, nationally 
and internationally; 

 

                                  
54  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=17&Itemid=34 
55  www.sfu.ca/dialogue/ReconsideringMulti.doc 
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http://www.sfu.ca/dialogue/ReconsideringMulti.doc
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 Creative competence: the ability to be inventive, to use imagination, to see things from a different 
perspective, to make connections between concepts, to think laterally and outside the box, to create 
new paradigms; 

 

 Collaborative competence: the ability to work in a disciplined way as part of a team, to practise ‘fair 
play’, to be aware of the way in which, for example, sport and arts activities provide a perfect means 
for encouraging inter-cultural harmony.  

 
We have already outlined the spiritual and emotional and the civic capital that faith and interfaith groups bring. 
The effective use of these competences translates them into capital.    
 
Faith and inter-faith groups as education and training capital 
 
The most significant contribution that faith groups make to education and training is through faith schools. 
Many such schools are independent but there are about 7,000 faith schools within the state sector. Most of 
these are primary schools, with about 600 secondary schools. The overall majority are associated with major 
Christian denominations but there are also 36 Jewish schools, six Muslim, two Sikh, one Greek Orthodox and 
one Seventh Day Adventist school. In addition, a small number of Academies have designated themselves as 
faith schools. That controversy surrounds them is not in dispute.56 How they select, how exclusive they are, 
and what their impact on society is and may be, are all under scrutiny. What is not in dispute, however, is that 
they are generally hugely popular with many people of faith who want their children to be taught within a faith 
environment. They are often also high attaining schools, which in turn add to their popularity. 
 
Faith groups also play important roles in other areas of school life. Many individual faith members are, for 
example, school governors. Many groups run their own faith-based schools in the evening or at weekends; or 
run homework clubs after school. Increasingly, these supplementary or complementary schools, as they are 
known, are developing closer links with mainstream schools in order that the total education of their children 
may be more ‘joined up’ (See, for example, the work of Leicester’s Complementary schools Trust).57 Some 
also provide language, citizenship and other adult classes for members of their faith communities. Many 
provide resources for schools and welcome young visitors to their places of worship. 
 
Faith and inter-faith groups as youth capital 
 
The promotion of the role of young people as active participants in civic life is comparatively new. The 
government has, however, signalled its clear intent to promote young people as active citizens.58 It appears 
that little research has been undertaken concerning the views, influence and impact of youths from various 
faith backgrounds, especially of those in the 14–25 year old bracket. The Anglo Consultancy report on the 
NDC noted that many young people were active faith community members and were keen to become involved 
in regeneration initiatives. Similarly, Rob Furbey et al in Faith as Social Capital found that young people want 
their concerns to be heard. For them, the major problem was that many young people felt excluded by their 
elders and were sometimes critical of their insularity.  
 
On the positive side, there are an increasing number of examples of areas where young people are beginning 
to play a more active part. Bradford’s Young People’s SACRE, Leicester’s Young Faith Forum and 
Birmingham’s Young Citizens provide three such examples. It is probably true to say, however, that the 
involvement of young people of faith is more aspirational that actual, that the youth capital is largely an 
untapped resource.  

                                  
56  See the materials in the website’s links section on the Debate in the UK on Faith Schools. 
57  http://www.le.ac.uk/education/research/complementary_schools/index.html 
http://www.esrc.ac.uk/ESRCInfoCentre/about/CI/CP/Our_Society_Today/News_Articles_2005/complementary.aspx?ComponentId=8722&SourcePageId=11456 
58  See Adam Newman Turner’s article concerning the Citizenship agenda: 
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http://www.esrc.ac.uk/ESRCInfoCentre/about/CI/CP/Our_Society_Today/News_Articles_2005/complementary.aspx?ComponentId=8722&SourcePageId=11456
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stakeholders in re-examining what society and learners want from a 21st century curriculum. The QCA ‘Futures 
– Meeting the challenge’ booklet poses the key questions and sets out the main views expressed in a series of 
‘subject summits’ held throughout 2005. Amongst a range of ideas, participants at these summits felt that the 
curriculum should contribute to social justice, give substantial weight to personal, social and emotional 
education, promote the development of a range of skills, including moral, ethical and collaborative, and allow 
for innovation and customization. 
 
Faith and inter-faith groups as democratic and civic capital 
 
The research evidence employed in the previous eight sections indicates beyond any doubt that people of faith 
are involved, and want to be more involved in democratic processes. The detailed survey undertaken by the 
Inter-Faith network, Local Inter-faith Activity in the UK, is replete with examples of dialogues, projects and work 
with local and regional bodies.59 The report Faith, Hope and Clarity proposes a model of faith group 
involvement in civil renewal (see its Table 1).60 Based upon their work, they outline a rationale for group 
involvement and map it against their three areas of normative (that is the values and norms groups hold) 
resources and governance. 
 
What is clear is that, for most groups, the values they hold, the ways in which they work, the service they 
undertake, cohere with the desire to work with others to address challenges through participation in pluralist 
democratic forms. Indeed, it is these characteristics within faith organizations that can foster qualities essential 
for civic engagement and for building a just, equitable, multi-cultural, multi-faith Britain. 
 
Faith and inter-faith groups as international capital61 
 
When waves of new immigrants arrived in the UK in the 1960s and 1970s, the assumption of many white 
commentators, particularly in the media, was that they would form an addition to the already existing 
‘dependency culture’. They would need council houses; they would be dependent on state ‘hand outs’; above 
all, they would be a burden to the British economy and society rather than an asset, even though there were 
acknowledged post-World War II man/womanpower shortages in certain sectors of employment. Generally, 
these fears proved groundless, as the immigrants often brought with them a huge range of skills, talents and 
international networks that proved to be highly important in the economic regeneration of many of our cities. 
 
These groups have, over time, developed international trading partnerships. Commerce and trade know no 
barriers resulting from faith divisions: as long as peaceful relations exist and there are no artificial barriers, 
commerce and trade will develop between people of different religious and cultural backgrounds. Where 
members of faith communities, for example Hindus and Sikhs, have become part of an international Diaspora, 
residual links with the mother country, India, tend to remain strong and facilitate international commerce and 
trade. These links, of course, are not exclusively religious and are based upon a range of other factors, such 
as culture and place of origin but it is probably true to say that faith is a key component of such linkages.  The 
Anglo–Indian agreement of 20 September 2004 recognized the importance of such links and committed the 
two countries to deepening them in the future.62 Further memoranda of understanding were signed in 
September 2005 on an overall energy policy, a new air services agreement and an agreement on intellectual 
property rights, with the decision to intensify cooperation on frontier areas of science and technology and the 
knowledge sector ‘in which both our countries have special strengths’.63  
 
Another aspect of faith groups as international capital, although aspirational, highlights the international 
importance of faith and arises from the campaign towards achieving poverty reduction targets by the year 

                                  
59  http://www.interfaith.org.uk/local/localsurvey.htm 
60  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=28 
61  This section has been adapted from an article written by Professor Richard Bonney. For the full version go to www.sdsa.net 
 
62  http://www.pm.gov.uk/output/page6364.asp 
63  http://www.thehindubusinessline.com/2005/09/09/stories/2005090903560100.htm 
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2015. Following a consultation undertaken in 2001 by Professor Richard Bonney and Asaf Hussain on faith 
communities and the development agenda, the Department for International Development (DfID) has 
published joint booklets with the faith communities on the Millennium poverty reduction targets, as well as 
seeking to broaden and deepen its network with the faith communities’ own charities working in the field of 
international development.64 Increasing the understanding of young people in schools about the eight key 
principles of global citizenship; conflict resolution; diversity; human rights; interdependence; social justice; 
sustainable development; and values and perceptions is also a valuable way in which the international capital 
of the faith communities can be mobilized at an early age. For convenience, these various materials have 
been placed together in the web version of the toolkit under the section Faith Communities and the 2015 
International Poverty Reduction Targets. In general, the spread of DfID’s interest to other faith communities is 
commendable, though inevitably the two main Christian agencies, Christian Aid and CAFOD, remain the 
driving force in this area, because they have been working in the field longer than the others and have built up 
an expertise in dealing with other international agencies such as the World Bank and the International 
Monetary Fund.65 
 

                                  
64  ‘Islamic agencies play vital role in fighting poverty’: 
http://www.dfid.gov.uk/news/files/pressreleases/pr-islamicagencies.asp 
65  ‘Distant targets? Making the 21st-century development strategy work’ (Christian Aid Report, 2006): 
http://www.christianaid.org.uk/indepth/9810dist/distant1.htm 
CAFOD policy papers. Joint Submission to the WB and IMF by CAFOD, Christian Aid, Oxfam GB and EURODAD (August 2002): 
http://www.cafod.org.uk/archive/policy/debtsustainability20020902.shtml 

http://www.dfid.gov.uk/news/files/pressreleases/pr-islamicagencies.asp
http://www.christianaid.org.uk/indepth/9810dist/distant1.htm
http://www.cafod.org.uk/archive/policy/debtsustainability20020902.shtml


 26 

4.  FAITH, INTER-FAITH AND COHESION: THE EDUCATION DIMENSION 
 
There is, of course, an education dimension to all the ten potential roles that faith and inter-faith can play in 
promoting community cohesion. This dimension has been given a sharper focus since the Children Act 2004 
came into force. This Act replaced Local Education Authorities with Local Authorities (LAs), who were required 
to amalgamate their education and social services provision for young people. They were also required to 
produce an integrated Children and Young People’s Plan, matched against five key outcomes outlined in the 
government’s Every Child Matters (ECM) agenda. 
 
These five outcomes — Be Healthy, Stay Safe, Enjoy and Achieve, Make a Positive Contribution and Achieve 
Economic Well Being — are underpinned by a series of subsets, which provide more detail and substance. 
For example, local authorities have to demonstrate what they are doing to ensure that children are mentally 
and emotionally healthy, safe from bullying and discrimination, able to achieve personal and social challenges, 
and ‘develop self-confidence and successfully deal with significant life changes and challenges.’ Within this 
broad framework, local authorities have freedom to include detailed aspects that befit their local situation. The 
ten potential roles outlined in general, with the six intercultural competencies in particular, are ideally suited to 
help deliver the ECM agenda.66 
 
Similarly, these can help deliver the 1988 Education Act which asserted that the school’s curriculum should be 
one that is balanced and broadly based and which: 
 

(a) promotes the spiritual, moral, cultural, mental and physical development of pupils and of society; 
and 

(b) prepares such pupils for the opportunities, responsibilities and experiences of adult life;. 
(Education Reform Act 1998 (c.4c), Part 1, Section 12). 

 
It was the 1988 Act that established the National Curriculum for all children in maintained schools in England 
and Wales. Since then (under the auspices of its national controlling body, the QCA (Qualification and 
Curriculum Authority), the curriculum has been subject to development and change. Most recently, Mick 
Waters, its Director of Curriculum, has initiated a national full-scale ‘futures’ debate which involves all 
 
Customisation is a theme that runs through government thinking in not only the education of young people 
but also that of adults, and all recipients of government-funded services. Much of the thinking is based upon a 
report Charles Leadbeater prepared for DEMOS, entitled Personalisation through participation: A new 
script for public services (2004),67 in which he argued for a system in which innovation and diversity are the 
order of the day ‘because people are different, services have to be different.’ Leadbeater recommends what he 
calls changing the ‘scripts’ followed by public services ‘to make them simpler, more efficient and responsive’, 
which essentially involves a ‘new marriage between top-down and bottom-up organization of public goods 
such as education and health (Leadbeater, 43). 
David Miliband, then Minister of State for School Standards, echoed much of this thinking in his speech to the 
North of England Education Conference in January 2004. The speech, entitled ‘Personalized Learning: 
Building a New Relationship with Schools’ sets out government intention to radicalize the education service.68 
For Miliband, ‘the challenge for education in the 21st century is to give the common basics of citizenship 
and working life to every pupil, while developing and nurturing the unique talent of each pupil’. 
Developing the unique talents of each pupil is, however, an enormous task for it assumes that schools will 
have some understanding of, and some empathy with the cultural and faith backgrounds of their pupils; and 
that they will connect these backgrounds with the curriculum that is on offer.  
 

                                  
66  
67  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=126 
68  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=127 
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Eleanor Nesbitt, in the introduction to her Intercultural Education, Ethnographic and Religious Approach (2004, 
Sussex Academic Press, ISBN 1-84519-933-5), eloquently summed up the holistic and circular importance of 
these connections when she wrote: 
 

‘Pupils’ religious and cultural backgrounds connect with the curriculum and they also influence their 
relationships. Faith and family are formative of school experience. Sensitive classroom practice 
respects and taps pupils’ resources of experience and supports the connections (of emotion and 
information) that appear in their creativity and imagination. At the same time competent pastoral care 
is informed by the dynamics of local social norms.’ 

 
Our research, and considerable knowledge and experience gained over time, leads us to conclude that 
schools, LEAs and other responsible bodies have made enormous strides in connecting with the cultural 
backgrounds of pupils but have been far less proactive when it comes to meeting the religious needs. Even in 
cities like Leicester and Birmingham, with proud multicultural, anti-racist traditions, faith issues have tended to 
be left to SACREs, Councils of Faiths, Religious Education and collective worship. Generally, they have not 
permeated mainstream curriculum perspectives and teachers and support staff can find the articulation of 
pupils’ religious needs a daunting prospect. It is probably true to say that most schools, at least until recently, 
have been ‘faith blind’. Within an equalities pantheon that is designed to address issues arising from various 
ethnic, cultural, historical, linguistic, ‘racial’ and religious backgrounds, religion has been the Cinderella.69  

 
The educational implications of a school population that contains all or some faith groups have, in the main, 
not been explored. Coles, in his ‘Education and Islam: A new strategic approach’,70 has begun this discourse 
for Muslims but such work in the other major faiths remains to be undertaken. If schools are unclear as to 
these implications, it is perhaps, hardly surprising that pupils share this uncertainty. The research undertaken 
by Nesbitt indicates that young people of various faith traditions can confuse ‘culture’, ‘faith’, and ‘ethnicity’ and 
are often unaware of the diversity within their own faith tradition. Yet, as her Coventry studies demonstrate, 
‘pupils’ spirituality, including their religious experience, and how they articulate this, is intrinsic to their identity’. 
Nesbitt’s research reinforces other research findings and the comments made by this project’s focus groups 
and the Young British Muslims Conference. 
 
‘Identity’, however, is a very complex concept in the age in which we live. Our early multicultural paradigms 
tended to be binary. We spoke of ‘between two cultures’, especially in relation to children of immigrant 
families. The present paradigm is much more sophisticated. Young people, it is argued, now have multiple or 
plural identities and these identities shift according to context. Thus, young British-born Hindus might 
emphasise their religious or caste backgrounds in one setting, their sense of ‘Britishness’ and what that means 
to them in another and their ‘racial’ identity in a third. Each of these has, within it, its own narrative and its own 
series of stories that provide meaning.71 
 
The implications of pupils’ multiple identities for teaching and learning are profound. If we want to secure a 
cohesive community, to build a common vision, to value and develop positive relationships across all 
backgrounds, then it is essential that young people be given the space to express their values openly without 
fear of recrimination, even when these values differ or even conflict. It is equally essential that, within this 
supportive framework, young people are taught to be reflectively self-critical. Such approaches will help build 
what Ostberg has called ‘an integrated plural identity,’ an identity which allows a young person to feel safe and 
secure in a range of different settings. 
 
Denise Cush, in her ‘Potential pioneers of pluralism’ (1999), has developed such an approach to religious 
education which she calls ‘positive pluralism’.72 This approach encourages pupils to reflect critically on their 

                                  
69  www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=17 
70  www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=131 
71  See Jacobson, J (1997), Jackson R. and Nesbitt E (1992) and Nesbitt (2004) for a fuller analysis of these concepts. 
72  http://web.uni-marburg.de/religionswissenschaft/journal/diskus/cush.html 
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beliefs and values in the light of what they learn about the religion and cultures of others. Cush argues that, in 
this way, pupils can learn from each other without necessarily losing their own religious and cultural roots. She 
utilises Mal Leicester’s concept of ‘limited relativism’, ‘accepting that whereas some things are relative to time, 
location and culture, there is the possibility of overarching shared values such as social justice, human rights, 
concern for the future and fighting racism which are however continuously negotiated and refined’. Although 
the language is slightly different, these values clearly resonate with the seven common values referred to 
earlier which were based upon the shared Act of Reflection and Commitment by the Faith Communities. 
 
Cush acknowledges her debt to Robert Jackson’s ‘interpretative approach’ to the study of religious diversity. 
This approach, developed at the University of Warwick as part of their RE project, supports children and young 
people in finding their own positions within key debates about religious plurality.73 As Jackson says, ‘it 
recognises the inner diversity, fuzzy edgedness and contested nature of religious traditions as well as the 
complexity of cultural expression and change… Pedagogically it tackles issues of the representations of 
religions, develops pupils’ skills of interpretation, and provides opportunity for reflexivity. Reflexivity includes 
giving pupils opportunities to make a constructive critique of the material studied at a distance, to re-assess 
their understanding of their own way of life of their studies and to help design and review their own methods of 
learning.’ 
 
The Warwick RE Project74 is an innovative example of curriculum development that applies the interpretative 
approach, converting ethnographic source material into resources for use by children in class. Many valuable 
teaching and learning insights have come about as a result of these Warwick Studies. Although their focus 
was primarily religion they went far beyond any narrow definition and became almost as wide as young 
people’s lives. The tools developed have much greater application and can be applied to more secular 
communities and settings. One major outcome was to develop a series of resources for teachers and 
educators that are available from the Warwick Religion and Education Research Unit.75 These materials 
include KS2 Bridges to Religion and KS3 Interpreting Christianity. This approach is not restricted to religious 
education, however, and can be adapted to ‘reflection’ upon any aspect of young people’s ways of life and 
culture. 
 
Amy Whittall, in her ‘Motivating able students to study religious diversity: applying the interpretative approach’, 
offers some theoretical and practical advice as to how this might be affected. She argues that challenge, 
thinking skills and flexible learning should be an integral part of all lessons, provides a classroom application 
on introducing Buddhism and offers a range of principles and strategies for teaching, effectively utilising the 
interpretative approach. Dialogue is one key component of this approach. This is equally true of Julia Ipgrave’s 
work, Building E bridges. Interfaith dialogue by e-mail. Ipgrave’s dialogical methodology also has its 
pedagogical roots in Jackson’s interpretative approach. Her article, ‘Pupil-to-pupil dialogue as a tool for 
religious education on the primary classroom’, outlines a number of principles and strategies for a dialogical 
approach which emerged from her research into the religio-cultural and theological influence of children in her 
own and one other primary school. She explains that involvement in research discussions stimulated pupil 
interest in religious identity, provided them with a safe space and opportunities to exercise their critical skills, 
and encouraged them to discuss and suggest solutions to some of life’s ‘big questions’. From this research, 
she developed a three-fold method of dialogue that was later trailed in other schools across Leicester. Ipgrave 
provides process and product examples of her three stages which include: 
 

 Primary dialogue : the recognition of diversity and change, a daily encounter with different 
viewpoints, understandings and ideas 

 

 Secondary dialogue: a positive response to primary dialogue, openness to difference and the 
possibility of being changed through encounter 

                                  
73  Jackson 1997, 2004. 
74  http://www.findarticles.com/p/articles/mi_qa3783/is_199904/ai_n8831016 
75  http://www2.warwick.ac.uk/fac/soc/wie/wreru/ 
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 Tertiary dialogue: the activity of dialogue itself, the forms and structures of verbal interchange 
that draw on the primary and secondary forms. 

 
This dialogic approach was then successfully extended beyond the classroom to promote inter-religious and 
inter-cultural understanding by e-mail between pupils from a number of primary schools in contrasting regions 
in the U.K. This approach also has been the central pedagogy in the teaching of English in the UK for many 
years. Sometimes referred to as ‘personal response’, it views the classroom as a site where meaning is 
constantly being created and re-created between canonical texts of English Literature. This pedagogy sees 
teaching and learning as essentially a dialogue where each voice is worthy of respect and consideration. The 
teacher will bring her/his much greater experience of life and of literature to bear on the process but the young 
person will bring the freshness and lateral thinking of the developing mind.76  
 
Joyce Miller in ‘Respect for all: promoting community cohesion through religious education’,77 introduces the 
work that she and her colleagues undertook in schools in Bradford and other participating Local Authorities. 
Miller is in no doubt that ‘it is dialogue that is at the heart of this project and was key to all the methodologies 
we employed. We realised’, she continues, ‘that our young people – and their teachers – would engage in 
dialogue across a wide range of areas: social, moral, personal, anecdotal and political, and that all of these 
areas were valid for discussions in our classrooms.’ Miller’s influence, and the interpretative and dialogical 
approaches she employs, is clearly at the heart of Education Bradford’s Community Cohesion Strategy. This 
strategy takes the Cantle definition of community cohesion as its baseline and uses the Home Office’s 
Community Cohesion Standards for Schools as the strategic basis.78 The Bradford strategy ‘is process driven 
because it is the process that is fundamental to the development of… a cohesive community.’ Central to this 
process are two concepts that are inextricably linked-identity and community. The strategy stresses that 
everybody has multiple identities and that these, in turn, affect and are affected by the range of communities in 
which we exist. ‘In a cohesive community the complexities of identity and community will be understood and 
there will be a willingness to engage with the “other”.’ 
 
Bradford’s aim is that everyone involved in education will have the confidence to become what Ballard called, 
‘skilled cultural navigators’ aware of their own identities and communities and willing to engage openly and 
empathetically with the identity (ies) and community (ies) of others’. The Bradford document attempts to define 
some of the more difficult terms that surround this discourse like ethnicity, faith, culture and religion. This too 
has been a recurring issue for researchers and policy makers. Until recently, faith and religion, with the 
exception of RE enthusiasts and those, of course, in faith schools were largely treated as Cinderella subsets of 
culture. Further, no reference was made to faith or religion in the various legislative requirements that applied 
to issues like race and gender. The tragic events of 9/11 and 7/7 dramatically changed that perception and 
brought issues of faith back into the mainstream arena, so much so that perhaps the term, coined originally by 
Ballard, ought to be changed to ‘skilled cultural and faith navigators’. 
 
