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ABSTRACT 

The f i r s t s e c t i o n of the t h e s i s provides an i n v e s t i g a t i o n of 
the t h e o r e t i c a l background which has been i n f l u e n t i a l f o r 
t h e o r i e s concerning the nature of childhood and the r o l e of 
metaphor i n the communication process. The an a l y s i s begins by 
examining the w r i t i n g s of Rousseau, moving t o an i n v e s t i g a t i o n of 
the p o s i t l v l s t movement and the s i g n i f i c a n c e of both f o r the work 
of Jean Plaget. The f i n a l chapter of the sec t i o n provides 
discussion of t h e o r i e s of metaphor. I t i s shown how p o s i t i v i s m 
has been i n f l u e n t i a l i n forming narrow perceptions which, by 
l i m i t i n g d e f i n i t i o n s t o those based on s u b s t i t u t i o n t h e o r i e s , has 
obscured the wider s i g n i f i c a n c e of metaphor f o r thought and 
values formation. A new theoi-y of metaphor i s then presented. 

In the second s e c t i o n data i s analysed which suggests the 
experiences and concerns of childhood do not d i f f e r s i g n i f i c a n t l y 
from those of adu l t s : the d i f f e r e n c e i s one of content, r a t h e r 
than v a r i e t y . Basic metaphorical s t r u c t u r e s are found t o 
und e r l i e the way i n which people - c h i l d r e n and a d u l t s - reason 
i n attempts both t o understand and formulate values and know­
ledge. The s i g n i f i c a n c e of metaphorical mapping networks i n 
thought processes i s examined. The f i n a l chapter of the section 
provides data a n a l y s i s which i n v e s t i g a t e s c h i l d r e n ' s a b i l i t y t o 
lea r n how t o i n t e r p r e t and create novel metaphors, which can 
en r i c h t h e i r t h i n k i n g and language beyond conventional usage. 

The s i g n i f i c a n c e of the t h e o r e t i c a l background analysed i n 
the opening s e c t i o n l i e s i n the encouragement i t gave t o 
misleading assumptions concerning childhood and the l e a r n i n g 
process. R e l i g i o u s education i n primary education i s examined as 
an example of t h i s , focusing on the work of Goldman which was 
based on Piage t l a n theory. His conclusions are examined 
c r i t i c a l l y and compared w i t h a n a l y s i s of data c o l l e c t e d i n the 
primary classroom. I t i s argued t h a t Goldman accepted Plaget's 
t h e o r i e s u n c r i t i c a l l y and when he applied them t o r e l i g i o u s 
education, they c o n t r i b u t e d t o serious underestimatioas being 
made of p u p i l s ' a b l M t y f o r learning--to understand the 
s i g n i f i c a n c e of r e l i g i o n f o r everyday l i f e . Recommendations 
include the urgent need f o r a reassessment of expectations of 
primary school c h i l d r e n ' s i n t e l l e c t u a l , c r e a t i v e capacity and the 
necessity of s e l e c t i n g lesson m a t e r i a l which, w h i l s t beginning 
w i t h t h e i r d a i l y concerns and i n t e r e s t s , extends c h i l d r e n ' s 
thought and r e f l e c t i o n beyond both. 
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INTRODUCTION 

VALUES LEADING TO KNOWLEDGE: SOME OPPOSING 
PERSPECTIVES 

0.00 The Debate. 

Debate concerning values occupies the a t t e n t i o n of 

government, r e l i g i o u s bodies, academic p u b l i c a t i o n s , 

c u r r i c u l u m m a t e r i a l s f o r schools, the media and popular 

opinion g e n e r a l l y . P u b l i c a t i o n s by the National Curriculum 

Council (1993) and OFSTED (1994) i d e n t i f y values as being 

l i n k e d c l o s e l y w i t h p u p i l s ' s p i r i t u a l , moral and c u l t u r a l 

development, the I n t e r e s t shown r e f l e c t i n g current concerns 

t h a t thought on these issues r e q u i r e s c l a r i f i c a t i o n . That i n 

the eyes of some prominent leaders values held by soc i e t y 

g e n e r a l l y are p r e s e n t l y causing great consternation and alarm 

i s e x e m p l i f i e d by the Archbishop of Canterbury's c a l l f o r a 

major debate i n t o the nation's s p i r i t u a l and m o r a l . l i f e 

(reported on B.B.C. t e l e v i s i o n , 5 t h July, 1996). 