9/11 sharpened the debate about the role of the government in areas of faith. Richardson, in his ‘Faith 
Equality, Race Equality and Community Cohesion’,79 provides a very clear account of how legislation and legal 
discourse has developed over time. As he says, ‘the events of 11 September 2001 were an extremely vivid 
reminder that religion has the power to play a significant part in public affairs’. After considerable and heated 
debate, the concept of religiously aggravated crime came into being as a consequence of the rise of attacks 
on Muslims. 

Similarly, religious identity is a key feature of the Equality Act 2006, which made ‘unlawful discrimination on the 
grounds of religion or belief in the provision of goods, facilities and services, education, the use and disposal of 

                                  
76  Bakhtin, M. M., Speech Genres and Other Late Essays, trans. Vern W. McGee. Ed. Caryl Emerson and Michael Holquist (Austin: U of Texas, 1986). 
77  Available on www.sdsa.net 
78  www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=42 
79  www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=24 
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premises, and the exercise of public functions’.80 The act also authorized the establishment of the Commission 
for Equality and Human Rights (CEHR),81 one of whose duties will be to attend to matters of religion, faith and 
belief. Richardson, whilst acknowledging that this is a new and uncharted area, outlines seven key issues that 
relate to what he calls faith equality. These include the duty itself, which also includes making reasonable 
adjustments to accommodate the wishes of faith adherents. Although definitions of reasonable will develop 
through case law, Richardson eloquently argues that those in public service will need to be religiously literate 
in order to understand the plurality of religions and the importance of multiple identities. The implications of the 
Equality Act (2006) for schools and education services will evolve over time but they will be profound.  

That is equally true for the Children Act (2004) and the Every Child Matters agenda upon which the Act is 
based.82 Again, the potential implications, especially when coupled with the duties under the Equality Act, are 
profound. Discussion and action are likely to cluster around the following: 
 

Being healthy: 

 How do schools acknowledge and build upon the faith backgrounds of their pupils? 

 Are schools aware how faith and spirit contribute to positive self-esteem, which supports spiritual 
and emotional health? 

 How do schools acknowledge and build upon the multiple identities that their pupils bring? 

 How do schools actively promote the spiritual and emotional development of their pupils? 

 How do schools promote a respect for those of different faith or no faith backgrounds?  
 

Staying safe:  

 How do schools promote tolerance and respect for all faith groups so that pupils can feel secure in 
revealing their faith backgrounds? 

 How do schools counter the rise of Islamophobia and anti-Semitism and other forms of 
harassment and bullying? 

 How do schools ensure that religious minorities within schools are not discriminated against? 

 What arrangements do schools make to ensure that the religious needs of their pupils are met so 
that adherents feel safe to practice their observances? 

 
Enjoying and achieving: 

 Are schools aware of the relative attainment and achievement of their various faith groups? 

 Do schools build upon the faith perspectives of their pupils so that they feel valued in school? 

 Do schools make a determined effort to ensure that the unique contribution of faith groups is 
reflected in the curriculum? 

 How do schools encourage a ‘positive pluralism’ that can help faith groups reflect critically on their 
own and the faith of others? 

 How are schools helping young people to become skilled cultural and faith navigators? 
 

Making a positive contribution: 

 How do schools encourage faith adherents to make a positive contribution to the life of the 
school?  

 How do schools build upon the commonalities of faith values, so that their pupils feel they can 
contribute? 

 How do schools build upon the religious strengths that faith adherents and their communities can 
bring?  

 How do schools promote the principles that underpin active citizenship so that pupils of faith are 
proactively involved? 

                                  
80  www.opsi.gov.uk/ACTS/acts2006/ukpga_20060003_en.pdf 
81  http://www.cehr.org.uk/ 
82  http://www.everychildmatters.gov.uk/strategy/guidance/ 
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 What steps are schools taking to promote inter-faith awareness and action? 

 Are schools aware of the global dimensions of faith and how do they build upon these? 

 How are young people of faith encouraged to take an active part in forums like School Councils, 
Interfaith youth councils and SACREs? 

 
Achieve economic well being: 

 Are schools aware of the destination of faith groups once statutory schooling is finished? 

 Do schools take into account any particular child-care needs of faith groups? 

 Do community regeneration initiatives include action to address the faith needs of children, young 
people and their families? 

 What steps are taken to ensure that the different financial perspectives of some faith groups (e.g. 
Muslims) are taken into account when promoting financial literacy? 

 
Every Child Matters is at the heart of the QCA Futures debate. QCA’s ‘The big picture of the curriculum’ 
(working draft 2006) they describe the overall aim of the curriculum as one that enables all young people to 
become successful learners, confident individuals and responsible citizens. The document itemises the key 
skills (including personal), the knowledge, understanding and big ideas (including spiritual) that shape the 
world, and the areas of personal development required in the 21st century. The project team worked on the 
‘Big Ideas’ that shape the faith and inter-faith world. They used, as their baseline, criteria developed by the 
DFES funded C.R.E.A.M. (Curriculum Reflecting the Curriculum Experience of African Caribbean and Muslim 
Pupils) team to underpin race equality and community cohesion. These have been adapted to take account of 
the faith and inter-faith dimensions. 
 
‘The Big Ideas’ 
 
1  Commonalities 
 
Are we as citizens aware that all people share common aspirations, needs and concerns by virtue of their 
humanity? Do we recognize similarities and common humanity when we discuss matters of faith, culture and 
experience?  

 
2.  Diverse Perspectives  
 
Are we as citizens aware that, with regard to every event in the past and in the news, there are different 
perceptions, interpretations and perceptions? For example, that there are different perceptions, outlooks and 
understandings of British Jews, Muslims and Hindus? 
 
3.  Diversity within Diversity 
 
Do we as citizens each play our part in counteracting over-simplified, stereotypical views by recognizing and 
acknowledging that within every culture and faith tradition there are different viewpoints, lifestyles and beliefs? 
For example, do we tell others that there are many differences within Christian or Muslim cultures and 
experiences?  
 
4.  Narratives 
 
Do we appreciate that each of these narratives is important to the particular faith and cultural group? Thus, for 
example, do we acknowledge the Rastafarian or Black-led Christian churches’ narratives, just as much as that 
of the Church of England or Roman Catholics? 
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5.  Multiple/Plural Identities 
 
Do we recognize that many people have a range of affiliations, loyalties and sense of belonging? Are we 
aware that some of us have different rules and behaviour patterns within different settings, and that we may 
switch between rules and behaviour patterns according to context? Do we actively support young people in 
‘navigating’ their various faith and cultural backgrounds so that they develop an integrated plural identity?          
 
6.  Status and Credibility 
 
Are we prepared to give status to the experience and achievements of people whatever their background, faith 
or culture? For example, is our point of comparison the dominant culture and faith (e.g. Christian) or are we 
prepared to acknowledge, Hindu, Muslim and other faith perspectives? 
 
7.  Tackling Racism 
 
How developed is our understanding of racism (for example, distinctions between colour and cultural racism, 
personal and institutional) and of ways of preventing and addressing it? Are we prepared to tackle the 
underlying causes of Anti-Semitism and Islamophobia? 
 
8.  Interdependence and Borrowing 
 
Do we recognize that all understanding and human development are dependent upon the prior achievements 
of others, who may be from different faith or cultural traditions? Do we acknowledge the extent to which the 
achievement of the Renaissance in the West was dependent upon Islamic culture for the transmission of 
knowledge from the classical world? Do we recognize that the mathematical knowledge attributed to the 
Renaissance in the West was a development emanating from Hindu thought? 
 
9.  Positive Role Models 
 
Do we recognize and celebrate the achievements of people from a range of faiths, cultures and backgrounds 
as inventors, entrepreneurs, leaders and artists and that they have demonstrated creativity, initiative and moral 
courage? Do we give a place of significance to such thinkers and achievers, irrespective of their background?  
 
10.  Normal not Exotic 
 
Do we appreciate that diversity and a range of faiths are aspects of contemporary experience and ordinary, 
daily life and not merely a feature of distant lands? 
 
11.  Potential for Excellence Everywhere 
 
Are we aware that the potential for excellence is not restricted to people within the dominant faith and culture, 
but that people of all faiths and cultures today and in the past have been able and are able to achieve 
excellence?  
 
12.  Inclusion 
 
Are we prepared to work towards a culture of inclusion, recognizing that peoples of all cultures and faiths (and 
those who subscribe to no faith) are equally worthy of consideration and have an equal claim to citizenship? 
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13. Dynamic Culture 
 
Do we recognize that societies, and cultures within them, are constantly changing and developing? Are we 
aware of the fact that there is no fixed, static view or perspective for a cultural group in time or place? Do we 
encourage faith groups to discuss how faith can respond to the changing nature of an increasingly globalized 
society? Are we prepared to acknowledge the contributions of all, including those with no faith, towards 
building a more harmonious society? 
 
14.  Practical Outcomes 
 
Are we prepared to work with others who are different from ourselves towards common goals that will help 
create a more harmonious and cohesive society?  
 
 
15. Youth Empowerment  
 
Are we willing to help empower young people to work together to embrace difference and acknowledge 
diversity, while working towards increasing cohesion and harmony in our society?  
 
16. Community Involvement and Engagement 
 
Do we acknowledge, through practical activities of involvement and engagement, the needs of others in our 
community and the need for communities to interact with each other for the common good? 
 
17. Human Rights Framework 
 
Are our actions, and those of our community, consistent with the UN Convention of Human Rights and the 
European Convention on Human Rights? Do we subscribe to the 'principle of reciprocity', of doing good to 
others and not harming them, as expressed in the Golden Rule acknowledged by all the world's main faiths 
and the humanist tradition? 
 
Differences are obviously part of the human condition. The issue for education is how we handle these 
differences. Bhikhu Parekh, in his report of the Runnymede Trust Commission on the Future of Multi-Ethnic 
Britain (2000), argues that every society needs to be cohesive as well as respectful of diversity. Ways must be 
found of nurturing this diversity, within an equalities framework which fosters a common sense of belonging 
and a shared identity. This identity, he goes on, must be based on a clear moral and ethical basis but ‘there 
must be respect for deep moral differences and ways must be found of resolving inescapable conflicts’.83 
 
Andrew Wingate, in his Celebrating Different, Staying Faithful – How to Live in a Multi-Faith World (2005), 
offers a range of practical ways to resolving these conflicts. Wingate cites the Chief Rabbi Jonathan Sacks 
when he says, ‘if religion is not part of the solution, it will certainly be part of the problem.’ He provides not only 
a valuable insight into the rationale for inter-faith dialogue from a Christian point of view, but also some 
invaluable suggestions as to how dialogue with other faith groups can be affected. Demonstrating an 
impressive understanding and knowledge of Britain’s major faiths, he argues the case for dialogue 
theologically from the viewpoint of a range of major faiths. 
 
Wingate’s detailed and practical solutions echo those of Oliver McTernan in his book Violence in God’s Name. 
McTernan’s message is at once global and local: global in that he argues that all religious leaders need to be 
more proactive in addressing the sources of violence that emanate from within own communities: local in that, 
‘there is a clear and urgent need to strengthen the local peace-building capacity at a street level in parallel with 
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the initiation of political talks at the top leadership level’ (p. 159). This in turn, should prompt religious leaders 
to engage with the ‘exclusivists’ in their tradition —( i.e. those who believe that they have a truth monopoly) — 
in order to convince them that diversity of faith traditions is not a threatening obstacle, but an opportunity for 
dialogue and action. McTernan, Wingate and others provide rationales for inter-faith work that, to become 
more effective, simply need clustering and systematic promotion.  
 
The rationale for inter-faith work: the 12 principles  
 
Our ‘Big Ideas’ are essentially about curriculum issues and form the criteria by which curriculum development 
can be judged. There is, however, an array of materials, a complexity of justifications for faith and interfaith 
work, which are in part context-bound, depending on the nature of the agenda, whether it is educational, civil 
renewal or regeneration. It is abundantly clear from all the evidence submitted, from the web and literature 
references, and from the number of downloads provided, that there is already in existence a range of 
networks, projects and collaborative activities that, taken together, illustrate the unique contributions that faith 
and inter-faith groups have made in promoting community cohesion. Generally, they are developing strong 
and positive relationships; they share a common vision; they appear to value and appreciate other people’s 
backgrounds; and in certain areas, they are striving to develop wider opportunities for all. The underlying 
rationale for inter-faith work has been implicit throughout but, as with the ten roles for faith and inter-faith 
groups, an explicit justification offers further clarity. The authors of this report examined existing materials and 
approaches closely and, from an analysis of the evidence gathered on the benefits of interfaith, extrapolated 
twelve reasons why inter-faith work is important within an educational context. 
 
Schools should be actively promoting inter-faith activities because: 

 
1. They are pedagogically sound and will enhance the learning of young people through 

interpretative, dialogical and other creative approaches. 
2. They will contribute towards delivering the Every Child Matters and Equalities agendas. 
3. They will contribute towards the ‘Futures’ curriculum debate. 
4. They will contribute towards meeting the spiritual, moral, social and cultural needs of young 

people. 
5. They will support faith groups to feel more secure in their own religious and spiritual identities. 
6. They will help young people understand the commonalities, as well as the distinct differences, 

of each faith perspective. 
7. They will help young people develop an integrated plural identity. 
8. They will assist young people to become skilled cultural and faith navigators. 
9. They will support schools in developing young people as active citizens. 
10. They will help the young people develop the necessary tolerance, empathy and respect for 

those who are different from themselves. 
11. They will help young people counter ‘racial’, ‘cultural’ and ‘faith’ racism, and will contribute to 

defeating the rise of extremism in whatever guise. 
12. They will help young people understand that we are all part of one world, part of a global 

network, with global, shared responsibility.  
 

Two major issues remain. Firstly, a clear rationale has been provided but can we summarize the underlying 
processes and principles that support interfaith work? Are we able to itemize the characteristics that help build 
such a supportive culture? Secondly, given the rationale and this culture, how can we assess if our work has 
been successful? What criteria can we use to help us measure outcome, especially in relation to work that 
involves young people? The project team took the ‘Big Ideas,’ the Every Child Matters principles and the 12 
principles for interfaith work and devised a model for assessment against which any interfaith project could be 
judged. For simplicity, the metaphor of the house that inter-faith built, and the acronym called P.A.C.E., have 
been employed. 
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The house that inter-faith built  
 

The following ‘house’ provides a simple metaphor of the values, processes, and structures that might underpin 
any faith or inter-faith activity whether it is between faiths or with local or central government or with others 
such as outside funders. It aims to provide a guidance tool, a graphic checklist against which participants can 
measure themselves. 
 
 

CLARITY:   Is there - 
                   Clarity of Purpose?  - What do we wish to achieve? Why do we work to achieve it? 
                   Clarity of Involvement? - Who do we wish to involve and what is the rationale for     
                   their involvement?   
                  Clarity of Accountability? - What are our lines of accountability?  Who has the  
                  final say?  To whom do we report? 
                 Clarity of Communication? - How will we communicate with all our Stakeholders?   
                 Do we encourage active listening?  Do we take into account differences in  
                 understanding of spoken and written English?  
 
      

 
SOCIAL CEMENTING:  Is our work cemented by – 

Acceptance of Difference? – that groups will come with different views, different theologies, different modes of dress, dietary 
habits, and social etiquettes. 
Acceptance of Motives? – not all groups are involved for the same reasons.   
Acceptance of Difference of Leadership? – it may be difficult for followers of one faith to accept leadership from followers of 
others. 
 
 

 
FOUNDATIONS:  Are our foundations built upon – 

Recognition of the shared values of: 
 Listening – and open dialogue? 
 Learning about and respect for each other’s beliefs and values, social etiquette? 
 Letting people express themselves without fear or favour? 

Recognition of the spiritual and religious root of our own position and that of others? 
Recognition that we must be: 

 Empathetic? 
 Self-critical and self aware? 
 Tolerant of others’ views? 
 Straightforward about our intentions? 
 Non-judgemental about the views of others? 
 Honest that we might not be clear about the beliefs of others and do our best not to misrepresent them? 
 Tolerant of criticism and disagreement? 

 
 
 
 
 
 
The 25 criteria for assessing inter-faith activities that involve young people: keeping up the P.A.C.E. of 
community cohesion  
 
These criteria have developed over the course of the project. They are not exhaustive, nor will all of them 
apply to every activity. They are, like all evaluative criteria, value-laden, for they work from the assumption that 
young people – both those of faith and spirit, and those of no faith – should be proactively involved in inter-
faith work because it helps promote community cohesion. For clarity and as a simple aide-memoire, they have 
been clustered under the acronym P.A.C.E. This clustering is not hierarchically significant; it is simply a 
convenient and memorable way to order the 25 criteria for assessing inter-faith activities. 
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      P 

DO THE INTERFAITH ACTIVITIES :  
 
 
provide a neutral space for participants to come together ? 
provide a sacred space for those who wish to worship? 
provide a safe space for dialogue and dissent? 
provide clear ground rules for dialogue and activity? 
provide clarity as to the language and terms used ? 
promote a subject and cross curricular approach ? 
promote a whole school/college approach ? 
promote aspects of urban renewal ? 
promote longer term sustainability ? 
provide a mechanism for sharing insights and outcomes with a range of 
stakeholders ? 
 

 
 
 

A 

 
 
actively involve young people at the outset ? 
actively involve young people throughout the activities? 
actively involve young people in the monitoring and evaluation of the activities ? 
actively involve young people in twinning, virtually and actually? 
accept there will be times when faiths have to ‘agree to disagree’? 

 
 
 
 

C 

 
 
 
celebrate young people’s faith identities ? 
celebrate the religious and spiritual capital young people bring? 
celebrate young people’s multiple identities ? 
celebrate the commonalities of faiths ? 
counter the myths and stereotypes surrounding faith groups, including, in 
particular, Islamophobia ? 
 
 
 

 
 

           E 

encourage dialogue and discourse ? 
encourage active citizenship and civic engagement ? 
encourage young people’s self-esteem and confidence in expressing and 
celebrating their own identities through faith 
encourage empathy and emotional literacy ? 
encourage bonding, bridging and linking ? 
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5. KEY PROCESSES, PRODUCTS AND ORGANISATIONS THAT SUPPORT FAITH, INTERFAITH 

AND COHESION  
 
 
This section outlines the range of available products and processes, and lists some of the organisations that 
support faith, interfaith and cohesion. It groups these into six broad clusters:  
 

 ‘Developing Student Voice’ provides the overarching general arguments for involving young 
people in participatory democracy. It offers several general models of action research that could 
be used to develop inter-faith activities. ‘The Focus Groups’ describes the processes and the 
outcomes of the project work undertaken with some 65 young people of discrete and mixed faith 
groups. ‘The Young British Muslim Conference’ describes and evaluates a recent conference 
involving 120 young British Muslims. Practical guidance is suggested throughout. 
  

‘Sacred Spaces, Sacred Places, Sacred Times’ outlines the use of prayer rooms, visits to 
the holy places of faith adherents and signposts calendars of key relevant events. 

 
‘Building bridges, schools linking with schools’ examines a number of key ‘linking’ 
projects, including the detailed evaluation of Bradford’s schools successful project. 

 
Spiritual Development offers a detailed examination of this key vehicle for faith, spirit and 
community cohesion. Replete with definitions, websites and other resources, it nonetheless 
argues that there are, to date, few practical examples of development.  

 
Organizations that support inter-faith work, particularly with young people, details some of 
the major groups providing inter-faith activities  

 
Faith and the Media signposts some of the supportive developments in this area 

 
Developing Student Voice 
 
For well over a decade, both central and local government have supported schools and colleges in 
strengthening democratic processes, and in enhancing children’s and young people’s active participation in 
them. Involving children and young people, particularly those who do not often have the opportunity to have a 
say (hard to reach groups and the socially excluded for example), can enhance their belief in their own ability 
to change and lead to greater control over their own lives. Such active participation helps to create sustainable 
and cohesive communities. This, of course, applies to all groups, those of faith and no faith, but as has already 
been argued, people of faith and spirit have unique contributions that they can bring to the community 
cohesion table. 
 
There is a plethora of government-inspired and other documents that provide both a statutory rationale and 
non-statutory guidance for the increased involvement of young people. The common values, principles and 
belief in ‘faith-in-action’ add weight to the following overarching arguments for active participation. 
 

 The United Nations convention on the rights of the child, ratified by the U.K. government in 
1991, provides children and young people under the age of 18 with a comprehensive set of rights. 
As well as the right of the freedom of religion, article 12 affirms the right to express their views on 
all matters affecting them and requires that those views be heard.84  

                                  
84  http://www.unicef.org/crc/index_30194.html 
For teaching resources: http://www.unicef.org.uk/tz/rights/convention.asp 

http://www.unicef.org/crc/index_30194.html
http://www.unicef.org.uk/tz/rights/convention.asp


 38 

 

 Hear By Right offers ‘tried and tested standards for organisations to assess and improve practice 
and policy on the active involvement of children and young people’.85 

 

 Working Together: giving children and young people a say provides advice for LEAs, 
Governing Bodies and schools and a number of principles that ‘should underpin work to develop 
pupil (i.e. children and young people’s) participation. 

 

 Learning to Listen – the government sets out its commitment to designing policies and 
services around children and young people in a way that actively involves them. It also states 
categorically that ‘promoting early engagement in public and community life is crucial to 
sustaining and building a healthy society’. ‘Listening’, it continues, ‘is a powerful means of 
persuading disadvantaged young people that they count and can contribute… good 
participation opportunities produce more confident and resilient young people.’ There is a clear 
link between citizenship and social inclusion.86 

 

 Promoting Children and Young People’s Participation through the National Healthy 
School Standard promotes the concept of the ‘journey of participation’, in which ‘children 
share power and responsibility for decision making’, and are ‘encouraged to understand and 
exercise their right to be involved in all aspects of school life’. 

 

 Citizenship Education was introduced as a compulsory subject in the secondary National 
Curriculum in September 2002. Citizenship offers schools a framework for supporting children 
and young people in becoming active citizens in school and the wider community, requiring 
them to develop ‘skills of participation and responsible action’. The National Curriculum states 
that ‘pupils should be taught to negotiate, decide and take part responsibly in both school and 
community based activities’, and that they should ‘reflect on the process of participating’. 

 

 Every Child Matters: Change for Children sets out the national framework for local change 
programmes to build services around the needs of children and young people. Outcome Four 
‘Making a Positive Contribution’, encourages children and young people to ‘engage in 
decision making and support the community and environment’. One of the indicators of the 
success or failure of this is the percentage of young people in secondary schools participating 
in (a) the election of school/college council members and (b) mock general elections.87 

 

 Together We Can provides an action plan to establish a ‘new relationship’ between ‘citizens 
and public institutions’. Of eight key public policy areas, ‘Together We Can’ ensures that 
children and young people have their say and looks for an outcome whereby ‘Children and 
Young People are given opportunities to participate and influence decision-making as 
confident, responsible citizens’. ‘Together We Can Strengthen our Democracy’ seeks to 
encourage ‘communities and citizens of all ages and backgrounds’ to become ‘more 
confident, able and interested in understanding public policy issues and influencing the 
governance of public institutions and services’.88 

 

 The Russell Commission, A National Framework for Youth Action and Engagement 
(March 2005) is equally explicit:89 ‘the Commission’s vision is of a society in which young 

                                  
85  http://www.nya.org.uk/hearbyright/page.asp?cid=183 
http://www.nya.org.uk/hearbyright/home.asp?cid=180&cats=215 
86  http://search.msn.co.uk/results.aspx?q=learning+to+listen&FORM=QBRE 
87  http://www.everychildmatters.gov.uk/participation/ 
88  http://communities.homeoffice.gov.uk/civil/together-we-can/ 
http://www.togetherwecan.info/transfer.asp 
89  www.russellcommission.org 

http://www.nya.org.uk/hearbyright/page.asp?cid=183
http://www.nya.org.uk/hearbyright/home.asp?cid=180&cats=215
http://search.msn.co.uk/results.aspx?q=learning+to+listen&FORM=QBRE
http://www.everychildmatters.gov.uk/participation/
http://communities.homeoffice.gov.uk/civil/together-we-can/
http://www.togetherwecan.info/transfer.asp
http://www.russellcommission.org/
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people feel connected to their communities, seek to exercise influence over what is done and 
the way it is done, and are able to make a difference by having meaningful and exciting 
opportunities to volunteer.’ Russell’s framework offers a ‘step change’ in young people’s civic 
engagement and aims to make volunteering a common feature in their lives. Russell’s 
research found that young people were clear that they wanted volunteering to have a tangible 
impact upon the communities in which they live. ‘The key theme for the Commission is the 
importance of involving young people themselves in the design and implementation of 
volunteering activity… for some of the most successful and inspirational volunteering 
experiences are those led by young people.’ The Commission made a number of 
recommendations to government, all of which were accepted. One recommendation that has 
already been actioned is the establishment of an independent charity to progress the 
volunteering agenda.90  

 
These initiatives provide many interesting and useful examples of how schools and youth organizations might 
involve young people. They are, of course, not exclusive to people of faith and spirit. There are, however, 
three key questions taken from the P.A.C.E. criteria that any group attempting to promote interfaith activities 
with young people ought to ask: 
 

 How do they ensure that faith perspectives and representation are encouraged, and 
taken account of, in decision-making processes and subsequent action? 

 How do they celebrate the religious and spiritual capital that young people bring?  

 How do they encourage dialogue and discourse, and active citizenship and civic 
engagement? 

 
The same questions apply equally to school and youth councils, as well as other activities that try to capture 
the voices of pupils and students. 
 
Government and other initiatives have led to the increasing involvement of young people in a range of issues. 
Some of these are exclusively school-based. Others include innovative action research projects which have 
well articulated theoretical bases that, although at present not meeting the PACE criteria could provide models 
for future research with young people of faith.  The first, BSIP, is a local authority / schools-led organization; 
the second, SOLAR, is based in the University of West England; and the third, Philosophy for Children, is 
managed by an independent charity, SAPERE. 
 
BSIP – The Bedfordshire School Improvement Project – offers a range of training and activities and has 
pioneered work related to Student Voice by supporting the involvement of learners and their active 
participation in the life of the school. It provides support in a large number of areas such as Students as 
Learning Partners, Students as Researchers and Student Leadership and Facilitation. 
 
SOLAR, Social and Organisational Learning as Action Research, is an inter-disciplinary research and 
development team that specialises in new forms of action research and co-inquiry to support learning and 
change in complex social and organisation systems.91 One innovative whole systems project undertaken with 
young people was funded by the Hounslow Community Health Council and was published as Mind the Gap: 
Healthy Futures for Young People in Hounslow.92  
 
This project engaged young people (aged 13–21) from Hounslow in researching their own health issues, 
communicating these to key professionals and, through dialogue, envisioning solutions. There were two parts 
to the research:  youth peer research and a knowledge café event involving young people working with 

                                  
90  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=99 
www.wearev.com 
91  www.uwe.ac.uk/solar/ 
92  www.uwe.ac.uk/solar/Portfolio/MindtheGap.pdf 

http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=99
http://www.wearev.com/
../AppData/Local/Microsoft/Windows/Temporary%20Internet%20Files/Documents%20and%20Settings/Maurice%20Coles/Desktop/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Local%20Settings/Temporary%20Internet%20Files/dk94231/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Temporary%20Internet%20Files/OLK8C/www.uwe.ac.uk/solar/
../AppData/Local/Microsoft/Windows/Temporary%20Internet%20Files/Documents%20and%20Settings/Maurice%20Coles/Desktop/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Local%20Settings/Temporary%20Internet%20Files/dk94231/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Temporary%20Internet%20Files/OLK8C/www.uwe.ac.uk/solar/Portfolio/MindtheGap.pdf
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professionals around key health issues. Eleven peer leaders were supported in working with peers to generate 
their own understandings of health in the context of their everyday lives. The outcomes of the youth peer 
research were presented visually at a large-scale community-based event, where young people then had the 
opportunity to discuss their views and experiences with key practitioners and decision-makers. 
 
SAPERE, the Society for Advancing Philosophical Enquiry and Reflection in Education, is a registered 
education charity that supports the Philosophy for Children (or ‘P4C’) approach to teaching and learning.93 
P4C has been developed over 35 years and is now practised in 60 countries worldwide. SAPERE provides 
teachers with training in the P4C pedagogy and techniques, and has also devised a student facilitator course. 
P4C aims to encourage children and adults to think critically, caringly, creatively and collaboratively.94 It helps 
teachers to build a ‘community of enquiry’ where participants create and enquire into their own questions, and 
‘learn how to learn’ in the process. It is ‘serious fun’, as one student put it. P4C focuses on thinking skills and 
dialogue in communal settings, and contributes particularly well towards Key Skills, Literacy, Speaking and 
Listening, Thinking Skills, Emotional Literacy, Values Education, RE and PSHE but it can be used very 
effectively within all curriculum subjects. 

 
P4C is particularly useful in Citizenship and interfaith contexts. Its work fulfils many of the P.A.C.E. criteria 
because it allows young people to ask their own questions, develop ideas at their own pace and extend their 
thinking skills in a meaningful context. Thousands of teachers and pupils throughout the UK have found this 
approach to be very effective and, importantly, fun. P4C can directly help young people explore issues, 
concepts and opinions in a safe learning environment and provide support in their search for understanding, 
identity and friendship. Consequently, P4C is not just a thinking skills programme but one that encourages 
emotional and social development as well. 
 
These models, adapted to suit individual circumstances, offer ideal vehicles for tackling faith and inter-faith 
issues across whole systems. There is, however, little research evidence about young people’s attitudes 
to faith and inter-faith. Nor is there much research outlining effective processes designed to elicit 
these views. The project team, therefore, conducted a series of focus visits that were designed to seek the 
views of young people. 
 
The Focus groups 
 
These took place between March and May 2006 and were organized in four different locations: Leicester, 
Oldham, Coventry and Bradford. These geographical areas were chosen because of their particular 
concentrations of faith groups and because of the team’s ability to organise groups at relatively short notice. 
Over 85 young people, largely in the 16–19 age range, were involved, although some of the Hindu groups 
were slightly younger and some of the Sikh group slightly older. This age range was chosen because the team 
believed that the young people concerned would be able to articulate their views on a range of issues and be 
able to comment on their present and previous educational experiences. In all locations, with the exception of 
Bradford, the genders were more or less equally balanced. In Bradford, only girls volunteered their 
involvement. The project team examined several models of pupil’s involvement and opted to spend a day with 
Jennie Fleming from the Centre for Social Action, De Montfort University, 95because her model of interaction 
was well developed and fitted the brief of extracting maximum information in a short space of time. Jennie 
Fleming helped the team design the focus group activities, agree the intended outcomes, the structure of the 
day and the reporting mechanisms. 
 
The team agreed that there would be four focus groups and each one would work flexibly to a prescribed 
formula and outline structure.  The overall intended outcomes did not differ but the exact nature of the day 
varied from group to group and was refined as the team’s experience developed.  

                                  
93  http://sapere.org.uk/what-is-sapere/ 
94  http://sapere.org.uk/what-is-p4c/ 
95  www.dmu.ac.uk/dmucsa 

http://sapere.org.uk/what-is-sapere/
http://sapere.org.uk/what-is-p4c/
http://www.dmu.ac.uk/dmucsa
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THE INTENDED OUTCOMES OF THE DAYS 
 
The overall aim was to gather young people’s ideas and opinions about the successful promotion of 
inter-faith work. In particular, each day was designed to:- 
 
 Gain young people’s knowledge and awareness of their own and of different faiths. 
 
 Gain young people’s knowledge of issues relating to inter-faith dialogue and activities. 
 
 Gain young people’s views on constraints to inter-faith activities. 
 
 Seek young people’s recommendations as to how to promote inter-faith dialogue, engagement 

and activities. 

 
The faith groups were drawn from Hindus (Leicester), Sikhs (Coventry), Muslims (Oldham) and Christians 
(Bradford). Each faith group of ten followed a programme that was mirrored, with minor amendments, by a 
parallel group of ten consisting of a range of faiths or those of no faith. Interestingly, the overarching and 
consistent view throughout was that faith and other groups wanted to spend more time in mixed activities 
and less in discrete faith settings. There was also a remarkable degree of consistency in terms of 
knowledge and understanding of faith(s) and of issues related to inter-faith. Further, all groups were keen 
that inter-faith activities be pursued by government (local and national), communities and education 
institutions across the board. 
 
The main findings 
 
Knowledge about their own faith and other faiths 
 

 Each faith group demonstrated a reasonable knowledge and understanding about their own faith, its 
theology and belief systems. 

 Generally, all groups demonstrated some understanding of Islam and Christianity. 

 Generally, the understanding of all groups was much more limited when it came to Sikhism and Hinduism, 
Judaism and Buddhism. Knowledge of these religions was largely based on superficial levels, for example 
‘Sikhs wear turbans and can’t cut their hair’, rather than on belief systems and worship. 

 Some knowledge was stereotypical, sometimes negative and without subtlety. 
 

Attitudes to difference in their own and other faiths  
 

 The faith groups had some knowledge of the complexities of their own faith background but generally were 
unaware of the complexities that surrounded other groups. 

 All groups were generally tolerant of others and the underlying assumption was that all faiths were keen to 
accept that there were differences. 

 Generally Hindus (at least in the UK context), and Buddhists were considered to be the most tolerant of 
faith groups. 

 Muslims were unanimous that they were perceived as ‘terrorists’, especially by the media. 
 

Results of the inter-faith activities 
 
Discussions with the focus groups clearly indicated that knowledge about other faiths was almost exclusively 
drawn from religious education lessons and ‘casually caught’ information if one happened to have a friend of 
another religious persuasion. No structured interfaith activities were recorded.  There was a remarkable 
degree of consensus amongst groups that undertook this exercise. Generally, groups were more interested in 
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working with members of other faiths than in defining what inter-faith meant.  Participants believed that 
working with and understanding other faiths was important because it:- 

 

 helped you to understand your own religion better, as you were required to express what your faith meant 
to you 

 increased knowledge of the customs and beliefs of others 

 helped dispel myths and stereotypes 

 helped create good community relations 

 helped people from all different faiths to function as one society 

 could lead to friendships and deeper empathy amongst young people. 
 
The recommendations that young people made to promote inter-faith dialogue, engagement and 
activities 
 
The young people were asked to suggest how interfaith activities might be progressed.  Interestingly, the 
consensus concerning ‘ground rules’ contained many of the P.A.C.E evaluative criteria (4.31), though these 
were not shared with the groups. In particular, many of the recommendations provided were excellent 
examples of an active citizenship that would allow participants to celebrate their own identities through faith 
but in a context which encouraged dialogue and discourse. All groups were very keen to promote inter-faith 
activities and their recommendations ranged from the general to the very specific. 
 
In general terms, they recommended that: 

 
1. The inter-faith message was so important it should be spread more widely. 
2. Young people of different faiths and those of no faith should be encouraged to work together 

on specific, concrete projects. 
3. Inter-faith activities should take place in a range of settings, including schools, youth and 

community settings, and other venues. 
4. Where faith groups operated in relatively discrete geographical areas, inter-faith groups 

should be brought together on neutral territory. 
5. Schools and colleges should actively promote personal encounters between members of 

different faith groups. 
6. Local areas should undertake and publish an audit of all places of worship and establish a 

database of ‘approved’ speakers who could promote inter-faith work. 
7. There should be a series of structured inter-faith activities designed to lead to ‘meaningful 

sharing’. 
8. More time should be devoted to religious, multi-faith teaching in schools. 
9. Inter-faith work should stress the commonalities and the common beliefs that underpin the 

major faith groups. 
 

In specific terms, they recommended that: 
 

10. Members of faith groups should visit other schools and colleges to engage in a ‘let me tell you 
about my faith’ activity. This would involve a greater expression of the peace-loving basis of 
the major faiths. 

11. An inter-faith interactive website should be established and managed but ‘it would need 
policing’. 

12. Young people should produce a film showing the different faiths coming together. 
13. Young people should produce a poster with the same aim. 
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Conclusions: What were the critical success factors? 
 
All participants – students, school and college staff – and facilitators enjoyed the days and found them 
stimulating. The very process of bringing the various groups of young people together to address this 
agenda was, in itself, a valuable exercise in inter-faith engagement. The days were successful because: 

 The facilitators had been trained effectively 

 The facilitators had collaboratively devised the programme and undertaken the exercises 

 The facilitators had agreed the intended outcomes, roles and responsibilities in advance of the days 

 The reporting mechanisms were clear 

 The venues chosen were of a high quality 

 The young people were given a clear brief which clearly outlined the importance of their role in helping to 
frame the future 

 The young people were taken through the programme sequentially and the logic was clear and sound 

 The young people were provided with a certificate and small but useful educational gifts  

 The staff who attended with their students were clear as to their involvement and they and their schools 
were very helpful and supportive in administering the day 

 Everybody had fun. 
 
These critical success factors were remarkably similar to other events that the SDSA and other organizations 
have organised, sometimes on a faith or inter-faith basis, and sometimes against a secular agenda.  
 
The Young British Muslim Conference: Faithful and Proud 
 
This Home Office funded conference was held in September 2005 in the Walkers Stadium, Leicester. It 
brought together over 120  young British Muslims aged 16–19 from ten maintained and two independent 
schools from Leicester, Coventry and Birmingham. The full report, entitled Faithful and Proud, can be 
downloaded from the website.96 This conference was unique, in that its themes were chosen by a group of 16 
young Muslims of both genders drawn from the three cities, who underwent two and a half days training based 
upon the principles of Philosophy for Children. 
 
The outcomes surpassed the very high expectations of the organisers. The trained facilitators orchestrated 
almost all the workshops, most of which dealt with extremely sensitive issues. Much of what the young British 
Muslims said mirrored the findings of the three focus groups. For example, they wanted much more debate 
both as Muslims but, as importantly, with their non-Muslim peers. They were also critical of the small 
amount of religious teaching that went on in schools and wanted schools to be braver in tackling issues like 
racism, Islamophobia, the position of women and terror but within a wider context involving all groups, not 
just Muslims. 
 
As colleagues across the country have shown such interest in the model, we have critically narrated and 
summarized the processes we undertook. The whole document is available as a separate download entitled 
‘How to organise a student-led inter-faith conference: Twelve Steps to a Successful Student Led 
Conference’.97 This model is designed to support inter-school/college work. It can, however, be easily adapted 
for a single institution. 
 
Sacred spaces, sacred places, sacred times 
  
The following are descriptions of a range of activities that the researchers found in the course of their work. 
They all, in varying degrees, meet some of the criteria outlined in PACE.  Few have been evaluated objectively 
by external researchers and some are extremely new. They all, however, share some of the aspirations 

                                  
96  www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=83 
97  www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=93 
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outlined in our criteria for assessing interfaith activities. Many schools, especially secondary, now have a quiet 
room or a prayer room or a meditation room. They may call them by different names but the function is 
essentially the same: to provide a sacred, safe space where people of faith and spirit can go to perform, singly 
or collectively, acts of quiet contemplation. Many such rooms have probably come into being because Muslim 
pupils requested a prayer room, especially during Ramadan. Some schools have extended this concept and 
have peace areas or peace gardens also. 

One organisation, St. Ethelburga’s in London EC2, has invested heavily in the idea of permanent scared 
space where people of all faiths can come. St. Ethelburga’s received national and international prominence 
when, in 1993, a huge IRA bomb almost completely destroyed this medieval church. Since then, it has been 
completely rebuilt as a Centre for Peace and Reconciliation. The uniqueness of its contemporary vision is that 
it has created at its heart the Tent, which is an experimental meeting space where people of different faiths 
can come together to explore differences, transform conflicts and  build firm foundations for collaboration.98 
They offer a wide-ranging programme that includes inter-faith dialogue and discussion, analysis of sacred 
scripture, devotional gatherings, meditation, storytelling and music. 

The tent is a 16-sided structure covered in goats’ woven hair and uses traditional Bedouin construction 
techniques. It has been designed by Prof. Keith Critchlow, a world expert in sacred geometry, who was 
charged to create a ‘sacred’ space without using the symbols of any specific religion. He has used the 
universal languages of geometry, algebra, astronomy and harmony to create a perfectly-proportioned space 
which draws on the traditions of Al-Andalus, an area in Southern Spain where, during the Middle Ages, Jews, 
Christians and Muslims shared the space in relative peace for 300 years. It sits in a tranquil peace garden and 
is a place of beauty and peace which expresses the values of compassion and non-violence at the heart of all 
religious traditions 

A major feature of the inter-faith work in schools has traditionally been visits to the holy, sacred places of the 
major religious faiths of the UK. These are normally accompanied by talks related to the main features of the 
faith, and its customs and rituals. In addition, many of the inter-faith groups across the country undertake a 
similar service for their members. Some, such as Lancashire Forum of Faiths and Leicester Council of Faiths, 
have on-going programmes of visits. 

 
Others, like Bolton,99 Coventry100 and Merseyside101 have been involved in helping develop ‘faith trails’, ‘faith 
walks’ or pilgrimages. These involve walking (or driving) an area and visiting key religious buildings. As the 
Mayor of Bolton, Councillor Reg Prentice, said when he launched the Bolton trail, ‘the Bolton Faith Trail will 
promote community cohesion. I hope it will be of interest to many groups in Bolton, particularly schools and 
community groups’. 

 
The Diversity and Dialogue Project has taken this idea and effectively extended it to be a trail around the 
British Museum.102 It organized 17 young people of 7 different faiths who joined together to create a faith trail. 
The full trail involves visiting ten galleries, accompanied by a booklet inviting you to examine some key 
artefacts related to different faiths. The approach was piloted with about 100 young participants who visited the 
trail and attended a series of workshops. The evaluations were positive, with participants unanimously 
agreeing that events like these help the creation of a successful multi-faith society. Some valued the chance to 
talk about their own religion : ‘before I felt bad when my friends made fun of my religion (Christianity) but now I 
know there are other people who have the same problem – Christian or not. I’m more confident in talking 
about my religion.’ Others welcomed the opportunity to meet people of other faiths and backgrounds. The 
overwhelming view was that there should be more events like the Faith trail, and that having young people as 
faith guides works very well. 

                                  
98  http://www.stethelburgas.org/tent.htm 
99  http://www.boltoncommunity.co.uk/sei/s/911/f1.pdf 
100  http://www.bbc.co.uk/coventry/features/faith/peace-walk.shtmlm 
101  http://www.liverpool.gov.uk/Images/tcm21-32263.pdf 
102  http://www.savethechildren.org.uk/diversityanddialogue/london1.html 
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One local authority, Bradford, as part of a DfES-funded project, has developed the ‘Sacred Spaces DVDs 
and CD-ROMs’ resource.103 Diane Hawden, their teaching and support manager, Education Bradford, writing 
in the PCfRE Journal 28.2, spring 2006, describes her approach to using visits to places of worship to promote 
respect for difference. The materials were produced specifically for the project and were trialled by teachers 
and students in two participating schools. Hawden describes the processes undertaken and develops a sacred 
space strategy in some detail. Essentially an inter-faith rather than a multi-faith project, the report outlines and 
evaluates the very positive successes to date. 

 
Finally, one of the earliest successes of the multi-faith movement was the celebration of a great range of 
religious festivals. In addition to multi-faith calendars, many publishers now offer a range of artefacts and 
DVDs to assist schools in this celebration.104 The pioneers remain the Shap Working Party, which was set up 
in 1969 to encourage the study and teaching of world religions. It seeks to achieve its aim by producing 
accurate information and resources for those involved with religious education and religious studies. A wide 
range of publications is available, including the Shap Journal and the Shap Calendar of Religious Festivals.105 
  
  
Building Bridges, schools linking with schools  
 
This section examines several projects that have brought together a number of disparate schools for particular 
purposes. It looks in some detail at three Pathfinder funded projects, an inter-faith dialogue by e-mail project 
and refers to other examples of interesting practice. It finally extrapolates some of the key processes that 
underpin the links. 
 