Whenever violence takes place - p a r t i c u l a r l y against the 

innocent - the question of values i s drawn i n t o subsequent 

discussion, whether n a t i o n a l l y or l o c a l l y . There seem t o be 

two d i s t i n c t v a r i e t i e s of values, namely those which 

c o n s t i t u t e a c r i m i n a l act i f offended against, w h i l s t others 

include moral misdemeanours which, although not c r i m i n a l acts 

i n themselves, are nevertheless frowned upon by some as being 

unhelpful - perhaps even harmful - p a r t i c u l a r l y f o r the 

unsuspecting. 
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Both types of value were operating i n the f o l l o w i n g 

i n c i d e n t which i s u n l i k e l y t o reach n a t i o n a l headlines. I t 

concerns a young woman who was r e c e n t l y found g u i l t y of 

docto r i n g National L o t t e r y scratch cards, w i t h the r e s u l t t h a t 

every time she entered her l o c a l newsagents' shop she claimed 

a p r i z e (.News Guardian, 20th June, 1996). Her punishment was 

a f i n e of £160, one hundred and twenty hours community service 

and s i x months on probation. This lady was g u i l t y of breaking 

the r u l e s of the gane and as a r e s u l t had t o be punished. A 

fundamental value of the a c t i v i t y had been contravened. An 

element of unfairness towards other gamblers would have been 

permitted i f her conduct had not been condemned. 

The second type of value i s q u i t e d i f f e r e n t because i t 

cannot be broken i n the sense t h a t there i s no r u l e against 

buying s c r a t c h cards and gambling one's own money. However, 

the game could be deemed imnoral by some who saw an e x p l o i t ­

a t i o n of vulnerable members of s o c i e t y by the encouragement 

given t o gamble. The temptation of huge amounts of money as 

pr i z e s , leading t o u n r e a l i s t i c , romantic notions of how 

winning would enhance l i f e ' s q u a l i t y could lead t o 

i r r e s p o n s i b l e a t t i t u d e s generally. The p o i n t being suggested 

i s t h a t , however a t t r a c t i v e romantic ideas might be concerning 

what would be wonderful r a t h e r than probable the world w i l l 

r e t a i n i t s own reality ( B a b b i t t 1962 e d i t i o n : 18). Those 

imbued w i t h romantic notions w i l l be vulnerable i n the face of 
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t h i s r e a l i t y and c e r t a i n t o become, e i t h e r d i s i l l u s i o n e d , wiser 

or l o n g - s u f f e r i n g . 

This t h e s i s i s concerned w i t h the second type of values 

d e f i n i t i o n , values of the type which are not enforced by law 

and yet which, i f not recognised and understood, can Influence 

and determine the way I n which s o c i e t y operates, o f t e n w i t h 

d i s a s t r o u s r e s u l t s both c o r p o r a t e l y and personally. 

What has been found of p a r t i c u l a r s i g n i f i c a n c e throughout 

t h i s research i s growing i n s i g h t i n t o how values dominate 

understanding and exert i n f l u e n c e i n ways which can be 

deceptive because of t h e i r c o n d i t i o n i n g powers, p a r t i c u l a r l y 

i f - even i f they have faced r i d i c u l e - they manage t o 

survive by masquerading i n the disguise of some more outwardly 

seductive dogma, c r e a t i n g havoc f o r as long as they reign. 

0.01 The Quest^qn pf PefAnitloRS-

a) Vales and Logic, 

D e f i n i n g values i s , apparently, a very d i f f i c u l t task. 

They have been argued as being, f o r example, t h i n g s which 'are 

good i n themselves' (Halstead 1996: 5 ) , ' q u a l i t i e s of things' 

(Dunlop 1996: 69), 'personal autonomy, respect f o r persons, 

I m p a r t i a l i t y and p u r s u i t of t r u t h ' (Relss 1996: 93), w h i l s t 

B a b b i t t i n d i c a t e s t h a t f o r those Influenced by C^artesian 

Dualism: 

anything t h a t i s not susceptible of c l e a r proof i n 
t h i s l o g i c a l and almost.mathematical sense-Is t o be 
r e j e c t e d (1962: 35). 



12 

For the e m p i r i c i s t , t h e r e f o r e , the d e f i n i t i o n s suggested above 

would face immediate r e j e c t i o n on. the basis of t h e i r o r i g i n s 

i n o pinion and bias, r a t h e r than o b j e c t i v e t r u t h . 