Schools linking with schools is a time-honoured practice, sometimes loosely referred to as ‘twinning’. 
Traditionally, these links have developed to support linguistic and cultural interchange between schools, often 
in different countries, sometimes in different continents. Impetus and urgency to such links within the UK, and 
within and between schools in the same area, was provided by Cantle when he recommended that each 
area’s local community cohesion plan ‘should include the promotion of cross cultural contact between different 
communities at all levels’, foster understanding and advised that the problems of monocultural schools should 
be addressed by taking the following steps: 
 

 the creation of inter-school twinning between schools representing the principal cultures 

 the development of joint sports, arts and cultural programmes between these schools 

 teacher exchanges and joint working 

 joint curriculum activities and learning programmes 

 joint parental – e.g. cultural events and skills programmes 

 planned intake across the partnered schools 

 technological links between schools. 
 
In response, through its Diversity Pathfinders Project,106 central government funded several innovative linking 
projects, all designed to build bridges between schools with different intakes. Generally, schools were chosen 
on the basis of age, culture, language and faith backgrounds – normally a mixture of all of these 
characteristics. The DfES Building Bridges Project has funded several faith links. The Leicester project, for 
example, brought together several mainstream primary and secondary schools with Islamic schools in the 
area. Innovative joint working has been undertaken, particularly in the drama, sport and Philosophy for 
Children fields. 

                                  
103  http://www.bradfordschools.net/interfaith-education-centre-homepage.html 
104  www.festivalshop.co.uk 
105  http://www.shap.org/ 
106  http://www.standards.dfes.gov.uk/schooldiversity/planningdiversity/about/?version=1 
Case studies: 
http://www.standards.dfes.gov.uk/schooldiversity/planningdiversity/case_studies/?version=1 

http://www.bradfordschools.net/interfaith-education-centre-homepage.html
http://www.festivalshop.co.uk/
http://www.shap.org/
http://www.standards.dfes.gov.uk/schooldiversity/planningdiversity/about/?version=1
http://www.standards.dfes.gov.uk/schooldiversity/planningdiversity/case_studies/?version=1
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Similarly, the Leicester Pathfinders programme, ‘Diversity and Cohesion through Theatre and E-Learning’, 
aimed to develop cross-cultural activities as a means of breaking down barriers between young people of 
different groups. Their drama work built upon existing activities undertaken in the City with the Mighty Zulu 
Nation (MZN) group. MZN, a South African Theatre group, undertook a range of twinning activities with pairs of 
culturally dissimilar schools. In all, over 3,000 pupils experienced seeing and working with MZN, 240 of whom 
came together to perform in a South Africa Freedom Day finale.107 
 
The report prepared by Clive Billingham, the LEA’s Multicultural Advisory Teacher, is available as a 
download.108 This provides the descriptive narrative and an evaluation based upon the analysis of schools’ 
returns. The MZN aspects of the project were hugely successful, especially in the area of learning about one 
another, countering racism and addressing parental perceptions. Billingham identified 8 factors in assuring 
‘critical success’: 
 

 funding – Pathfinder funds, supplemented by monies from NRF, especially for supply cover, 
transport and MZN input 

 preparing the ground – outlining the programme and talking and listening to heads and teachers 

 communication of plans and details of implementation to all concerned 

 co-ordinators (2) in each school were indispensable in translating plans into practice 

 headteachers’ wholehearted support 

 professional development days (3) were essential for planning and developing debate, ideas 
and expertise and for sustaining the dialogue initiated in preparing the ground – one teacher 
commented on how she felt they had been treated as professionals, instead of being told what to 
do 

 MZN’s work with pupils and staff was the catalyst that inspired and emboldened all participants 

 enthusiasm of all concerned, especially the pupils. 
 
Analyses of other successful ‘linking’ projects re-inforce that similar critical factors underpin their   The Building 
Bridges Pendle – Interfaith Community Project, for example, is well managed and well co-ordinated. It is an 
inter-faith organization that stresses that diversity is a positive factor in the make up of society. It organizes 
regular inter-faith meetings and delivers community integration education programmes in primary and 
secondary schools. Its school-based programmes involve over 1,500 pupils annually. It has produced two 
teaching manuals that provide community cohesion education for Year 6 and Year 7 pupils. The programmes 
consist of a number of units that are delivered on such themes like ‘Many Communities, One World’, 
‘Marriages Around the World’, and ‘Building a better world’.109 
 
One of the most extensively trialled and developed programmes explicitly designed to bring people of different 
faiths and cultures together is Minorities of Europe’s Swapping Cultures. It has undergone an eighteen-
month pilot that involved delivery of over 30 workshops with 2,000 participants in different settings in Coventry 
and Warwickshire.110 It fulfils many of the P.A.C.E. criteria. ‘Swapping Cultures’ uses a model known as 
‘Beyond Tolerance’, which provides a framework to support learning through dialogue and  contains four key 
stages utilising formal, non-formal and intercultural techniques of interaction. 
 
Stage 1: Face to Face 
Using a range of preset, simple, searching and challenging questions, two people or a small group (who are 
different from each other) take time to exchange information about their individual likes, dislikes, cultures, 
traditions, backgrounds and experiences. 

                                  
107  http://www.leicester.gov.uk/your-council--services/education--lifelong-learning/about-us/lea-services/multicultural-education/advisory-teacher/the-mighty-
zulu-nation 
108  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=94 
109  Details of the project given at: 
http://www.savethechildren.org.uk/diversityanddialogue/northwest.html 
110  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=98 

http://www.leicester.gov.uk/your-council--services/education--lifelong-learning/about-us/lea-services/multicultural-education/advisory-teacher/the-mighty-zulu-nation
http://www.leicester.gov.uk/your-council--services/education--lifelong-learning/about-us/lea-services/multicultural-education/advisory-teacher/the-mighty-zulu-nation
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=94
http://www.savethechildren.org.uk/diversityanddialogue/northwest.html
http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=98
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Stage 2: Same, Similar, Different 
Time is provided for the individuals to reflect on what they have heard and learnt about each other. They are 
then encouraged to illustrate their level of understanding of their similarities and differences. 
 
Stage 3: Swapping Cultures 
After checking with their initial partner that they have produced an accurate picture, they are then encouraged 
to say what they have learnt about their first partner with another person from the group. 

 
Stage 4: Working Together 
Finally, working in small groups, participants are encouraged to generate ideas on how to celebrate what they 
have learnt about the diversity of their cultures, traditions and backgrounds, using a variety of media, song, 
drama, poetry, posters, exhibitions and cultural fairs. 

  
A similar scale of events, bringing large numbers of young people together, has been organised for the past 
three years by the SDSA’s Student Voice Officer, Alan Curtis. Utilizing Neighbourhood Renewal Funding and 
originally based on the Holocaust Memorial Day, Alan has brought together over 2,000 year six pupils at 
Leicester Racecourse Conference Centre over a three-year period. The events were successfully aimed at 
encouraging young people to: 
 

 take responsibility for their own actions 

 stand up to injustice 

 learn and educate each other about different cultures and faiths 

 accept and embrace difference 

 learn to respect each other. 
 
One key issue for all school and young people projects is sustainability. Even if they are hugely successful, 
once pump-priming money ends, many cease to operate. The Bradford Schools Linking Project has been so 
successful that, after examining the full final evaluation report, the project is to receive mainstream funding. 
Anni Raw, the project’s consultant evaluator, has delivered a most detailed and cogently argued report, 
explaining background, methodologies and main findings.111 The ambitious project has been running for over 
three years and, during that period, has grown from a single pair of linked primary schools to 61 primary and 
12 secondary schools. Thus, during the final evaluation year, 1,880 primary and approximately 200 secondary 
pupils participated in linking. 
 
The project aimed to:- 
 

 Provide opportunities for children (and their families) from different ethnic backgrounds, who 
would not normally meet because they live and attend schools in different areas of the district, to 
work and play together. 

 Provide opportunities for children and adults to work with creative partners and to work in the 
District’s cultural venues, through the project’s emphasis on enhancing the curriculum through 
creativity. 

 Provide opportunities for adults who work with the children to meet to share ideas and broaden 
perspectives. 

 
Although it is difficult to do justice to a complex piece of research, the following impacts were summarized. 
There was dramatic impact:  

 

                                  
111  http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=155&Itemid=34 

http://www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=155&Itemid=34
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o in that the project facilitated thousands of new relations between individual children, and 
between adults  

o in that, on average, 2.6 new cross-cultural friendships per child resulted from linking  
o in that dramatic increases in confidence and trust resulted from the project.   

 
Further, there was significant impact in increased reciprocity, in maintaining the links resulting from the project 
and in children demonstrating curiosity about other people and their values and points of view. 
 
Critical success factors leading to positive change included teacher conviction, confidence, perceptiveness, 
openness and leadership, strong support from the central team, the effective use of Allport’s cond itions for 
Inter-group Contact Theory and a long period of involvement in a linking programme. The report ends with 
fifteen precise practical recommendations to take forward the linking processes. 
 
Projects like Bradford’s require time and financial commitment. In her Building E-Bridges, Inter-faith dialogue 
by e-mail (2003), Julia Ipgrave describes her very successful project which requires time and commitment but 
is not heavily finance-dependent.112 She offers several case studies and describes the work in one Catholic 
and one largely Muslim primary school in Leicester and the work undertaken between primary age children in 
Leicester, East Sussex and Birmingham schools. She outlines a fourfold classification of dialogue that was 
used to guide the communications: 
 

 dialogue of Life – ordinary human experience of respect and friendship 

 dialogue of Action – working together for justice and common ethical and social objectives 

 dialogue of Religious Experience – sharing spiritual notes 

 dialogue of Theology – discussing questions of belief.  
 
A very practical book, Building E-Bridges lays down the principles guiding work in this field, suggests a variety 
of ways in which the links might be developed further and relates the activities to school planning. 
 
Spiritual Development 
 
In the earlier section on spiritual capital, we have argued that the Spiritual Intelligence is not necessarily 
connected with religion. It is not culture, creed or value dependent. It can offer a safe space in which people of 
faith or of no faith can debate ultimate questions without fear of criticism. It can meet many of the PACE and 
Big Ideas criteria.  Spiritual development tends to be safe as it is non-threatening and non-doctrinal. In short, 
spiritual development can become a key vehicle for young people in developing their own sense of 
community cohesion 
  
We are, however, still faced with the problem of definition. There is no one accepted definition and there are 
those who deny the existence of spirituality entirely. Although research literature is limited, it is probably true to 
say that a spiritual renaissance gathered pace throughout the 1990s and continues unabated into the 21st 
century. There remain, however, few courses for teachers and other educators. Coles, Laura McWhinnie and 
Simon Flint have recently offered several courses in Leicester and the East Midlands that bring together 
spiritual and emotional intelligence. They have effectively used the material generated by OFSTED and the 
work of Tony Buzan and other writers and have concluded that there are 10 principles that are associated with 
spiritual development. Each of these principles has generated its own set of basic spiritual questions, which 
are outlined in more detail in appendix 2. 
 

Since the 1988 Act, OFSTED and various government agencies responsible for developing the National 
Curriculum have attempted to offer clear definitions of the underlying concepts. OFSTED, in its helpful 

                                  
112  This may be purchased for £8.50 at: 
http://www.rumple.co.uk/cem/acatalog/The_Online_Shop_Support_for_RE__Citizenship_and_ICT_35.html#az0333 

http://www.rumple.co.uk/cem/acatalog/The_Online_Shop_Support_for_RE__Citizenship_and_ICT_35.html#az0333
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document ‘Promoting and Evaluating Pupils’ Spiritual, Moral, Social and Cultural Development’ (March 2004), 
offers an excellent overview of this area, an overview from which most of the following section has been 
taken.113 (The areas in bold have been highlighted by the present author.) In 1994, the OFSTED Handbook 
attempted a definition of spiritual development: 
 

‘Spiritual development relates to that aspect of inner life through which pupils acquire insights into their 
personal experience which are of enduring worth. It is characterised by reflection, the attribution of 
meaning to experience, valuing a non-material dimension to life and intimations of an enduring reality. 
‘Spiritual’ is not synonymous with ‘religious’; all areas of the curriculum may contribute to 
pupils’ spiritual development.’114 
 

This definition was then explored further in an OFSTED discussion paper in 1994 that added that spiritual 
development is about how individuals acquire personal beliefs and values, determine whether life has a 
purpose and how they behave as a result. It is about how pupils address ‘questions which are at the heart and 
root of existence’. It identified ‘the idea of the spiritual quest, of asking who you are and where are you going’. 
It also argued that spiritual development is about how a school helps: 
 

‘…individuals to make sense of these questions, and about what it does to help form pupils’ response 
to life and various forms of experience, or even to questions about the universe.’ 

 
The paper recognized that many people would express their spiritual awareness in religious terms – ‘for those 
with a strong religious faith, the spiritual is very much at the heart of life.’ However, it also recognised 
that non-believers will also develop spirituality and added: 
 

‘The inspection framework must apply to both sets of individuals, and to those at all points on the 
spectrum. It is vital to press towards a common current of shared understandings.’115 

 
OfSTED’s comments complemented views that were set out in a document from the National Curriculum 
Council (NCC): Spiritual and Moral Development – A Discussion Paper.116 These usefully defined different 
aspects of spiritual development: 
 

Beliefs – the development of personal beliefs including religious beliefs; an appreciation that people 
have individual and shared beliefs on which they base their lives; a developing understanding of how 
beliefs contribute to personal identity; 
 
A sense of awe, wonder and mystery – being inspired by the natural world, mystery, human 
achievement; 
 
Experiencing feelings of transcendence – feelings which may give rise to belief in the existence of 
a divine being or the belief that one’s inner resources provide the ability to rise above everyday 
experiences;  
 
Search for meaning and purpose – asking ‘why me?’ at times of hardship and suffering; reflecting 
on the origins and purpose of life; responding to challenging experiences of life such as beauty, 
suffering and death; 
 

                                  
113  http://www.ofsted.gov.uk/publications/index.cfm?fuseaction=pubs.summary&id=3598 
114  Handbook for the Inspection of Schools. Part 4. Inspection Schedule Guidance. Consolidated Edition (London: HMSO, 1994), 86. 
115  Spiritual, Moral, Social and Cultural Development: An OFSTED Discussion Paper (London: OFSTED, 1994), 8. 
116  Spiritual and Moral Development – A Discussion Paper (York, National Curriculum Council: 1993). 

http://www.ofsted.gov.uk/publications/index.cfm?fuseaction=pubs.summary&id=3598
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Self-knowledge – an awareness of oneself in terms of thoughts, feelings, emotions, responsibilities 
and experiences; a growing understanding and acceptance of individual identity; an ability to build up 
relationships with others; 
 
Relationships – recognizing and valuing the worth of each individual; developing a sense of 
community; the ability to build up relationships with others; 
 
Creativity – expressing innermost thoughts and feelings through, for example, art, music, literature 
and crafts; exercising the imagination, inspiration, intuition and insight; and 
 
Feelings and emotions – the sense of being moved by beauty or kindness; hurt by injustice or 
aggression; a growing awareness of when it is important to control emotions and feelings, and how to 
learn to use such feelings as a source of growth. 

 
The discussion paper also added that: 
 

Spiritual development is an important element of a child’s education and fundamental to other areas of 
learning. Without curiosity, without the inclination to question, and without the exercise of imagination, 
insight and intuition, young people would lack the motivation to learn, and their intellectual 
development would be impaired. Deprived of self-understanding and potentially the ability to 
understand others, they may experience difficulty in co-existing with neighbours and 
colleagues to the detriment of their social development. Were they not able to be moved by 
feelings of awe and wonder at the beauty of the world we live in, or the power of artists, musicians and 
writers to manipulate space, sound and language, they would live in an inner spiritual and cultural 
desert. 

 
Three years later, the School Curriculum and Assessment Authority (SCAA) produced a report that defined 
spirituality as some or all of: 
 

 the essence of being human, involving the ability to surpass the boundaries of the physical and 
material; 

 an inner life, insight and vision; 

 an inclination to believe in ideals and possibilities that transcend our experience of the world; 

 a response to God, the ‘other’ or the ‘ultimate’; 

 a propensity to foster human attributes such as love, faithfulness and goodness, that could not be 
classed as ‘physical’; 

 the inner world of creativity and imagination; 

 the quest for meaning in life, for truth and ultimate values; and 

 the sense of identity and self-worth which enables us to value others. 
 
The paper also recognised the important link between spiritual development and learning: 
 

A spiritual sense can be seen as a prerequisite for learning since it is the human spirit that motivates 
us to reach beyond ourselves and existing knowledge to search for explanations of existence. The 
human spirit engaged in a search for truth could be a definition of education, challenging young 
people to explore and develop their own spirituality and helping them in their own search for truth.117

  
 
These discussions, OFSTED argued, were not easy to turn into practical teaching strategies with clear, 

educational outcomes. What was required was a working definition of spiritual development that would 

                                  
117  Education for Adult Life: The Spiritual and Moral Development of Young People (London: SCAA, 1996). 
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receive broad support, could be practically delivered and inspected, and would respect pupils’ different 
religious and other backgrounds. They concluded that spiritual development involves: 

 

 The development of insights, principles, beliefs, attitudes and values that guide and motivate us. 
For many pupils, these will have a significant religious basis; 

 

 A developing understanding of feelings and emotions which causes us to reflect and to learn; and 
 
 For all pupils, a developing recognition that their insights, principles, beliefs, attitudes and values 

influence, inspire or guide them in life. 
 

In summary, spiritual development is the development of the non-material element of a human being 
that animates and sustains us and, depending on our point of view; either ends or continues in some 
form when we die. It is about the development of a sense of identity, self-worth, meaning and purpose. 
It is about the development of a pupil’s ‘spirit’. Some people may call it the development of a pupil’s 
‘soul’; others as the development of ‘personality’ or ‘character’. 
 
For OFSTED then, pupils who are developing spiritually are likely to be developing some or all of the 
following characteristics: 
 

 a set of values, principles and beliefs, which may or may not be religious, which inform their 
perspective on life and their patterns of behaviour; 

 an awareness and understanding of their own and others’ beliefs; 

 a respect for themselves and for others; 

 a sense of empathy with others, concern and compassion; 

 an ability to show courage in defence of their beliefs; 

 a readiness to challenge all that would constrain the human spirit, for example, poverty of 
aspiration, lack of self-confidence and belief, moral neutrality or indifference, force, fanaticism, 
aggression, greed, injustice, narrowness of vision, self-interest, sexism, racism and other forms of 
discrimination; 

 an appreciation of the intangible – for example, beauty, truth, love, goodness, order, as well as for 
mystery, paradox and ambiguity; 

 a respect for insight as well as knowledge and reason; 

 an expressive and/or creative impulse; 

 an ability to think in terms of ‘whole’ – for example, concepts such as harmony, interdependence, 
scale, perspective; and 

 an understanding of feelings and emotions and their likely impact. 

 
For OFSTED, schools that are encouraging pupils’ spiritual development are, therefore, likely to be: 
 

 giving pupils the opportunity to explore values and beliefs, including religious beliefs, and the way 
in which they impact on people’s lives; 

 encouraging pupils to explore and develop what animates themselves and others; 
 giving pupils the opportunity to understand human feelings and emotions, the way they impact on 

people and how an understanding of them can be helpful; 
 developing a climate or ethos within which all pupils can grow and flourish, respect others and be 

respected; 
 accommodating difference and respecting the integrity of individuals; 
 promoting teaching styles which: 
          - value pupils’ questions and give them space for their own  
          thoughts, ideas and concerns; 
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          - enable pupils to make connections between aspects of their  
          learning; 
         - encourage pupils to relate their learning to a wider frame of  
         reference – for example, asking ‘why’, ‘how’ and ‘where’ as   
         well as ‘what’; and, 
 monitoring in a simple, pragmatic way the success of what is provided. 

 
Without doubt, the considerable work that OFSTED has undertaken in the area of spiritual development has 
helped schools sharpen their thinking considerably and offered legitimation to those who believed that schools 
ought to be developing this area more fully.118 The main problem is that there is so little practical guidance 
available to support schools in this area.  There are an increasing number of books, materials and websites 
but very few case studies that provide exemplar material. McWhinnie and Coles in their work in Laura 
McWhinnie’s school, Erdington Hall Primary, provide one interesting case study. 
 
Erdington Hall Primary School is a 2-form entry, multi-cultural school located in an urban area of Birmingham. 
 

The development of spirituality was identified as a whole school priority in 2004. A small-scale development 
was planned to include two twilight meetings led by the head teacher and Coles. The aim of these twilights 
was to develop a common understanding of spirituality in the context of the school, reflect on what the school 
was already doing and identify ways it could develop this further. 

 
The first twilight session focused on definitions of spirituality and much discussion arose from individual views. 
From this discussion, a common understanding was established of how the staff viewed spirituality in the 
context of the school. This was further explored using pre-prepared materials which outlined different aspects 
of spiritual awareness such as: Meaning and Purpose; Values, principles and beliefs; Developing self-
knowledge.  Staff looked at examples of how spirituality could be developed in each curriculum area, 
assemblies and through the school ethos. 

 
Each teacher was then asked to consider in detail one lesson where spiritual awareness was developed and 
to present this at the next meeting. The second twilight was extremely emotive, as staff shared some 
exceptional examples of where children had demonstrated spiritual awareness. The examples of children’s 
comments were particularly moving. This reinforced the fact that the school already had embedded many 
opportunities for spiritual development across the curriculum and increased staff understanding of what 
spirituality is and how it can be developed. 

 
A working party was established following these twilight sessions, with the primary purpose of mapping 
spiritual development across the curriculum. This is a process that is currently underway. Schemes of work will 
be cross-referenced with the different aspects of spiritual development and will be supported by a statement 
outlining what spirituality is, how we develop it and the context for developing it. 
 
McWhinnie and Coles developed what they called the 10 principles of spirituality as a baseline for discussion. 
This was based upon the work of Tony Buzan, the OFSTED definitions and their own original insights. As a 
fun exercise to set the tone, they also used the ‘How Spiritual Are You?’ checklist, devised using the criteria. 
Others have been much more systematic in their analysis of personal spiritual development ‘The Quest’, for 
example, produced by the Findhorn Foundation, is a practical home-study course for personal and spiritual 
discovery.119 McWhinnie and Coles also employed the ten principles as a template for their matrix ‘spiritual 
development across the curriculum’. Erdington Hall staff found this particularly valuable. 
 

                                  
118  The 2004 OFSTED report contained in the introduction a brief résumé of ‘why we are interested in pupils’ SMSC development’: Promoting and Evaluating 
Pupils’ Spiritual, Moral, Social and Cultural Development (HMI 2125, March 2004): 
www.ofsted.gov.uk/publications/index.cfm?fuseaction=pubs.displayfile&id=3598&type=pdf 
119  http://www.nvo.com/thequest/homepage/ 

../AppData/Local/Microsoft/Windows/Temporary%20Internet%20Files/Documents%20and%20Settings/Maurice%20Coles/Desktop/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Local%20Settings/Temporary%20Internet%20Files/dk94231/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Temporary%20Internet%20Files/OLK8C/www.ofsted.gov.uk/publications/index.cfm?fuseaction=pubs.displayfile&id=3598&type=pdf
http://www.nvo.com/thequest/homepage/
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ENGLISH 
 

 
Literature, including story and poetry that explores human experience and 
response to life and death. 
Use of stillness and imagination in drama and other activities to develop 
inner awareness. 
Expressing feeling and emotions through verbal and written communication 
knowing that words can influence feelings. 
 

 
 

MATHS 

 
Enjoyment and fascination of numbers, including the idea of infinity.  
Reflecting on pattern and order, as well as a sense of mystery and space.  
Exploring the relationships of numbers, shapes, objects and the possibility of 
inter-connectedness.  
Sense of achievement and self-worth at appropriate levels of understanding. 
 

 
 

SCIENCE 

 
Scientific links with a spiritual interpretation about universe and life. 
Using the school grounds for reflection on relationships between people and 
their environment.  Reflecting on the mystery of the natural world and 
physical worth, life cycles and growth. Awareness of physical self as 
wonderful. 
 
 

 
ICT 

 
Through the internet, connectedness with people all over the world. 
Using programmes to create poems and pictures. 
Becoming independent and developing self-reliance. 
 

 
RELIGIOUS 
EDUCATION 

 
Stories with a moral message from world religions. 
Ideas of right and wrong behaviour in world religions. 
Individual and corporate responsibility within religious communities. 
Developing skills of listening, respecting and evaluative judging. 
 

 
TECHNOLOGY 

 
Sense of worth in human potential and achievement. 
Designing cards for religious festivals. 
Making ‘holy’ books and other artefacts/special objects. 
 
 

 
HISTORY 

 

 
Ideas of change and development and re-creation. 
Understanding of the importance of tradition to a community. 
Sense of time and awareness of personal place within it. 
 

 
 

GEOGRAPHY 
 

 
 
How things came about and a sense of wonder at the earth’s variety and 
order. Developing self-awareness and relationships with other cultures and 
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environments. Appreciation of natural features e.g. lakes, woods. 
 

 
ART 

 

 
Idea of beauty in Art.  Appreciation of colour and shape and texture.  
Religious and spiritual ideas expressed in, for example, stained glass 
windows.  Using art as a means of expressing personal feelings, imagination 
and creative thought. 
 
 

 
MUSIC 

 
Appreciation of music and respecting the ideas and judgements of others. 
Learning about and from the lives of musicians. 
 

 
PHYSICAL 

EDUCATION 
 

 
Taking part in team games and obeying rules. 
Awareness of others’ needs, particularly physical. 
Encouragement to cheer, celebrate achievement and shake hands at end of 
a game. 
Developing a sense of fair play, not hurting anyone. 
 

 
The Diocese of Leicester has produced a far more detailed and practical version of this approach, looking at 
all four areas of spiritual, cultural, social and moral education (May 2002).120 This is an excellent, wide- ranging 
and detailed set of guidelines which goes into detail about the development of skills and attitudes, spiritual 
development across the curriculum and how schools can promote spirituality. They offer a simple and 
straightforward matrix against the areas of the National Curriculum. They have also developed a ‘Spiritual 
curriculum’ using the OfSTED criteria. 
 
It is, however, very clear that you do not need to be of a faith tradition to be spiritual. The Humanists, for 
example, also have their own particular approach to spiritual and spirituality. Nadeem Bashk, in his brief article 
produced for this project, outlines their position, which is essentially supportive of the concept and the use of 
spiritual development as a whole school perspective.121 
 
Increasingly, schools are using a range of techniques, many of which have been adapted from time-honoured 
Eastern spiritual traditions. Although the context can be secular, the practical guidance and techniques used 
have a calming effect ideally suited to the appreciation of our common humanity. 
 
Spirituality – practical guidance and techniques 
 
STILLING: ‘Stilling is an activity which offers children and young people a variety of techniques and exercises 
through which to acknowledge, explore and develop the spiritual dimension of their lives. These ways include 
but go beyond a purely cognitive and rational approach to teaching and learning, by involving the whole 
person through affective learning, i.e. learning through the senses, feelings, imagination and intuition…’ 
(Beesley, 2003). These techniques include activities that help young people to be still, exercise self-control 
and discover their inner quietness. They also include ‘guided imagery’ whereby young people are offered a 
particular image or images that they explore with the inner eyes, ears and other imaginative senses. Further, 
students use guided fantasy exercises where they explore their personal and spiritual awareness by stepping 
into a story and becoming part of it.   
 

                                  
120  Guidelines for Spiritual, Moral, Social and Cultural Development (Diocese of Leicester, Board of Education, May 2002). Downloadable at: 
www.leicester.anglican.org/education/policy/Spiritual_Policy.pdf 
121  www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=109 

../AppData/Local/Microsoft/Windows/Temporary%20Internet%20Files/Documents%20and%20Settings/Maurice%20Coles/Desktop/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Local%20Settings/Temporary%20Internet%20Files/dk94231/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Temporary%20Internet%20Files/OLK8C/www.leicester.anglican.org/education/policy/Spiritual_Policy.pdf
../AppData/Local/Microsoft/Windows/Temporary%20Internet%20Files/Documents%20and%20Settings/Maurice%20Coles/Desktop/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Local%20Settings/Temporary%20Internet%20Files/dk94231/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Temporary%20Internet%20Files/OLK8C/www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=109
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REFLECTION TIME: In her book, Linda White describes the benefits of using a reflective approach whereby 
children are encouraged to be still and calm and reflect on events that are important to them. She sets the 
scene and outlines a set of rules and rituals that help children establish their mode of behaviour. The 
techniques are clearly written and a number of practical resources are suggested. 
 
MEDITATION: Gina Levete, the main contributor to ‘Meditation in Schools, Calmer Classrooms,’ neatly 
outlines six basic methods of meditation. The language varies but all of them are drawn from time-honoured 
techniques practised by most major world religions. 
 

 Following the breath - concentrates on following the in and out breaths. 

 Connecting the body – wherein the meditator is ‘guided’ to think about different parts of the body 
and then the whole body. 

 Walking meditation – wherein the meditator concentrates on walking and harmonizing the action 
of walking step by step with the breath. 

 Meditation on a sound or word – mantra meditation. The object of attention is simply a sound or 
a word.  Some faiths use words that are relevant to their tradition; others use a sound without 
conceptual meaning or image. 

 Meditation and visualisation – under the guidance of the teacher, this method uses visualisation 
as a way for meditators to become more aware of their own potential and positive qualities. For 
example, one may visualize the worth of the sun or kindness or goodwill. 

 Meditation observing the mind – here the object of attention is the mind’s stream of 
consciousness. The meditator observes the flow of thought passing through the mind without 
judgement, attachment or suppressions. 

 
More detail about these techniques can be found about the books, journals, websites and other materials in 
appendix 3.  
 
Organisations that support inter-faith work, particularly with young people 
 
There are an increasing number of organisations that support inter-faith work, many of which are listed below. 
A hyper-link is provided for ease of access. Two ‘umbrella’ organisations are particularly worthy of mention, the 
Interfaith Network and the Diversity and Dialogue Project. 
 
Diversity and Dialogue 
Diversity and Dialogue is an invaluable resource. Conceived in 2002, it is led by Save the Children in 
partnership with eight other faith-based and secular NGOs (non-government organisations.) It is supported by 
a grant from the Department for International Development. It aims to create better understanding between 
young people from different faiths and backgrounds. It develops projects that encourage young people to 
share their beliefs and values and to work together to create a better local, national and global society. Below 
is a direct link to their website, where you can access their directory of innovative projects by region or project 
type. They have identified 67 different groups and projects. Some of these have a remit that covers a range of 
issues but make a determined effort to involve young people of faith in their work. Others have a specific 
faith/inter-faith remit. Listed below are some of the latter. More details can be obtained by going to the 
Dialogue and Diversity site or accessing the organisation’s website directly.122 In July 2006, they will circulate 
a DVD and other educational resources to encourage young people to talk about their faith. 
 
The Inter-faith Network  
They produce an excellent range of materials, many of which have wide application. The following two have 
particular relevance to young people. 
 

                                  
122  http://www.savethechildren.org.uk/diversityanddialogue/schools.html 

http://www.savethechildren.org.uk/diversityanddialogue/schools.html
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The Interfaith Network, in association with Time Bank and the National Youth Agency, has produced an 
excellent booklet, Connect: different faiths / shared values for young people (available from the Interfaith 
Network, 2004, ISBN 1-90290-6-12-8). It is an ‘action guide about making connections and friendships. It’s 
about how it matters to build bridges of friendship and understanding between people of the different and 
distinct religions in the country today’. ‘Connect’ is an ideal booklet for schools and young people wishing to 
learn more about inter-faith dialogue. It is neatly produced, with a range of photographs to support the text. It 
contains sections on Big Myths, shared values and a range of practical tips on areas such as talk, celebrations 
and planning for success. It provides 12 interesting case study vignettes. It is available in print from the 
Network or can be downloaded from www.interfaith.org.uk or the FaithandCohesion.org website.123 

 
Connecting for the Future: Young People and Inter-faith relations in Britain. 
This report on the 2005 National Meeting of the Inter-faith Network contains a number of interesting articles 
and perspectives from organisations involved in empowering young people to become actively involved in 
issues of inter-faith. Available from iFnet@interfaith.org.uk 

 
In their 2003 Local Inter-Faith Activity in the UK: A Survey,124 the network has produced an extremely valuable 
document which gives a comprehensive picture of the types and nature of activities that inter-faith groups and 
councils are undertaking across the United Kingdom. Replete with examples of good practice, it is an 
invaluable resource both for schools and colleges, and inter-faith groups. In Section 3.5, they list 23 types of 
activities undertaken which include: 

 

 Multi-faith dialogue 

 Promoting harmonious race relations 

 Discussion meetings on religious and social topics 

 Inter-faith awareness raising 

 Shared prayers/worship/meals 

 Educational events/exhibitions 

 Multi-faith pilgrimages/peace walks 

 A range of events with and in schools 
 
Responses to the project’s simple questionnaire reinforces the network’s conclusions but also reveal the 
considerable activity being undertaken with young people in schools and other settings. Tameside SACRE’s 
report on a Children and Young People’s Inter-faith event in November 2005 is an increasingly typical example 
of work involving many young people, with SACRE members supporting schools directly. Similarly, a range of 
organisations has structured an annual encounter programme which takes young people from London on 
international visits. Liverpool has developed its own, Liverpool Community Spirit, which is a multi-faith, 
multicultural community education partnership. It has produced some very valuable resources, such as Faiths 
in Our City, Altaring Liverpool and most recently a guide to the various faiths in the city. 

 
It is abundantly clear that members of the network have produced, and are producing, numerous materials that 
support local inter-faith activity. 
 
  
There are, in addition, a range of bespoke organisations undertaking interfaith work which meets some of the 
P.A.C.E. criteria, for example: 
 

The Young People’s Inter-Faith Network in Leicester is dedicated to creating opportunities for 
dialogue and engagement of young people of different faiths. This project emerged from the research 
carried out by the Faiths Regeneration Project. It was found that more opportunities for young people 

                                  
123  www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=26&Itemid=34 
124  www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=130 

http://www.interfaith.org.uk/
mailto:iFnet@interfaith.org.uk
../AppData/Local/Microsoft/Windows/Temporary%20Internet%20Files/Documents%20and%20Settings/Maurice%20Coles/Desktop/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Local%20Settings/Temporary%20Internet%20Files/dk94231/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Temporary%20Internet%20Files/OLK8C/www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=26&Itemid=34
../AppData/Local/Microsoft/Windows/Temporary%20Internet%20Files/Documents%20and%20Settings/Maurice%20Coles/Desktop/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Local%20Settings/Temporary%20Internet%20Files/dk94231/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Temporary%20Internet%20Files/OLK8C/www.faithandcohesion.org/index.php?option=com_docman&task=doc_details&gid=130
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to engage were needed. With Leicester City Council Community Cohesion fund money, it became 
possible to realise this need. This group has been growing for approximately nine months now, with 
more young people  becoming involved and  wanting to come together for further dialogue and 
understanding. However, they also want to play a key role in setting up new incentives and various 
projects; one area of interest is to involve local schools and colleges in their work. Based on the 
philosophy of ‘less dialogue, more action!’, the group also aims to be a consultative body on issues of 
faith and community. It hopes to establish strong links with the media, preparing young individuals to 
become future leaders of their respective faiths/cultures. One area of future work would be to build 
links with other groups of young people across the city and connect up their work, for example, the 
groups that SDSA work with, Youth Voice and other youth groups. The proposed launch date for the 
group is 18 November 2006. 

 
Portsmouth Youth Inter-Faith Forum, Portsmouth SACRE (PYIFF) is a relatively new initiative 
established by Portsmouth SACRE that aims to celebrate diversity and difference and work on shared 
inter-faith and intercultural objectives through dialogue with young people. 
Contact: Sue Ganter (Co-ordinator) 
Address: Portsmouth Youth Inter Faith Forum, c/o Portsmouth SACRE, Dame Judith Professional 
Centre, Sundridge Close, Portsmouth, PO6 3JL. 
E-mail: susan.ganter@portsmouthcc.gov.uk 
Telephone: 07960 959961 

 
The Golden Jubilee Young People’s Faith Forum, London, provides an excellent model for inter-
faith dialogue and discussion. It was an event that brought together 40 young men and 40 young 
women from nine faith communities in the UK. The Inter-Faith Network provides a report of the event 
which can be accessed via www.interfaith.co.uk/gjfullreport.pdf 

 
Women in Religion is a joint venture organised annually by Hounslow SACRE and the London 
Institute of Education. These are one-day events of workshops and seminars that address topical 
issues from different angles. Students are encouraged to discuss issues that relate to their faith 
backgrounds and belief systems. 
Contact: Lesley Prior 
E-mail: Lesley.prior@hounslow.gov.uk 

 
Education Bradford Student SACRE 
This is the first student Standing Advisory Council on Religious Education (SACRE) in the country, an 
initiative begun with financial support from the National Association of SACREs and the St. Peter’s 
Saltley Trust. It has more than 20 members, drawn from across the faiths (Bahai, Christian, Hindu, 
Muslim and Sikh), as well as young people with no religious affiliation but who have an interest in 
religious issues. 

 
This project has its origins in an invitation to sixth-form students to spend a day working with officers 
from Education Bradford and members of the Agreed Syllabus conference developing the new Agreed 
Syllabus.  

 
Because of their interest and commitment, a student body parallel to the adult SACRE was 
established so that they could offer advice on RE, collective worship and related issues such as 
Citizenship and how to promote racial harmony and justice in Bradford. 

 
Contact: Joyce Miller, Strategy Manager, RE and Citizenship 
joyce.miller@educationbradford.com 

 

mailto:susan.ganter@portsmouthcc.gov.uk
http://www.interfaith.co.uk/gjfullreport.pdf
mailto:Lesley.prior@hounslow.gov.uk
../AppData/Local/Microsoft/Windows/Temporary%20Internet%20Files/Documents%20and%20Settings/Maurice%20Coles/Desktop/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Local%20Settings/Temporary%20Internet%20Files/dk94231/Local%20Settings/Temporary%20Internet%20Files/Local%20Settings/Temporary%20Internet%20Files/OLK8C/joyce.miller@educationbradford.com
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 Appendix 4 provides full hyper-linked lists of these and other organisations, and a list of potential 
funders of interfaith work.  The following can be accessed via the diversity and dialogue website:- 

 

 Global Student Forum, London 

 IF Project London 

 Interculture London 

 Jewish-Muslim Theatre Group, London 

 Peacemakers, London 

 The Interfaith Task Group of Leeds Diocesan Council for Mission 

 Faith in Action! A Community Clear Up in South Leeds 

 Young People’s Faith Forum, Cambridgeshire 

 Spirit of the North 
 

Inter-faith activities for groups of young people: National Youth Agency (NYA) 
This very helpful activity pack focuses on issues of faith-based youth work and community cohesion. It offers a 
series of ideas, activities, advice and background information to help young people of any or no faith. There 
are twenty-three inter faith activities outlined, moving from the personal to the collective. ‘A sense of respect’ 
offers simple written and replicable exercises for all groups who want to begin dialogue and engagement. It is 
designed for youth workers and other people working with young people. This publication came about as a 
result of a project involving a series of consultations, during which the NYA discovered that people wanted to 
know more about other faiths through personal encounter. 
The pack costs £9.50 and is available from NYA –  
http://www.nya.org.uk/Templates/internal.asp?NodeID=92284   
 
Faith and Young People, Birmingham 
Faith and Young People is part of the Youth Encounter project lead by Andrew Smith of Scripture Union. It 
brings together Christian and Muslim teenagers and aims to give young people a chance to get to know 
people of a different faith and to provide an informal environment where they can look at issues relevant to 
both communities. The ethos of Faith and Young People is to explore the similarities and differences in the 
way that Christians and Muslims respond to different issues. This equips young people to talk about their faith 
to peers of different faiths and helps empower them to make a difference. The project also helps young people 
learn to express their beliefs in constructive and peaceful ways and gives them a chance to have their voice 
heard.   

 
Andrew Smith, the project co-ordinator, has developed a set of useful guidelines for dialogue for teenagers. 

 

We will listen to what everyone has to say 
We will be honest in what we say 
We will respect other people’s views, even if we disagree with them 
We will not tell other people what they believe but allow them to tell us 
We will acknowledge both similarities and differences between our faiths 
We will not judge people here by what some people of their faith do 
We will not try and force people to agree with our views 
We can ask for a discussion to be stopped if we feel uncomfortable with what is being said 
We will make an effort to get along with everyone regardless of their faith, gender, race or age 
 

For further information contact: 
Andrew Smith 
E-mail: smeeee@scriptureunion.org.uk 

 
Faith and the media 
 

Scripture 
    union 

http://www.nya.org.uk/Templates/internal.asp?NodeID=92284
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‘“God slots” embrace the spirit of the age’ (The Independent, 22 May 2006),125 and ‘Viewers’ prayers 
answered as religion enjoys a dramatic television comeback’ (The Observer, 21 May 2006)126 are typical of the 
many recent articles that have appeared in the national press. This, however, appears to be a relatively recent 
phenomenon. The potential of all forms of the media to tap into this vein of religion and spirituality is still 
largely untapped. Faith is marginal to most media outlets but that is slowly changing. The increasing desire to 
reflect local needs and interests lends weight to this agenda. The BBC, for example, is very aware of its 
responsibility to provide better services for local communities. ‘In an age of globalisation and social 
fragmentation, the BBC has a special role to play in bringing communities together, exploring and celebrating 
the cultures, languages and diversity which so characterise life in the United Kingdom’, write Michael Grade 
(BBC Chairman) and Ranjit Sondhi (BBC Governor, English Regions) in their foreword to Building Public Value 
in the East Midlands.127 
 
As faith is central to so many lives, the BBC both nationally and locally, has increased its coverage of faith 
issues. Liverpool’s Faith Matters, Birmingham’s Interfaith Art Show, BBC Manchester and other local stations 
all provide faith and inter-faith coverage. To date, however, few have religious producers. The gaps in 
provision are often filled by religious groups that have secured their own restricted service licences, such as 
Radio Ramazan and Radio Diwali. A few have been proactively involved in training young people in media 
techniques, sometimes with an inter-faith perspective. Sandra Herbert, previously Radio Leicester’s religious 
producer, is a case in point. She trained and travelled with a group of young Leicester students who attended 
the World Parliament of Faiths in Barcelona who produced an inspiring CD Rom chronicling their experiences. 
 

                                  
125  http://news.independent.co.uk/media/article549698.ece 
126  http://observer.guardian.co.uk/business/story/0,,1779597,00.html 
127  http://www.bbc.co.uk/thefuture/text/regions/e_midlands.html 

http://news.independent.co.uk/media/article549698.ece
http://observer.guardian.co.uk/business/story/0,,1779597,00.html
http://www.bbc.co.uk/thefuture/text/regions/e_midlands.html
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6. FAITH, INTER-FAITH COHESION AND THE NATIONAL CURRICULUM 
 
 
This section provides an understanding of the identifiable opportunities within the current National Curriculum 
for England and Wales Foundation Stage and Key Stages 1–4 for initiating inter-faith dialogue within the 
classroom. All the key subjects in Key Stages 1–3 are covered, plus a sample of the KS4 curriculum, including 
most of the popular GCSE subjects.  ‘Identifiable opportunities’ are the knowledge, skills and understanding 
identified within different curriculum areas that have the potential to support and develop inter-faith work. Most 
of the following text quotes directly from Foundation Stage and National Curriculum specifications.   
 
A more detailed analysis of ‘Faith, inter-faith, cohesion and Religious Education’ by John Keast; of ‘Faith, inter-
faith cohesion and Creative Arts’ by Jennie Jordan and Frances Newbury; and of ‘Faith, inter-faith and 
Cohesion and Citizenship Education’ by Adam Newman Turner are all available as separate downloads from 
www.faithandcohesion.org.  In addition ‘Faith, inter-faith, cohesion and sport: a Personal View through the 
Prism of Leicester’ by Steve White, can be downloaded from the same source. Each of these downloads 
contain website references and other resource suggestions. 
 