The debate i s f u r t h e r complicated by considering the 

r e l a t i o n s h i p between values and v i s i o n s , i n the sense of 

assuming ' v i s i o n ' i n t h i s context as implying ' i n s i g h t ' . 

Ungoed-Thomas C1996: .143/154) provides an i n t e r e s t i n g 

discussion concerning the necessity f o r schools t o have 

v i s i o n . He quotes I r i s Murdoch: 

we can only move pr o p e r l y i n a world t h a t we can see, 
and what must be sought f o r i s v i s i o n (Ungoed-Thomas 

1996: 146). 

This remark I s developed I n the context of the school, 

where i t i s stressed t h a t , i n educational matters, ' v i s i o n ' 

needs t o be i n t e r p r e t e d as a 'high word' (Ungoed-Thomas 1996: 

146). However the question which a r i s e s concerns what t h i s 

'high v i s i o n ' i m p l i e s , by whom, f o r whom and f o r what 

purposes. As i s w e l l known, v i s i o n s leading t o the 

fo r m u l a t i o n of various i n t e l l e c t u a l movements c o n t r i b u t e d t o 

the necessary a u t h o r i t y on which the philosophy of Nazism was 

based ( f o r example, see discussion concerning the research of 

Blumenbach, i n Bronowski 1976: 367). 

H i t l e r , no doubt, believed himself t o be possessed by 

high v i s i o n i n h i s e x a l t e d plans f o r the Arian people, and 

yet, perhaps because of flaws i n the t h e o r e t i c a l bases used 

f o r h i s plans, coupled w i t h d i s t o r t e d t h i n k i n g , the t h r e a t 
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from Communism and the capacity of some f o r sheer b r u t a l i t y , 

his v i s i o n produced s u f f e r i n g and misery throughout the world. 

I n t e l l e c t u a l movements can be, at the worst, manipulated 

and, a t the best, remodelled i n order t o b r i n g about s o c i a l 

and economic change. However, no matter how persuasive they 

might seem t o be t h e i r l o g i c ought never t o be accepted as a 

guarantee of t h e i r r e a l i s t i c basis, as the reasoning of the 

creatures I n Lewis C a r r o l l ' s Alice's Adventures in Wonderland' 

makes clear . I f beginning from f a l s e premises, however 

l o g i c a l arguments might appear, t h e i r conclusions cannot be 

r e a l i s t i c and t h e r e f o r e t h e i r p o t e n t i a l f o r proving p o s i t i v e 

f o r general well-being must be extremely l i m i t e d , 

b) The Identification of Values. 

A fundamental question which a r i s e s from the above 

discussion i s how. f a r i t i s possible t o discern whether values 

do o r i g i n a t e from f a l s e premises, t r u e premises or whether, 

indeed, there i s an o b j e c t i v e r e a l i t y from which values 

emanate and against which they can be judged. I n other words, 

are a l l values merely s u b j e c t i v e , matters of f e e l i n g s and 

emotions which have come c r y s t a l i s e d as b e l i e f s , or could 

there be a middle p o s i t i o n (as discussed, f o r example, i n 

Halstead 1996: 5/6), Therefore the problem p e r s i s t s i n t h a t 

some t h i n k e r s continued t o assert t h a t : 

a teacher has a duty t o give h i s own opinion, but t o 
t o give i t as an opinion, or as a matter of 
f a i t h (Varnock 1996: 50). 
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For those who have accepted a p o s i t i v i s t view of r e a l i t y , 

and others who have b l i n d l y been i n i t i a t e d i n t o one, there i s 

no choice, since f o r them only t h a t which can be proved t o be 

n e u t r a l and value-free has t r u e o b j e c t i v i t y (see pages 58/59). 

Values then q u i c k l y become r e l a t i v i s e d : since they are not 

e m p i r i c a l l y v e r i f i a b l e they must be opinions and b e l i e f s and 

since, on t h i s account they are t o t a l l y s u b j e c t i v e , who i s t o 

say t h a t one person's opinion i s more t r u e than t h a t of 

someone else, or t h a t one form of c i v i l i z a t i o n i s more 

enlightened than.another ( f o r discussion, see Warnock 1996: 

47/48; Watson 1994b: 136/143; Hulmes 1994: 19/24; Kenworthy 

1994: 81/83). From t h i s stance the advocation of n e u t r a l i t y 

a r i s e s , although Hulmes has shown t h i s . t o c o n s i s t of a stance 

i n i t s e l f which produces i t s own p a r t i c u l a r l y s i n i s t e r 

e f f e c t s (Hulmes 1979: 10). 