Opportunities for Inter-faith Activities at Foundation Stage 
 
[All quotations are from Curriculum guidance for the foundation stage, issued 05/00 – ref: QCA/00/587] 
 
The foundation stage curriculum is organised into six areas of learning: 

 Personal, social and emotional development 

 communication, language and literacy 

 mathematical development 

 knowledge and understanding of the world 

 physical development 

 creative development. 
 

The following elements in the aims of the foundation stage are relevant to faith and inter-faith: 

 personal, social and emotional well-being in the promotion of an inclusive ethos; opportunities for 
each child to become a valued member of that group/community; the promotion of a strong self-
image and self-esteem; 

 social skills in the provision of opportunities to learn how to cooperate and work harmoniously 
alongside and with each other – and to listen to each other; 

 language and communication in the opportunities for all children to talk and communicate in a 
widening range of situations; 

 knowledge and understanding of the world in the opportunities for all children to question in a 
variety of contexts; to explore and find out about their environment and people and places that 
have significance in their lives 

 creative development in the opportunities for all children to explore and share their thoughts, 
ideas and feelings through a variety of activities. 

 

Overall, the foundation stage aims present a somewhat instrumental view of the child and her/his 
development. There is little sense of the potential inner richness of the developing child or of the spiritual 
dimension of the individual. Thus the section entitled Putting the principles into practice contains the following: 

 find out about the child’s ethnic, faith and cultural heritage and home experiences, so that familiar 
experiences and interests can be used as starting points for learning and teaching 

 use materials, equipment and displays that reflect the community the children come from and the 
wider world 

http://www.faithandcohesion.org/
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 provide resources that inspire children and encourage them to initiate their own learning 

 understand that every aspect of learning for young children – personal, social, emotional, physical 
and intellectual – is interrelated and interdependent. 

 

The section on Play states that through play, in a secure environment with effective adult support, children can 
– amongst other things: 

 explore, develop and represent learning experiences that help them make sense of the world;  

 practise and build up ideas and concepts 

 be alone, be alongside others or cooperate as they talk or rehearse   their feelings 

 think creatively and imaginatively 

 express fears or relive anxious experiences. 
 

Areas of learning and early learning goals 

Progress through the various areas of learning is indicated by stepping stones.   

The main area of learning relevant to inter-faith work is that of Personal, social and emotional development 
Practitioners are enjoined to plan activities that promote emotional, moral, spiritual and social development 
alongside intellectual development.  This is one of the only occurrences of the term spiritual in the document 
and it will be noted that it appears alongside an ordering of terms different from that in the principles into 
practice section referred to previously. Further on, practitioners are asked to provide positive images that will 
challenge children’s thinking and help them to embrace differences in ethnicity and religion, amongst other 
things. Then, practitioners are asked to provide opportunities for play and learning that acknowledge children’s 
particular religious beliefs and cultural backgrounds .The incoherence of the thinking behind this is evident in 
the shifting language and in the wandering nature of several of the terms. There is uncertainty as to whether 
we are talking about faith, religion or religious beliefs. Culture comes and goes as cultural heritage or simply 
cultural background. 

Children should gain a knowledge and understanding of their own culture and community in order to 
develop a sense of belonging and strong self-image. Each child has a culture defined by their 
community and more uniquely by their family. Role play provides an effective environment where 
children can explore their own culture and appreciate the similarities and differences in those of 
others. 

Children should develop respect for their own cultures and beliefs and those of other people. Note that 
here the term beliefs has become detached from the specification of religious beliefs. It is the only time 
that the term appears on its own. 

Regarding friendships, when children share their experiences with peers and practitioners, they need 
to encounter empathy and active listening. By sharing emotions and responses… they develop 
sensitivity to the needs of others and begin to learn about the value of and need for trust, honesty, 
support and reliability. 

For new children, the environment should reflect their family, ethnicity, religion and culture. 

There is an excellent stepping stone to the effect that children should show care and concern for 
others, for living things and the environment. This is linked to the need to understand what is right, 
what is wrong, and why. Although not attached to the term moral here, this is clearly an intended 
outcome of moral development. 

The stepping stones for culture and religion state that children should understand that people have 
different, needs, views, cultures and beliefs that need to be treated with respect. Here, the terms 
culture and belief have attracted to them the terms needs and views, for the first time in the document. 

Conclusions concerning the foundation stage 
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There are several promising pointers in the Curriculum guidance for the foundation stage regarding the 
spiritual development of children and the ways in which this interacts with the child’s cultural and religious 
experiences.  As can be seen from the extracts quoted, however, the conceptualisation within Curriculum 
guidance for the foundation stage of what this might mean is fragmentary, incoherent and poorly theorised. 
There is clearly an urgent need for work to be done that addresses this key aspect of a child’s 
development. 

 
Opportunities for Inter-faith Activities at KS1 and KS2 

 
The National curriculum programmes of study for these 2 stages have been analysed in depth and the 
opportunities for interfaith activities described in some detail. 
 

Art and Design 
 
Unit 3A – portraying relationships – 2 sections of this are about exploring and developing ideas. 
 
Unit 4C – Journeys – suggests use of source material about how journeys are visually represented in different 
cultures – suggests that this could be a starting point for discussion of spiritual, cultural and moral issues about 
ownership – 3 sections are about exploring and developing ideas – One section is about investigating and 
making. 

 

Citizenship 
 
KS1 – pupils learn about themselves as developing individuals and as members of their communities – they 
build on their own experiences and on the early learning goals for personal, social and emotional development 
– they learn the basic rules and skills for behaving well – they begin to learn about their own and other 
people’s feelings and become aware of the views and needs of other children and older people. 

 

Developing confidence and responsibility 
Pupils should be taught: what is fair and unfair – what is right and wrong – to share their opinions on things 
that matter to them and explain their views – to recognise, name and deal with their feelings in a positive way 
– to think about themselves. 
 
Active citizenship 
Pupils should be taught: to take part in discussions with one other person and the whole class – to take part in 
a simple debate – to recognise choices they can make and recognise the difference between right and wrong 
– to realise that people and other living things have needs and that they have responsibilities to meet them – 
that they belong to different communities. 
 
Developing good relationships 
Pupils should be taught: to recognise how their behaviour affects other people – to listen to other people and 
play and work cooperatively – to identify and respect the differences and similarities between people. 
 
KS2 
Pupils learn about themselves as growing and changing individuals with their own experiences and ideas and 
as members of their communities – they learn about the wider world and the interdependence of communities 
within it – they develop their sense of social justice and moral responsibility. 
 
Developing confidence and responsibility 
Pupils should be taught: to talk and write about their opinions and explain their views on issues that affect 
them. 
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Active citizenship 
Pupils should be taught: to reflect on spiritual and moral issues, using imagination to understand other 
people’s experiences – to resolve differences by looking at alternatives. 
 
Developing good relationships and respecting the differences between people 
Pupils should be taught: that their actions affect themselves and others, to care about other people’s feelings 
and to try to see things from their points of view – to think about the lives of people living in other places and 
times and people with different values and customs – that differences and similarities between people arise 
from a number of factors, including cultural and religious diversity. 

 

English 
 
KS1 
 
Speaking and listening 
 
Listening 
Pupils learn to think about the needs of their listeners – they work in small groups and as a class, joining in 
discussions and making relevant points – they learn to listen carefully to what other people are saying – they 
learn to express their ideas and feelings when working in role and in drama activities. 
 
Group discussion 
Pupils should be taught to: take turns in speaking – take different views into account – extend their views in 
the light of discussion – give reasons for opinions and actions. 
 
 
Drama 
Pupils should be taught to: use language and actions to explore and convey situations and emotions. 
 
Reading - Literature 
Pupils should be taught to: learn, recite and act out stories and poems – respond imaginatively in different 
ways to what they read. 
The range should include: stories and poems based on different worlds – traditional stories – stories and 
poems from a range of cultures. 
 
KS2 
 
Speaking and listening 
Pupils learn how to adapt what they say and how they say it to the purpose and the audience – taking varied 
roles in groups gives them opportunities to contribute to situations with different demands – they learn to 
respond appropriately to others, thinking about what has been said and the language used. 
 
Listening 
Pupils should be taught to: identify the gist of an account or key points in a discussion and evaluate what they 
hear – ask relevant questions to clarify, extend and follow up ideas – recall and re-present important features 
of an argument – respond to others appropriately, taking into account what they say. 
 
Group discussion 
Pupils should be taught to: make contributions relevant to a topic and take turns in discussion – vary 
contributions to suit the activity and purpose, including exploratory and tentative comments where ideas are 
being collected together, and reasoned, evaluative comments as discussion moves to conclusions or actions – 
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qualify or justify what they think after listening to others’ questions or accounts – deal politely with opposing 
points of view and enable discussion to move on. 
 
Drama 
Pupils should be taught to: create, adapt and sustain different roles, individually and in groups – use dramatic 
techniques to explore issues. 
 
Reading 
 
Literature 
The range should include: texts drawn from a variety of cultures and traditions – myths, legends and traditional 
stories. 

 
 

RE at KS1 and KS2 
 
There are 23 units from which each locally agreed syllabus can draw. These cover: 
 
Generic 
Belonging – beliefs and practice – celebrations – visiting a place of worship – signs and symbols – faith – 
neighbourhood religions – worship and community – sacred texts – faith and the arts. 
 
Christianity 
Harvest festivals – friends of Jesus – Noah – belonging (Christianity-specific) – Christmas (units) – visiting a 
church Jesus’ stories – Jesus – the Bible (2 units) – Easter – beliefs in action – religious buildings. 
 
Judaism 
Beliefs in practice – the Torah.  
 
Hinduism 
Diwali – Hindu worship.     
 
Islam 
Muhammad – beliefs in practice – the mosque – the Qur’an. 

 
 

History 
 
There are very few opportunities identified within history units of work to address inter-faith issues.  Where 
they do exist, little emphasis is given to them e.g. Unit 6A –‘Why have people invaded and settled in Britain in 
the past? A Roman case study’ suggests amidst a list of examples the possibility of looking at the beliefs of the 
Celts and the gods of the Romans. 
 
Similarly, the parallel unit on the Anglo-Saxons refers to ‘beliefs’ and evidence of Christianity. 
 
The unit on Henry VIII suggests that pupils should learn about the terms ‘Catholic’ and ‘Protestant’ and as an 
extension could learn about the break with Rome and the dissolution of the monasteries.  
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Opportunities for interfaith activities at key stages 3 and 4 
 
6.9 The National curriculum programmes of study for these 2 stages have been analysed in depth and the 
opportunities for interfaith activities described in some detail. 
 
 

KS3 Religious Education 
 
Knowledge, skills and understanding 

Learning about religion  

1) Pupils should be taught to: 

a) analyse and explain how religious beliefs and ideas are transmitted by people, texts and traditions  
b) investigate and explain why people belong to faith communities and explain the reasons for diversity in 

religion  
c) analyse and compare the evidence and arguments used when considering issues of truth in religion and 

philosophy  
d) discuss and evaluate how religious beliefs and teachings inform answers to ultimate questions and ethical 

issues  
e) apply a wide range of religious and philosophical vocabulary consistently and accurately, recognising both 

the power and limitations of language in expressing religious ideas and beliefs  
f) interpret and evaluate a range of sources, texts and authorities, from a variety of contexts 
g) interpret a variety of forms of religious and spiritual expression.  

Learning from religion  

2) Pupils should be taught to:  

a) reflect on the relationship between beliefs, teachings and ultimate questions, communicating their own 
ideas and using reasoned arguments  

b) evaluate the challenges and tensions of belonging to a religion and the impact of religion in the 
contemporary world, expressing their own ideas  

c) express insights into the significance and value of religion and other world views on human relationships 
personally, locally and globally  

d) reflect and evaluate their own and others’ beliefs about world issues such as peace and conflict, wealth 
and poverty and the importance of the environment, communicating their own ideas  

e) express their own beliefs and ideas, using a variety of forms of expression.  

Breadth of study 

3) During the key stage, pupils should be taught the Knowledge, skills and understanding through the following 
areas of study:  

a) Christianity  
b) at least two other principal religions  
c) a religious community with a significant local presence, where appropriate  
d) a secular world view, where appropriate 

Themes  
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e) beliefs and concepts: the key ideas and questions of meaning in religions and beliefs, including issues 
related to God, truth, the world, human life, and life after death  

f) authority: different sources of authority and how they inform believers’ lives  
g) religion and science: issues of truth, explanation, meaning and purpose  
h) expressions of spirituality: how and why human self-understanding and experiences are expressed in a 

variety of forms  
i) ethics and relationships: questions and influences that inform ethical and moral choices, including 

forgiveness and issues of good and evil  
j) rights and responsibilities: what religions and beliefs say about human rights and responsibilities, social 

justice and citizenship  
k) global issues: what religions and beliefs say about health, wealth, war, animal rights and the environment  
l) interfaith dialogue: a study of relationships, conflicts and collaboration within and between religions and 

beliefs 

Experiences and opportunities  

m) encountering people from different religious, cultural and philosophical groups, who can express a range 
of convictions on religious and ethical issues  

n) visiting, where possible, places of major religious significance and using opportunities in ICT to enhance 
pupils’ understanding of religion  

o) discussing, questioning and evaluating important issues in religion and philosophy, including ultimate 
questions and ethical issues  

p) reflecting on and carefully evaluating their own beliefs and values and those of others in response to their 
learning in religious education, using reasoned, balanced arguments  

q) using a range of forms of expression (such as art and design, music, dance, drama, writing, ICT) to 
communicate their ideas and responses creatively and thoughtfully  

r) exploring the connections between religious education and other subject areas such as the arts, 
humanities, literature, and science. 

The schemes of work also provide an explicit focus on inter-faith issues, e.g. by asking 
 
          how and why could people develop positive and respectful attitudes to others and live with    
          religious diversity? 
 
Children should learn 

 to think carefully for themselves about their own experience of and attitude to diversity, conflict and, 
peace.  

 about some of the human experiences associated with living in a plural society, where people have 
different versions of the truth. 

 
Units 7A, 7C, 8C, 9C, 9D – address generic issues about where do we look for God (7A), religious figures 
(7C), beliefs and practice (8C), visits to a place of worship (8E), suffering (9C), why are some places special to 
religious believers?(9D). 
This unit (9D) expects ‘most pupils will show understanding of Jewish, Christian and Muslim perspectives on 
conflict, coexistence, dialogue and harmony’. 

 
 

KS3 Citizenship 

Knowledge and understanding about becoming informed citizens  

1) Pupils should be taught about:  
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a) the legal and human rights and responsibilities underpinning society, basic aspects of the criminal justice 
system, and how both relate to young people  

b) the diversity of national, regional, religious and ethnic identities in the United Kingdom and the need for 
mutual respect and understanding 

f) the work of community-based, national and international voluntary groups  
g) the importance of resolving conflict fairly  
h) the significance of the media in society  
i) the world as a global community, and the political, economic, environmental and social implications of this, 

and the role of the European Union, the Commonwealth and the United Nations. 

Developing skills of enquiry and communication  

2) Pupils should be taught to:  

a) think about topical political, spiritual, moral, social and cultural issues, problems and events by analysing 
information and its sources, including ICT-based sources  

b) justify orally and in writing a personal opinion about such issues, problems or events  
c) contribute to group and exploratory class discussions, and take part in debates.  

Developing skills of participation and responsible action  

3) Pupils should be taught to:  

a) use their imagination to consider other people’s experiences and be able to think about, express and 
explain views that are not their own  

b) negotiate, decide and take part responsibly in both school and community-based activities  
c) reflect on the process of participating.  

Unit 04 – from the schemes of work is called Britain – a diverse society? 
 
‘Pupils consider their identities and the different national, cultural, religious, regional and ethnic identities and 
communities to which they belong.’ The focus is on respect for diversity in our society. 
 
Sections 1 & 2  What are my identities? 
Children should learn to explore their identities and develop their understanding of multiple identities and 
diversity. 
 
Outcomes: Children understand the importance of ground rules in challenging discrimination, stereotypes and 
racism. 
 

 describe the identities and the groups they feel they belong to 

 recognise different identities and experiences 

 appreciate that identity consists of many factors including values, race and gender 

 appreciate the importance of respect within a diverse society. 
 
Section 3 What is my local community like? 
Children should learn 
 

 to identify local communities 

 to identify the characteristics of the community and appreciate the value of diversity. 
 

http://www.nc.uk.net/webdav/harmonise?Page/@id=6001&Session/@id=D_mM0kL4Y2lYHsA3DMtSWq&POS%5b@stateId_eq_main%5d/@id=4165&POS%5b@stateId_eq_note%5d/@id=4170
http://www.nc.uk.net/webdav/harmonise?Page/@id=6001&Session/@id=D_mM0kL4Y2lYHsA3DMtSWq&POS%5b@stateId_eq_main%5d/@id=4165&POS%5b@stateId_eq_note%5d/@id=4170
http://www.nc.uk.net/webdav/harmonise?Page/@id=6001&Session/@id=D_mM0kL4Y2lYHsA3DMtSWq&POS%5b@stateId_eq_main%5d/@id=4165&POS%5b@stateId_eq_note%5d/@id=4177
http://www.nc.uk.net/webdav/harmonise?Page/@id=6001&Session/@id=D_mM0kL4Y2lYHsA3DMtSWq&POS%5b@stateId_eq_main%5d/@id=4165&POS%5b@stateId_eq_note%5d/@id=4177
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Outcomes: Children recognise diversity and understand that it is positive and a strength to celebrate. 
 

 recognise the importance of equal opportunities within school and wider communities. 
 
Section 4 Images of Britain. 
 
Outcomes: celebrate diversity and debate and express opinions and recognise the importance of respecting 
the views of others and the importance of images and how these can be seen differently. 
 
Section 5 Children should learn about the role of the media in forming and influencing attitudes and opinions. 
 
Section 7 Taking responsible action. 
 
Children should learn: 
 

 to identify how they might influence change and take responsible action 

 to undertake independent research to find information from a variety of sources 

 to celebrate the diversity in their own life, at school and in their communities. 
 
Other citizenship units – 
09 Significance of the media in society. 
13 How do we deal with conflict? 

 
 

KS3 Art and Design 

Knowledge and understanding  

4) Pupils should be taught about:  

c) continuity and change in the purposes and audiences of artists, craftspeople and designers from Western 
Europe and the wider world [for example, differences in the roles and functions of art in contemporary life, 
medieval, Renaissance and post-Renaissance periods in Western Europe, and in different cultures such 
as Aboriginal, African, Islamic and Native American]. 

Breadth of study 

5) During the key stage, pupils should be taught the knowledge, skills and understanding through: 
d) investigating art, craft and design in the locality, in a variety of genres, styles and traditions, and from a 

range of historical, social and cultural contexts [for example, in original and reproduction form, during visits 
to museums, galleries and sites, on the internet]. 

Unit 7A – from the scheme of work is called self image. 
Section 1 Discuss how they might represent themselves. What powerful images would they wish to 
communicate? 
Section 2 Learn about codes and conventions and how these are used to represent ideas, beliefs and values 
in self-portraits. 
 
Unit 7B 
What is in a building? 
 
Section 1: Exploring and developing ideas. 
Outcomes: recall ideas and feelings about buildings that they know. 
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Activities: discuss ideas and feelings about buildings they know. List buildings they have seen and visited. 
Identify response to them. Examine floor plans, angles, space, divisions, etc. How would design and layout 
facilitate, direct or restrict their movement? 

Section 2: Visit a building to record visual and other information from first-hand observations. 
Section 3: Children learn about codes and conventions and how these are used to represent ideas, beliefs 
and values in architecture. 
Section 4: Organise and present visual and other information as a design proposal. 
 
Unit 8C 
Shared view 
 
Section 3:  Pupils compare Aboriginal art and culture with their own. How have our own ideas and beliefs and 
values changed over time? 
Pupils should understand that most art in the past was linked to religious belief and ritual. It dealt with the 
symbolic representation of the creation, which set a pattern of living for the natural world, including human 
beings. 
How should we respond to art that is sacred for other peoples? 
Section 4: Identify how artists conveyed meaning through symbolism. 
Pupils could research other forms of religious art. They could identify symbols from nature and discuss the 
meaning attached to these. 
Section 5 Pupils: should consider the spiritual, moral, social and cultural issues related to the environment; 
their symbolism should reflect on their own ideas, beliefs and values and they should be able to explain this in 
class. 
 
 
Unit 9A 
Life events 
 
Section 2: Pupils are asked to respond to images that evoke strong reaction and to highlight key features. 
They consider events that have affected their own lives or those of people they know. 
They ask and answer questions about subject matter and how ideas and feelings have been communicated. 
 
Unit 9B 
Change Your Style 
 
Section 1: Pupils are shown examples of contemporary decorative and applied art. 
They explain that style is related to wider social and cultural issues and can give some reasons why styles 
change. 
 
Unit 9C 
Personal Places, Public Spaces 
 
Children should learn about codes and conventions and how these are used to represent ideas, beliefs and 
values in works of art, craft and design. 
Pupils identify ways of representing ideas, beliefs and values in public life, e.g. decoration of places of 
worship. 
They can identify ways of representing ideas, beliefs and values in public work. 
 
Unit 10 
Visiting a museum, gallery or site. 
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KS3 Design and Technology 

Knowledge, skills and understanding 

Teaching should ensure that ‘knowledge and understanding’ are applied when ‘developing ideas’, ‘planning’, 
‘producing products’ and ‘evaluating’ them. 

Developing, planning and communicating ideas  
Pupils should be taught to:  
 
consider aesthetics and other issues that influence their planning [for example, the needs and values of 
intended users, function, hygiene, safety, reliability, cost]  
 
Unit 08bi    
Designing for Clients – Food. 
 
Unit 08biii 
Designing for Clients – Textiles. 
Product evaluation. 
Pupils learn how products are made in different historical and cultural contexts. 

 
 
 

KS3 Geography 
Knowledge, skills and understanding 

Teaching should ensure that ‘geographical enquiry and skills’ are used when developing ‘knowledge and 
understanding of places, patterns and processes’, and ‘environmental change and sustainable development’. 

Geographical enquiry and skills  

In undertaking geographical enquiry, pupils should be taught to: 

appreciate how people’s values and attitudes [for example, about overseas aid], including their own, affect 
contemporary social, environmental, economic and political issues, and to clarify and develop their own values 
and attitudes about such issues. 