However, the very f a c t t h a t discussion takes place and 

opinions are expressed suggests t h a t there i s something 

underlying the subject.under I n v e s t i g a t i o n . The problem seems 

t o be t h a t i n t a l k about non-empirical matters, when people 

have d i f f e r e n t views about the same subject an a d d i t i o n a l , 

misleading deduction enters the debate, t h a t f o r example, 

' r e l i g i o n i s f a l s e ' , 'values are only man-made'. In other 

words, i n s i g h t s are confused w i t h f a n t a s i e s , c r e a t i v e i n s i g h t 

i s confused w i t h romantic i l l u s i o n . The problem seems t o be 

i n managing t o discern between the two p o l a r i t i e s , and a 
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possible way forward could be, r a t h e r than discussion 

comprising a mere exchange of opinions, (see Halstead 1996: 10 

f o r discussion on the Values C l a r i f i c a t i o n Approach) t o open 

up f o r examination the assumptions underlying opinions. A 

means by which t h i s could be approached has been suggested by 

advancing C r i t e r i a f o r Discernment, several of which c i t e 

human experience and r e f l e c t i o n on i t as c e n t r a l t o judgement 

(Vatson 1993: 102/103). 

0. 02 The CpmnynjlQatlQn Goatrpversy. 

a) Two Kinds of Truth?. 

A f u r t h e r problem inherent i n values i s how they can best 

be communicated. Central t o t h i s question i s the nature and 

r o l e of metaphor which, i n t h i s research, i s defined as the 

innate human propensity, communicated through language, f o r 

using f a m i l i a r phenomena and e x i s t i n g concepts i n the process 

of attempting t o accommodate new experiences w i t h i n e x i s i t i n g 

thought networks (page 114). 

However, t h i s theory I s c o n t r o v e r s i a l . For those 

i n f l u e n c e d by p o s i t i v i s m (pages 95/102) statements are deemed 

to be e m p i r i c a l l y respectable i f communicating ' l i t e r a l 

meaning', w h i l s t other types of statements are deemed I n f e r i o r 

i n t h a t they i n d i c a t e something possessed of only 

'metaphorical' or ' f i g u r a t i v e ' meaning (pages 101/102). 

Metaphorical meaning i s somehow considered t o be d i s t i n c t i v e 

from, and i n f e r i o r , t o non-metaphorical meaning. Again there 
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a r i s e s the assumption t h a t there e x i s t d i f f e r e n t kinds of 

t r u t h which can be understood as the d i f f e r e n c e s between 

' f a c t s ' and 'opinions', the former appertaining t o ' l i t e r a l 

meaning' w h i l s t the other i s an appropriate l a b e l f o r 

'metaphorical* t r u t h (page 99). The f a l s i t y of t h i s 

assumption becomes apparent i f the t r u t h of the statement 'she 

worked very l a t e i n t o the n i g h t ' i s compared w i t h 'she burnt 

the midnight o i l ' . A d d i t i o n a l l y i t i s tru e t o say t h a t not 

a l l metaphors have ' l i t e r a l ' meanings (page 97), The question 

which could s e n s i b l y be asked resembles 'How many layers of 

meaning does the metaphor suggest*, i n f e r r i n g t h a t continued 

r e f l e c t i o n could be necessary t o penetrate a p a r t i c u l a r l y 

profound i n s i g h t . 

Associated w i t h t h i s confusion are such statements as *a 

mere metaphor' (page 99/100) which c o n t r i b u t e t o misunder­

standings of the whole metaphorical communication process by 

f a i l i n g t o d i s t i n g u i s h between the t r u t h which i s s i g n i f i e d 

and the metaphor through which i t i s expressed (pages 100; 

211). 

b) Metaphor and Education 

Confusions of the type discussed b r i e f l y above have l e d 

t o misconceptions concerning the r o l e of language i n the 

l e a r n i n g process and, perhaps more s i g n i f i c a n t l y f o r 

education, t o delusions concerning the apparent i n a b i l i t y of 
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pre-adolescent c h i l d r e n f o r engaging w i t h i t s use ( f o r 

example, Goldman 1964: 1965). Denials t h a t r e l i g i o u s i n s i g h t 

can be communicated e f f e c t i v e l y by ' l i t e r a l ' expression, 

u n i t e d w i t h the opinion t h a t the B ible i s l a r g e l y 'the 

language of poetry', when l o g i c a l l y developed l e d t o the 

recommendation t h a t much of the B i b l e should be withheld from 

primary school Religious Education (page 212). 