Knowledge and understanding of places  

3) Pupils should be taught:  

a) the location of places and environments studied, places and environments in the news and other 
significant places and environments  

b) to describe the national, international and global contexts of places studied [for example, on the Pacific 
Rim, a member of the European Union]  

c) to describe and explain the physical and human features that give rise to the distinctive character of 
places  

d) to explain how and why changes happen in places, and the issues that arise from these changes  

Knowledge and understanding of patterns and processes  

4) Pupils should be taught to:  

http://www.nc.uk.net/webdav/harmonise?Page/@id=6001&Session/@id=D_mM0kL4Y2lYHsA3DMtSWq&POS%5b@stateId_eq_main%5d/@id=3537&POS%5b@stateId_eq_note%5d/@id=3549
http://www.nc.uk.net/webdav/harmonise?Page/@id=6001&Session/@id=D_mM0kL4Y2lYHsA3DMtSWq&POS%5b@stateId_eq_main%5d/@id=3537&POS%5b@stateId_eq_note%5d/@id=3549
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a) describe and explain patterns of physical and human features and relate these to the character of places 
and environments  

b) identify, describe and explain physical and human processes, and their impact on places and 
environments. 

7) In their study of countries and themes, pupils should: 

c) study different parts of the world and different types of environments, including their local area, the United 
Kingdom, the European Union and parts of the world in different states of economic development 

Unit 1 
Making connections. 
 
Section 2: How is our place connected to other places? 
Children should learn: 
 

 how places are connected 

 to identify patterns and the processes that might cause them. 
 
Pupils brainstorm the sorts of connections that might exist between their place and other places, e.g. where 
they have come from, where parents and grandparents were born, family workplaces. 
Ask pupils to identify patterns and suggest the reason for them. 
Outcome: identify how some of the main features of their local area are connected to other places. 
Link to Citizenship: Pupils learn about the diversity of national, regional, religious and ethnic identities in the 
U.K. and the need for mutual respect and understanding. 
 
Unit 5 
Exploring England 
 
Section 3: Where are we in England and where did we come from? 
Children should learn: 
 

 to investigate the composition of England’s population 

 about the causes and effects of migration. 
 
Pupils are introduced to the idea of in-migration and out-migration and their effects on population change. 
Birthplaces of pupils may be mapped. 
They can select one group of in-migrants to investigate and ask when, why, where they settled, where they 
came from, what contributions they have made. 
Pupils have an opportunity to appreciate the diversity of national, regional, religious and ethnic identities in the 
U.K. and the need for mutual respect and understanding. 

 
 

KS3 History 
 
Knowledge, skills and understanding  
Knowledge and understanding of events, people and changes in the past. 
Pupils should be taught: 
a) to describe and analyse the relationships between the characteristic features of the periods and societies 

studied including the experiences and range of ideas, beliefs and attitudes of men, women and children in 
the past 

http://www.nc.uk.net/webdav/harmonise?Page/@id=6001&Session/@id=D_mM0kL4Y2lYHsA3DMtSWq&POS%5b@stateId_eq_main%5d/@id=3537&POS%5b@stateId_eq_note%5d/@id=3621
http://www.nc.uk.net/webdav/harmonise?Page/@id=6001&Session/@id=D_mM0kL4Y2lYHsA3DMtSWq&POS%5b@stateId_eq_main%5d/@id=3537&POS%5b@stateId_eq_note%5d/@id=3621
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b) about the social, cultural, religious and ethnic diversity of the societies studied, both in Britain and the 
wider world 

e) to consider the significance of the main events, people and changes studied 
 
Breadth of study 
6. During the key stage, pupils should be taught the knowledge, skills and understanding through three 
British studies, a European study and two world studies. 
7.  In their study of local, British, European and world history, pupils should be taught about: 
b. history from a variety of perspectives including political, religious, social, cultural, aesthetic, economic, 
technological and scientific. 
 
Britain 1500–1750 
8. Crowns, parliaments and people: the major political, religious and social changes affecting people 

throughout the British Isles, including the local area if appropriate.  
 
Britain 1750–1900 
10.   A study of how expansion of trade and colonisation, industrialisation and political changes affected 

the United Kingdom, including the local area.  
 
A European study before 1914  
11.   A study of a significant period or event in the prehistory or history of Europe. 
 
A world study before 1900 
12.   A study of the cultures, beliefs and achievements of an African, American, Asian or Australasian 

society in the past (other than those included in the programme of study for key stage 2). 
 
A world study after 1900 
13.   A study of some of the significant individuals, events and developments from across the twentieth 

century, including the two World Wars, the Holocaust, the Cold War, and their impact on Britain, 
Europe and the wider world. 

 
Unit 6 
What were the achievements of the Islamic states, 600–1600? 
Provides many opportunities for identifying features of Islam, religion, culture, learning, and customs. 
Links to Mathematics, Science, Religious Education, Art and Design. 
Addresses issues of conflict between faiths through overview of the Crusades. 
 
Unit 13 
Mughal India and the coming of the British, 1526–1857. 
Many opportunities to address issues, e.g. religious tolerance/intolerance in different contexts. 
Links to Citizenship – freedom of worship for different groups, need for mutual respect and understanding. 
 
Unit 14 
Nineteenth-century missionary activity in Africa and links with medicine and education. 
Links to Black Peoples of America. 
 
Unit 17 
Divided Ireland. 
Opportunities to contextualise religious issues within other contexts. 
Addresses conflict resolution, inter-faith disturbances and peace and reconciliation movements. 
 
Unit 19 
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How and why did the Holocaust happen? 
Wide range of opportunities to address rights and responsibilities, religious intolerance and persecution. 

 
 

KS3 Music 

Creating and developing musical ideas – composing skills  

1) Pupils should be taught how to: 

b. produce, develop and extend musical ideas, selecting and combining resources within musical 
structures and given genres, styles and traditions. 

Responding and reviewing – appraising skills 
 
2) Pupils should be taught how to: 

b. communicate ideas and feelings about music using expressive language and musical vocabulary to 
justify their own opinions. 

Listening, and applying knowledge and understanding 

3) Pupils should be taught to: 

d. identify the contextual influences that affect the way music is created, performed and heard (for 
example, intention, use, venue, occasion, development of resources, impact of ICT, the cultural 
environment and the contribution of individuals). 

Breadth of study 

1)      During the key stage, pupils should be taught the Knowledge, skills and understanding through:     

b.        responding to a range of musical and non-musical starting points 
e.       a range of live and recorded music from different times and cultures including music from       
          the British Isles, the ‘Western classical’ tradition, folk, jazz and popular genres, and by    
          well-known composers and performers. 
 
Unit 12 
Bhajan/gawwali (exploring Indian musical genres). 
Children should learn about musical genres from different cultures. 
Highlights how different cultures share similar purposes for music – e.g. devotional, personal reflection. 
Children should learn to identify the characteristics of devotional music and discuss the ways in which 
devotional music can be identified and how it may differ from religious music. 
Children listen to gain information on the use of devotional music within a local faith community and explore 
the secular and sacred significance today. 
They get to know which community and religious groups are represented in their class and area, make links 
and enlist help in gathering, choosing and recording a song. 

 
 
 
 
 

http://www.nc.uk.net/webdav/harmonise?Page/@id=6001&Session/@id=D_HUiBijolXD0jbwhevTzM&POS%5b@stateId_eq_main%5d/@id=3929&POS%5b@stateId_eq_note%5d/@id=3955
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GCSE CRITERIA 
 
Religious Studies 
 
Aims 

i acquire knowledge and develop understanding of the beliefs, values and traditions of one  
or more religions 

ii consider the influence of the beliefs, values and traditions associated with one or more  
religions 

iii consider religious and other responses to moral issues 

iv identify, investigate and respond to fundamental questions of life raised by religion and  
human experience, including questions about the meaning and purpose of life 

v     develop skills relevant to the study of religion. 
 
Specification Content 
 
3.3 Each specification must provide opportunities for candidates to follow a coherent course, balanced in 

terms of breadth and depth and either : reflects the fact that the religious traditions of Great Britain are in 
the main Christian, whilst taking account of the other principal religions represented in Great Britain.  

(Candidates must not be required to study more than two   
principal religions in addition to Christianity.) 

       or :        
   supports the study of Christianity and/or one or two other principal religions only. 
 
3.4 Where only one religion is studied, specifications must, where concerned with a particular denomination, 

place the  denomination in the context of the broader religious tradition to which it belongs. 
 
Assessment Objectives 
 
    AO2    describe, analyse and explain the relevance and application of religion or religions. 
    AO3    evaluate different responses to religious and moral issues, using relevant evidence and   
              argument. 
 
Grade Descriptions 
Grade F   Candidates demonstrate elementary knowledge and understanding of beliefs, values and traditions 
studied and their impact on adherents and others. They do this through limited use of specialist vocabulary 
and knowledge, sometimes correctly but not often systematically, and by making simple connections between 
religion and people’s lives. They support and evaluate responses to issues studied by giving a reason in 
support of an opinion. 
 
Grade C   Candidates demonstrate, generally with accuracy, a knowledge and understanding of beliefs, values 
and traditions and their impact on individuals, societies and cultures. They do this by using correct specialist 
vocabulary when questions specifically demand it and describing accurately and explaining the importance of 
the religion(s) studied. They support, interpret and evaluate different responses to issues studied by 
presenting relevant evidence to support arguments, incorporating reference to different points of view and 
using arguments to make reasoned judgements. 
 
Grade A  Candidates demonstrate detailed and comprehensive knowledge and understanding of beliefs, 
values and traditions and their impact on the lives of individuals, societies and cultures. They do this by 
consistently using and interpreting a range of specialist vocabulary, drawing out and explaining the meaning 
and religious significance of the religion(s) studied and explaining, where appropriate, how differences in belief 
lead to differences of religious response. They support, interpret and evaluate a variety of responses 
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recognising the complexity of issues, weighing up opinions and by making judgements supported by a range 
of evidence and well-developed arguments. 

 
 
 

Art and Design 
 
Aims 
     All specifications must give students opportunities to develop : 
 

i creative and imaginative powers, and the practical skills for communicating and expressing ideas, feelings 
and meanings in art, craft and design. 

ii understanding of codes and conventions of art, craft and design and awareness of contexts in which they 
operate. 

iii knowledge and understanding of  art, craft and design in contemporary societies and in other times and 
cultures. 

 
Specification Content 
 

i how images and artefacts relate to their social, historical and cultural context 
 
 
Assessment Objectives 
 
AO2    analyse and evaluate images, objects and artefacts showing understanding of context. 

 
 

Design and Technology 
 
Aims 
2.3 Specifications must allow students to acquire and apply knowledge, skills and understanding through : 

ii    recognising the moral, cultural and environmental issues inherent in design and technology. 

 
 

English 
 
Specification Content  
 
For England this means the range of reading assessed will include prose, poetry and drama. Within this, the 
range must include : 

 texts from different cultures and traditions. 
 
a.. A specification must require the range of writing assessed to include writing to : 
 

 explore, imagine, entertain 

 inform, explain, describe 

 argue, persuade, advise 

 analyse, review, comment in a variety of forms and genres. 
 
Assessment Objectives 
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AO2    A specification must include objectives for reading which require candidates to demonstrate their ability 
to: 
i)  read, with insight and engagement, making appropriate references to texts and developing  
          and sustaining interpretations of them. 

 
 
 

History 
 
Aims 
 
2.1 All specifications must give students opportunities to: 
i) acquire knowledge and understanding of selected periods and / or aspects of history, exploring the 

significance of historical events, people, changes and issues 
ii) use historical sources critically in their context, recording significant information and reaching conclusions 
v)  draw conclusions and appreciate that historical judgements are liable to reassessment in the light of new or 

reinterpreted evidence. 
 
Specification Content 
3.2 A specification must require the study of: 
ii)   the key features and characteristics of the periods, societies or situations specified and, where   
      appropriate, the social, cultural, religious and ethnic diversity of the societies studied and the  
      experiences of men and women in these societies 
v)   history from at least two perspectives, for example political, economic, social, technological,  
      scientific, religious and cultural. The balance of these perspectives may vary between  
      specifications 
vi)   history through a range of sources of information, including ICT, appropriate to the period,  
       such as written and visual sources, artefacts, music, oral accounts, and buildings and sites. 
 
 
Assessment Objectives 
AO1    recall, select, organise and deploy knowledge of the specification content to communicate it through 
description, analysis and explanation of: 
 

 the events, people, changes and issues studied 

 the key features and characteristics of the periods, societies or situations studied 
 
AO2   use historical sources critically in their context, by comprehending, analysing, evaluating and 
interpreting them 
 
AO3   comprehend, analyse, and evaluate, in relation to the historical context, how and why historical events, 
people, situations and changes have been interpreted and represented in different ways 
 
Innovating with History 
 
The distinctive characteristics of history allow it to contribute to the wider curriculum by providing pupils with 
opportunities to: 
 

 gain experiences that help them to make connections between themselves, their communities and the 
wider world 

 develop awareness and understanding of a range of peoples and cultures and a respect for many different 
attitudes, views and beliefs 
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 recognise a need for a just and equitable society and their own role in making this possible 

 explore current issues within an historical context to make sense of the world around them and develop 
the skills and attitudes necessary for active involvement as citizens. 

 
 

Humanities entitlement at key stage 4 
 
The humanities entitlement area: 

 involves students in exploring the spatial, political, social, economic, environmental and temporal 
dimensions of human existence and in addressing issues of concern to humanity in the past, present and 
future 

 is met by the existing national curriculum subjects of history and geography. It does not include English 
literature, religious education and citizenship, which have separate statutory requirements. 

 
 

Citizenship 
 
Assessment Objectives 
AO1    demonstrate their knowledge and understanding of events of current interest; 
           roles, rights and responsibilities; communities and identities; democracy and government;  
           and relate them appropriately to individual, local, national and global contexts 
AO2    obtain, explain and interpret different kinds of information including from the media, in  
          order to discuss, form and express an opinion formally, and in writing, and demonstrate   
          their ability to analyse and present evidence on a variety of issues, problems and events 
AO3    plan and evaluate the citizenship activities in which they have participated and  
          demonstrate an understanding of their own contribution to them as well as recognising the  
          views, and experiences and contributions of others. 
 

 
Conclusions concerning Key Stages 1-4 
 

 There is considerable potential for inter-faith activities to be included in lessons at all Key Stages, 
most obviously in Religious Education, History and Citizenship. 

 Curriculum guidance refers to the need to recognise diversity throughout the curriculum but ‘diversity’ 
is a very broad term and ‘religion’ is only one small part of it. 

 

 In some subjects, it would be challenging to develop an inter-faith element and research is needed to 
ascertain the extent to which schools are, in fact, doing this (e.g. Maths, ICT and Science). 

 

 There is considerable scope in KS1 and 2 for the development of the skills that would enable 
effective inter-faith work. 

 

 In some subjects, there are opportunities for inter-faith work in KS3 that diminish in KS4 (e.g. Music, 
Design/Technology, Art, and Geography). Again, research is needed to ascertain the extent to which 
these opportunities are maximised. 
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Appendix one: the project team and contributors 
 
Nadeem Baksh 
 
Nadeem Akther Baksh is an Associate at the Institute of Community Cohesion specialising in economic 
regeneration, equality, diversity and community cohesion, working with a wide range of organisations within 
the private and BME voluntary sector. An Alumnus of The London School of Economics and Political Science 
(LSE) Nadeem is skilled in research and analysis methods across several social sciences. Nadeem is a 
practising Muslim with an in-depth academic knowledge of Islamic History, Perspectives, Politics and 
Principles, and has an objective and intellectual appreciation for all faith, cultural and political perspectives. For 
a number of years Nadeem has played an instrumental role in initiating, facilitating and chairing numerous 
focus/discussion groups and forums. This work has included participants of over 22 nationalities, of various 
faiths, cultures and political persuasions. 
 
Revd Professor Richard Bonney 
 
Professor Richard Bonney was Professor of Modern History at the University of Leicester from 1984 to 2006. 
He was Head of the Department of History from 1985 to 1989 and from 1997 to 2002. He founded the Centre 
for the History of Religious and Political Pluralism and the Institute for the Study of Indo-Pakistan Relations, 
both at the University of Leicester, respectively in 1997 and in 2001 and won a number of research awards. He 
was Chairman of the Society for Inter-Cultural Understanding, Leicester (SICUL) from 2003 to 2005. He was 
ordained as a non-stipendiary priest in the Church of England in 1997. He is strongly committed to the cause 
of inter-faith and inter-cultural understanding, has been a member of Leicester Council of Faiths since 1996 
and is the instigator and Chair of the Europe–Islamic World Organization, which seeks to build relationships of 
trust and mutual endeavour between Europe and the Islamic World and of friendship between Muslims and 
non-Muslims. Its main fundraising activity at present is the Kashmir Earthquake Homeless Appeal. 
 
Professor Bonney has published numerous books and articles on religious pluralism as well as in other areas 
of history. His most recent study is Jihād from Qur’an to Bin Laden, published by Palgrave Macmillan in 
November 2004 (ISBN 1-409-3372-3), described by A. G. Noorani as ‘a service to inter-faith harmony no less 
than to scholarship. One wonders how many of the ulama in India or Pakistan can claim such erudition’. 
 
Professor Ted Cantle, CBE 
 
In over 30 years in public service, Ted has held a wide range of senior positions at a local level and has 
served on a number of national bodies focussing, in particular, on urban regeneration and key social and 
economic problems. He has been responsible for many action research projects, a wide range of development 
programmes and has helped to establish a number of new policy frameworks. He regularly contributes to 
many journals and publications and speaks at seminars and conferences. Mr. Cantle was the Chief Executive 
of Nottingham City Council between 1990 and 2001. He was Director of Housing in Leicester City Council 
(1988 to 1990) and in Wakefield MDC (1979 to 1983) and was Under Secretary at the AMA (1983 to 1988) 
and has also worked for Manchester City Council. 
 
In August 2001, Ted Cantle was appointed by the Home Secretary to Chair the Community Cohesion Review 
Team and to lead the review the causes of the summer disturbances in a number of northern towns and cities. 
The Report – known as ‘the Cantle Report’ was produced in December 2001 and made around 70 
recommendations. The concept of ‘community cohesion’ was subsequently adopted by the Government and 
Mr. Cantle was asked to chair the Panel which advised Ministers on implementation. Ted Cantle is presently 
Associate Director at the IDeA. He is also a member of the Board of the Environment Agency for England and 
Wales.  
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Ted has contributed over 200 articles and publications on a wide range of subjects including, ‘social capital’, 
housing defects, race and housing, sustainable development, leadership and ‘community cohesion’ – which is 
the subject of his new book: Community Cohesion: A New Framework for Race and Diversity . He graduated 
in sociology (1972) and has been a member and Fellow of the CIoH for 30 years. He is a visiting professor at 
Nottingham Trent University and Professor and Chair of the Institute of Community Cohesion, supported by 
Warwick, Coventry, Leicester and Leicester de Montfort Universities. He was awarded the CBE in 2004. 
 
Maurice Irfan Coles 
 
Maurice hails originally from Lambeth and much of his life has been spent in attempting to support schools and 
colleges in developing and implementing a curriculum suitable for a multi-cultural, multi-faith society such as 
Britain. A teacher and advisory teacher in London for over ten years, Maurice became a Staff Inspector in 
Birmingham, specialising in anti-racist education. His work in Birmingham over 18 years saw him hold eight 
different major portfolios and he successfully ran two large support services. For the last six years, he has 
been Chief Executive of the School Development Support Agency (SDSA).   
 
A convert to Islam, married for over 25 years to a British born Hindu, he was born into a Christian family. 
Maurice has also had the privilege of visiting almost all of the countries from which Britain’s largest minority 
ethnic groups originally hail. 
 
Mary Hufford 
 
Mary Hufford has taught in secondary education for over twenty years. She has also been a senior education 
officer in local government, developing initiatives for socially excluded young people such as young offenders 
and young runaways. She has worked on equalities projects for many years, including ‘Young, Gifted and 
Equal’ for Leicester City Council and equality assessment activities for race, gender and disability. 
 
Daljit Kaur 
 
Daljit is currently on secondment to the Institute of Community Cohesion, where her key role is to work with the 
public, private and voluntary sector to provide practical solutions to the Community Cohesion Agenda. Prior to 
this Daljit has 18 years’ work experience in Training and Development, Organisational Development, Human 
Resources, Equalities and Diversity from Sheffield City Council. Daljit was also a member of the Cantle 
Review team in 2001. Daljit was also an integral part of the IDeA’s Community Cohesion team in Leicester, 
and assisted the IDeA’s work with Blackburn with Darwen, Tameside, Plymouth, Redcar and Cleveland, 
Middlesbrough, Swindon, Brent and Sunderland in identifying strategic priorities and action planning for 
community cohesion. She also assisted in delivering Modern Member modules on community cohesion and 
leadership. 
 
She was also the IDeA’s advisor for Beacons on the theme of supporting the Social Care Workforce and 
worked with Westminster, Tower Hamlets and Gloucestershire Council. Daljit also as part of a team assessed 
and advised the ODPM on the Race Equality Beacon’s theme. She is a graduate of the Common Purpose and 
20:20 programmes, Matrix and Power Dynamics. She is also studying part-time and is in her final year of the 
Msc in Urban Regeneration.  
 
John Singh 
 
John Singh is Head of Religious Studies at Regent College, Leicester. He has been establishing and running 
youth interfaith groups for a number of years within Leicester. He is also a researcher and author on traditional 
inter-faith within the Sikh tradition. Recent group projects he has helped coordinate include students attending 
the Barcelona 2004 Parliament of World Religions event, the successful banning of the sale of unethical 
products within College, and the MATV documentary about the current interfaith group.  
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Adam Newman Turner 
 
Adam Newman Turner has 33 years experience in comprehensive education, twenty of which include 
secondary headship, senior management and LEA advice and inspection work. He is an innovator of active 
citizenship education, international education, student democracy, participation and empowerment 
methodologies, inter-cultural, anti-racist and peer-led student activities which have been singled out by 
OFSTED as national exemplars of excellence. He is the author of the first interactive educational CD resource 
on Citizenship Education (‘Activate’ – Nelson Thornes). He has been involved in consultancy, resource design, 
writing and training work for QCA, Channel 4 Television, Midlands Asian Television Network, SfE Training, 
OCR Examination Board, Minorities of Europe, Lancaster University, Leicester University, Nelson Thornes 
Publishing and schools and colleges in the public and private sector. 
 
Adam is a Founding member of ‘Race Equality for Education in Leicester’, the LEA steering group that initiated 
‘Young Gifted and Equal’ school evaluation programme, for which he was a consultant editor. He is a part-time 
Associate Deputy Head Teacher at Rushey Mead School, Leicester; Director of Education Projects for 
Minorities of Europe and a Senior Producer for Midlands Asian Television Network. He recently completed 
‘Leicester Learning’, a series of 22 programmes on education and cultural diversity in the City of Leicester. 
 
Robert Vincent 
 
Robert Vincent has worked for Leicester City LEA from its commencement in April 1997, after spending a year 
with Leicestershire LEA as an English adviser. Initially, he was a School Improvement Adviser, with a 
particular responsibility for English and literacy for pupils of the ages from three to eighteen years.  
 
Robert became an Ofsted inspector shortly after joining Leicester City LEA and subsequently inspected a 
number of schools and sixth forms, mainly focusing on English but also covering aspects such as SMSC and 
Standards. As well as inspecting Drama, he became qualified to inspect English as an Additional Language 
and Citizenship. He has also undertaken regular work for the past 6 years as an external adviser for head 
teacher performance management.  He is also the LEA’s assessor for the Basic Skills Agency Quality Mark, 
for both primary and secondary schools. 
 
He wrote the particular LEA Priority for its Education Development Plan and was responsible for its 
implementation. Its focus was on the language needs of underachieving white pupils/students as well as those 
of minority ethnic groups. The Priority has been funded by £2 million of Neighbourhood Renewal funding, 
which Robert has managed for the past 4 years. He has also managed the school budget of the city council’s 
Community Cohesion Fund.  
 
Steve White 
 
Steve White retired in August 2002 from a distinguished career in education, culminating in the Headship of 
the Rushey Mead Secondary School. Now a freelance community cohesion consultant, appointed by 
Professor Ted Cantle to serve on the National Community Cohesion Practitioners Group for Education, he is 
also co-author of the ‘Taking Forward Community Cohesion in Leicester Report’. Steve is a longstanding Chair 
of the Schools Development Support Agency (SDSA), co-founder of the Rushey Mead Foundation which is 
currently building its first school in the Gujarat, India. Since 2002 he has been Chair of Leicester’s Cultural 
Strategy Partnership. 
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Appendix 2: the 10 principles underpinning spirituality 
 

1. Meaning and Purpose: the Big Picture 
 
Young people, from a very early age, ask ‘ultimate questions’. As a meaning-seeking species, these 
questions remain with us from birth to death. They include such issues as, ‘Why am I different? Does 
God exist? What religion is God? Why do we suffer and die? If God exists why are there wars?’ 
 
2. Values, Principles and Beliefs 
 
Sometimes in our multicultural society values appear to clash, or are given different emphasis by 
different societies or faith traditions. Young people ask such questions as, ‘What are my values? What 
are my beliefs? Why don’t we all have the same beliefs? Are there beliefs that we all share? Where 
does my conscience come from?’ 
 
3. Compassion and Charity, Feelings and Emotions 
 
All major faiths have compassion and charity at their heart. All major faiths adhere to the Golden Rule, 
expressed slightly differently but with the same core value of doing unto others as you would unto 
yourself. There are, again, some major questions for young people when it comes to managing or 
channelling their feelings and emotions like, ‘Should I feel compassion for those outside my own faith 
traditions or culture? What do I understand by beauty and kindness, by justice and injustice? To whom 
should I give charity?’ 
 
4. Maintaining Childlike Qualities 
 
Young people appear to have an innate sense of awe and wonder, of the divinity of all living things but 
as we grow older we lose this. So the basic questions are, ‘How can I develop and maintain my sense 
of awe and wonder, innocence, cheerfulness, joyfulness, spontaneity and enthusiasms? How can I be 
inspired by the natural world, by human achievement, and by a sense of mystery?’ 
 
5. Self-knowledge and Self-awareness 
 
All spiritual traditions have, as part of their fundamental base, a belief that people of spirit have self 
knowledge and self awareness. The basic question is, ‘How can I develop my sense of reflectiveness, 
or self-awareness, and of responsibility?’ 
 
6.      Ritual and Prayer 
 
The word ritual comes from the Latin ritus, meaning custom. All spiritual traditions and all societies 
have their own rituals for they help people have a sense of ownership and of belonging. The basic 
questions relate to the nature of ritual in the school and the home, and in community environments. 
What rituals do you observe, why and what is their impact? The same applies to prayer, which is 
common to all faith traditions. Why and when do we pray, and what do we think happens as a result 
are the key questions? 
 
7. Developing a Peaceful Environment and Harmonious Relationships 
 
This is another fundamental premise for people of spirit. For all major faith traditions it is a major 
aspiration. For young people the key questions are, ‘How can I recognise the worth of others? How 
can we develop a sense of community? How can we build harmonious relationships?’ 
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8. Creativity 
 
The faith traditions have inspired some of the greatest art, music and writings. Many people of spirit 
who are outside these traditions have also produced wonderful works. For young people and 
educators there are two basic questions, ‘How can I express myself through such forms as music, 
drama, art and writing? How can we develop imagination, intuition and insight?’ 
 
9. The Power of Laughter 
 
One feature common to many spiritual groups, whether they be within or without a faith tradition, is the 
laughter that permeates their gatherings. It is a laughter that laughs with, and not at, others. It is 
normally based upon a sense of joy and happiness and fun that comes with spiritual insight and 
intuition. For educators, the key question is, ‘How can I use this power to inform what I do, to create a 
sense of fun and joy?’ 
 
10. The Power of Love 
 
This is the foundation for all those involved in spiritual development. It is the bedrock for action and 
permeates people of faith and spirit. The term ‘love’ is not, perhaps with the exception of some faith 
schools, a concept that is widely used in mainstream schools. 

 
 
Appendix 3:  Resources that support the development of spiritual education 
 
There are a growing number of websites that support the development of spiritual capital.  These offered here 
are the result of web searches and are not endorsed by the author’s.  Surfers will form their own opinion as to 
how useful they find them but we would like to know your views.  Any comments or additions please e-mail 
maurice.coles@sdsa.net 
 

1. East-West Contemplative Dialogue - where Christian mysticism and metaphysics enters into dialogue 
with Buddhism and Hinduism. Contains a wealth of video, transcripts and articles, as well as books, 
and links to other resources. 
http://www.innerexplorations.com/ewtext/east-wes.htm 

 

2. Council for a Parliament of the World’s Religions - who exist to cultivate harmony among the world’s 
religions and spiritual communities. 
http://www.cpwr.org/ 
 

3. Buddhism and Spirituality – a structured course on Buddhism, Buddhist meditation and spirituality. 
http://www.ahs.org.uk/default.asp?ID=587&source=DHBOvertureUK&kw=spiritualit 

 

4. Faith Schools and Spirituality – a NCSL report with further think pieces. 
http://www.ncsl.org.uk/research/research_activities/research-researchactivities-faithschools.cfm 

 

5. Christian Spirituality – a free on-line education internet site with a range of available resources.  Based 
upon the DARE Project (Digital Assembly Resources for Educators). Foundation to Key Stage 2. 
http://www.nwlg.org/pages/resources/dare/home.htm 

 

6. Spirituality and Spiritual Development in Youth Work – a consultation paper from The National Youth 
Agency. 
http://www.nya.org.uk/shared_asp_files/uploadedfiles/21889bba-403e-4bb8-a93f -
314bdbd41238_spiritualitybook.pdf 

mailto:maurice.coles@sdsa.net
http://www.ncsl.org.uk/research/research_activities/research-researchactivities-
http://www.nya.org.uk/shared_asp_files/uploadedfiles/21889bba-403e-4bb8-
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7. Spirituality and Spiritual Development in Youth Work – response to the National Youth Agency 
consultation paper from the British Humanist Association, June 2005. 
http://www.humanism.org.uk/uploadedFiles/cms/store/Campaigns/splash_HR%2520and%2520ethical
%2520issues_files/ATTACHMENTS/Spirituality%20July%202005.pdf 
 

 

8. Spiritual Education Lesson Plans – a series of six books, some in the developmental phase, some 
completed, produced for an American audience but adaptable to the UK context.  Their general 
framework focuses on, and is inspired by, the fundamental teachings of the Bahai faith – the Oneness 
of God, the Oneness of Religion, and the Oneness of Mankind. 
http://www.spiritual-education.org/intro.html 

 

9. The Children and World Views Project – explores qualitative, narrative methods to investigate the 
world view of children, that is, the way they make sense of their experiences and matters which are of 
particular importance to them.  They offer a range of support including working directly with schools. 
http://www.childrenspirituality.org/ 

 

10. Education for Adult Life – the Spiritual and Moral Development of Young People - a summary report 
prepared by the School Curriculum and Assessment Authority (SCAA) 1996. 
http://www.qca.org.uk/6153.html 

 

11. Spiritual Education Page – an individual page with some famous and some not so famous websites. 
http://www.spinninglobe.net/edspiritpg.htm 

 

12. Spirituality in Adult and Higher Education ERIC Digest – an ERIC Digest which summarises recent 
literature and its relationship to adult learning. 
http://www.ericdigests.org/2002-3/adult.htm 

 

13. The Spiritual Education of Children – a simple yet quite moving article by Stephen Williamson 
stressing the nature of dialogue. 
http://motley-focus.com/spiriteduc.html 

 

14. The Findhorn Foundation – is the educational and organisational cornerstone of the Findhorn 
Community which seeks to develop new ways of living infused with spiritual values.  They have no 
formal creed or doctrine and recognise and honour all the world’s major religions.  They offer a range 
of courses, conferences and pilgrimages and have an on-line global network of light. 
http://www.findhorn.org/about_us/display_new.php  
 

15. The Rumi Forum for Interfaith Dialogue – the Rumi Forum’s mission is to foster interfaith and 
intercultural dialogue and to provide a platform for education and information exchange.  It takes its 
name from the 13th century Sufi philosopher, poet and mystic, Mawlana Jalaladdin Rumi, whose reach 
embraced all humanity as personified by his message, ‘Come, wherever you are, come …’ They is a 
section on exploring faith, an inter-faith calendar, and interaction about Rum’s life and work. 
http://www.rumiforum.org/server/index.php?option=com_frontpage&Itemid=1 

 
16. Interreligious Insight, published by the World Congress of Faiths.  It is a school venture between three 

inter-faith groups that are seeking new ways of pursuing interreligious wisdom, of establishing 
Dialogue and Engagement.  The journal aims to embody these ideals with practical examples. 
http://www.interreligiousinsight.org/index.html 

 

http://www.humanism.org.uk/uploadedFiles/cms/store/Campaigns/splash_HR%25
http://www.rumiforum.org/server/index.php?option=com_frontpage&Itemid=1
http://www.interreligiousinsight.org/index.html
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17. Meditation for Children – an article by Anna Selby about the nature and usage of meditation, in part 
based upon an interview with Derek Cassells, Headmaster of the Maharishi School in Lancashire. 
http://www.ivillage.co.uk/print/0,,530733,00.html 

 
Where to find out more 
 
Journals 
 
There are a number of journals that support the development of spiritual capital, particularly when it comes to 
children.  Some offer free downloads, others have to be purchased. 
 
1. International Journal of Children’s Spirituality – provides an international, inter-disciplinary and multi-

cultural forum for those involved in research and development of children’s and young people’s 
spirituality. 
http://www.tandf.co.uk/journals/journal.asp?issn=1364-436X&linktype=1 

 
2. Buddhist – Christian Studies -  
 http://muse.jhu.edu/images/journals/coverImages/bcscoversmall.gif 
 
 
Books 
 
Interestingly, and perhaps surprisingly there is not a huge range of practical materials available that support 
schools and young people in developing techniques which will support their spiritual development.  Below are 
listed several that attempt to help schools in this quest: 
 
STILLING:  A Pathway for Spiritual learning in the National Curriculum by Michael Beesley (2003).  Available 
from, ‘The Salisbury Diocesan Board of Education, Audley House, 97 Cane Street, Salisbury SP1 2A.  
Telephone: 01722 411977. 
This short but useful publication includes a definition of stilling, guided imagery, and guided fantasy.  It 
provides a number of useful practical steps that teachers can employ some script to use, and stage in 
development. 
 
MEDITATION IN SCHOOLS – CALMER CLASSROOMS by Clive and Jane Erricker (editors), main 
contribution: Gina Levete published by Continuum (2001), ISBN 0-8264-4976-X.  
Written as a resource and practical guide for teachers, this book is divided into four parts.  The first introduces 
meditation, explains its benefits, and identifies different types of practice.  The second outlines where and how 
meditation is currently practised education.  The third identifies ways of using meditation and other related 
practices; and the final part gives further reading and useful addresses. 
 
MEDITATING WITH CHILDREN:  THE ART OF CONCENTRATION AND CENTERING by Deborah Rosen 
published by Balder Creek, Calif Planetary Publications. 
 
REFLECTION TIME – developing a reflective approach to teaching and learning by Linda White, published by 
The National Society (2000), ISBN 0-7151-49369. 
This book is the product outcome of a year’s action research involving one class of Y1 and Y2 children in an 
urban infant school in the East Midlands.  White describes the benefits of using the reflective approach, 
outlines various models of reflection, and extrapolates some of the key learning to the wider school curriculum 
and environment.  It is a short but practically useful book. 
 
POETRY FOR THE SPIRIT:  Poems of Universal Wisdon and Beauty edited by Alan Jacobs, published by 
Watkins (2002), ISBN 1-84293-154-0.   

http://www.ivillage.co.uk/print/0,,530733,00.html
http://muse.jhu.edu/images/journals/coverImages/bcscoversmall.gif
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Jacobs, a retired businessman has put together a huge anthology of spiritual poetry.  The poems span all ages 
from the very early mystics more than 4000 years ago, though to the end of the twentieth century.  Arranged 
chronologically, this is a wonderful resource for teachers who can draw on every age and every spiritual and 
cultural tradition. 
 
EDUCATION FOR SPIRITUAL, MORAL, SOCIAL AND CULTURAL DEVELOPMENT edited by Ron Best 
published by Continuum (2000), ISBN 0-8264-4802-X. 
Best sets the historical and present context for developing SMSC.  A series of separate chapters cover a 
range of key issues that surround this somewhat contentious area.  Jonathan Roberts provides some practical 
ways for developing SMSC, Jack Priestly describes a paradigm for discerning the spiritual dimension, and 
Marianne Talbert offers ways of developing SMSC. 
 
SPIRITUAL, MORAL, SOCIAL AND CULTURAL EDUCATION: EXPLORING VALUES IN THE CURRICULUM 
edited by Stephen Bigger and Erica Brown, published by David Fulton (1999), ISBN 1-853466-593-3.  The 
book aims to explore how the primary and secondary school curriculum can contribute to SMSC and thereby 
contribute to improving school ethos.  A range of authors explore each area of the National Curriculum and, 
offer theoretical and practical insights based upon spiritual and other dimensions.  A useful, practical and 
enlightened tome. 
 
SPIRITUAL EDUCATION – Literary, Empirical and Pedagogical Approached edited by Cathy Ota and Clive 
Erricker, published by Sussex (2005). 
This is the third volume in the series on Spirituality and Education published by Sussex.  It aims to disseminate 
research and debate on spirituality within education and the humanities.  It is particularly concerned with the 
spiritual growth of children and young people, and ways in which that can be addressed in educational 
establishments.  Its first section, Empirical Approaches provides qualitative and quantative research data both 
in the UK and elsewhere.  The second part, Literacy Approaches, draws on a range of writing and literature 
across differing genre and disciplines.  The book ends with Pedagogical Approaches which provides some 
useful insight into definitions and OfSTED’s requirements.  An academic tome which offers some practical 
insights and helps clarify the debate. 
 
SPIRITUAL EDUCATION:  Cultural, Religious and Social Differences edited by Jane Erricker, Cathy Ota and 
Clive Erricker, published by Sussex (2001), ISBN 1-902210-60-3.  T 
This is the first in the series on Spirituality in Education.  It is divided into three sections:  Religious and 
Theological Approaches, Psychological and Anthropologic Approaches, and finally pedagogical approaches. 
 
EDUCATION AND THE SOUL:  TOWARD A SPIRITUAL CURRICULUM by John P. Miller, State University of 
New York (2000), ISBN 0-7914-4342-6 -900000.   
The book explores the nature of the soul and offers teaching/learning approaches that can be used to nurture 
the development.  Miller writes of ‘a curriculum for the inner life’, of meditation, and of arts education and the 
soul. He describes the soulful school and the soulful teacher and ends with an explanation as to how we can 
bring soul into our teachings in the life of the school. 
 
TEACHING MEDITATION TO CHILDREN:  A PRACTICAL GUIDE TO THE USE AND BENEFITS OF 
MEDITATION TECHNIQUES, by David Fontana and Ingrid Slack, published by Harper Collins. 
This book contains a rationale for meditating and a range of aged related practical techniques for use with 
children. 
 
ONENESS: GREAT PRINCIPLES SHARED BY ALL RELIGIONS, by Jeffrey Moses, published by Ballantine 
(2002) ISBN 0345-45763-3. Over a long period of time, Moses has identified and collected sixty four great 
central principles shared by all religions. As he writes, 'when their inherent similarities are revealed, the 
collected wisdom of the world’s religions shows a profound “oneness" of the human spirit. When placed side 
by side-with surpassingly similar wording in many instances-the essential beliefs shared by all religions …have 
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the overwhelming effect of creating unity.’ (P.xi-xxii. Moses outlines these universal principles, like the Golden 
Rule, Love thy Neighbour, Honour thy father and mother, Speak Truth and It is more blessed to Give than 
Receive, and provides one or more quotes from each of the faith scriptures. 
 
RECLAIMING GOODNESS: EDUCATION AND THE SPIRITUAL QUEST, 
by Hanan A. Alexander, published by University of Notre Dame Press (2001) ISBN 0-268-04003-6.  ‘This 
book,’ writes the author ‘is about the spiritual awakening of recent decades and its relation to education and 
democracy.’  He argues from the premise that sound models for achieving both spiritual fulfilment and the 
‘good life’ are lacking in contemporary culture. This readable yet academic book provides a clear rationale for 
rediscovering our spirituality as an integral part of our education. For Alexander, spirituality requires that we 
seek to ‘discover our best selves in learning communities devoted to a higher good.’  For this to be achieved 
liberal education has to be re-discovered. 
 
Other books 
 
‘Creative Visualisation With Children’, Jennifer Day published by Element (1994), ISBN -85230-469-3. 
 
‘Don’t Just Do Something, Sit There; Mary Stone, published by Religious and Moral Education Press (1995), 
ISBN 1-85175-105-X (See catalogue note). 
 
‘People Need Stillness’, Wanda Nash, published by Darton, Longman and Todd (1992), ISBN 0-232-51971-4. 
 
 Teaching About God and Spirituality – (see catalogue note to be included) 
 Faith and Commitment Series (see catalogue note to be included) 

Questions of Truth 
 

Appendix 4: Organisations and Funding Streams that promote inter-faith work 
 
1) Organisations:  

 

               Alif Aleph (British Muslims and British Jews)  

      The Burnley Project  

      Charity Commission: listening to faith-based charities  

      Christian-Muslim Forum  

      Christians Aware Faith Awareness Programme  

      Council of Christians and Jews (CCJ) founded 1942  

      Covering Kids & Families  

      
Diversity and Dialogue: Using local and global issues to build understanding between young 
people of different faiths and backgrounds  

      Diversity Hub: Building Community Cohesion  

      Faith Based Regeneration Network UK (FbRN)  

      Inner Cities Religious Council (ICRC), Office of the Deputy Prime Minister  

      Inservice Training and Educational Development  

      Inter-Faith Network for the UK  

      International Association for Religious Freedom  

      International Association for Religious Freedom (British Chapter)  

      International Inter-Faith Centre Oxford  

      Member Bodies of the Inter-Faith Network  

      Minorities of Europe  

      The Multi-Faith Centre, University of Derby  

 

http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=86
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=179
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=87
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=180
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=74
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=79
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=6
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=108
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=108
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=104
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=89
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=81
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=92
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=16
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=103
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=84
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=73
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=83
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=72
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=181
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      National Youth Agency (NYA)  

      Professional Council for Religious Education  

      Race, Cohesion, Equality and Faith Directorate (Home Office Communities website)  

      Religions for Peace UK  

      St Ethelburga's Centre for Reconciliation and Peace  

      Three Faiths Forum Promoting Inter-Faith Harmony  

      Tolerance International  

      United Religions Initiative  

      Volunteering England Faith and Voluntary Action: communities, values and resources (£9)  

      World Congress of Faiths: Inter-Religious Insight  

      World Congress of Faiths  

  

2) Funding streams: 

  

      Faith Communities Capacity Building Fund (2005 round now closed)  

      Community Champions Fund  

      Community Fund  

      Connecting Communities Plus Grants (Home Office)  

      British Council Connecting Futures  

      Alma Royalton-Kisch Trust  

      Community Development Foundation (CDF)  

      Church Urban Fund  

      Calouste Gulbenkian Foundation  

      Culham Institute Promoting & Supporting religious education  

      DFID Development Awareness Fund  

      Esmée Fairbairn Foundation  

      Duke of Edinburgh's Award in the UK  

      Fundfinder  

      Grantsforindividuals.org.uk  

      Partnership Development Project  

      Joseph Rowntree Charitable Trust  

      Media Trust: Helping Charities Communicate  

      Millennium Volunteers (MV)  

      National Youth Agency: Grants for Youth Groups List 2006  

      National Association for Voluntary and Community Action (NAVCA)  

      Wrekin Trust  

      Youth Funding Guide  

      Scarman Trust  
 

 

 

http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=82
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=182
http://richardbonney.co.uk/fcp/index.php?option=com_weblinks&task=view&catid=13&id=80
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