The problem stemmed, o r i g i n a l l y , from misunderstandings 

concerning metaphor which s e r i o u s l y l i m i t e d d e f i n i t i o n s of i t s 

use t o p o e t i c , c r e a t i v e expression, w h i l s t the huge 

metaphorical system which u n d e r l i e s everyday conception, 

language use and values has remained l a r g e l y undiscovered 

u n t i l recent decades (pages 105/114). 

The discovery of t h i s conceptual, metaphoric system has 

increased understanding of the r o l e of metaphor i n i n f l u e n c i n g 

concepts, values and the I n s i g h t s from which knowledge 

develops, p a r t i c u l a r l y i n perception of the dangers associated 

w i t h conceiving ideas and t h e o r i e s according t o only one 

conceptual metaphor. For example, Prlng (1966: 104/111) and 

H u l l (1996: 39) r e f e r t o the conceptual metaphor 'education i s 

business' when i d e n t i f y i n g the dangers of t h i n k i n g of 

education as a producer and the p u p i l as i t s product, w h i l s t 

Halstead (1996b: 27) makes use of the metaphor when w r i t i n g of 

schools being judged by t h e i r ' q u a n t i f i a b l e outputs' (Halstead 

1996: 27). Edwards (1996: 178) does l i k e w i s e by suggesting 
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teaching provides a ' q u a l i t y of exchange t h a t i s c r u c i a l * . 

There e x i s t s another area of confusion, however, which has 

been c a l l e d the 'conduit metaphor' (pages 76; 161;/162). As 

Reddy (1993) has warned, t o perceive words as the c a r r i e r s of 

exact meanings which can be passed from one person t o another, 

or stored i n books or other recorded form, i s t o deny the 

n a t u r a l l y c r e a t i v e nature of people ( f o r discussion, see 

Merttens 1996: 196/199). The f a c t t h a t words undergo a 

constant process of i n t e r p r e t a t i o n , adaptation and c r e a t i v e 

a p p l i c a t i o n both i n d a i l y discourse, academic study and debate 

emphasises Reddy's theory. To glance a t any s i n g l e netaphor 

created by Shakespeare, f o r example, and t o consider various 

possible i n t e r p r e t a t i o n s i l l u m i n a t e s t h i s point: 

the spring, the summer, 
The c h i l d i n g autumn, angry winter, change 
Their wonted l i v e r i e s . 

(A Midsummer Night's Dream, 2.1.111). 

As suggested above, the task i s not so much one of 

discov e r i n g the meaning as i t c o n s i s t s of searching f o r 

I n s i g h t s i n t o new possible meanings. I t i s i n t h i s way 

knowledge develops through .continuing i n s i g h t s . 

0.03 Values and Perceptions of Childhood 

Mentioned b r i e f l y above, and i n much greater d e t a i l i n 

chapters two and seven, are notions of childhood which 

consider t h i s phase i n human development as a 'stage' towards 

greater personal autonomy (page 70/71). The l o g i c a l 
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i m p l i c a t i o n of t h i s i s t o view childhood ( p a r t i c u l a r l y before 

adolescence) as a time of preparation f o r when t r u e 

enllghteniient w i l l dawn, t h a t i s when l i t e r a l i s m gives way t o 

l o g i c a l , s c i e n t i f i c t h i n k i n g (page 201), although the dangers 

inherent i n t h i s outlook r e s t on assumptions which are 

extremely f r a g i l e (pages 63/64). 

Nevertheless, l a r g e l y because of the t h e o r i e s of Jean 

Piaget (pages 70/71), notions have developed t h a t childhood 

represents an i n t e l l e c t u a l l y I n f e r i o r period t o a d u l t ­

hood, characterised by r e s t r i c t e d a b i l i t i e s - f o r example i n 

the f a c i l i t y t o understand more s o p h i s t i c a t e d forms of 

language use (Piaget 1959), a p o i n t which was developed by 

Goldman (1964; 1965) and applied d i r e c t l y t o Religious 

Education, one of the few areas of the educational curriculum 

not i n v e s t i g a t e d by Piaget himself (pages 211/214). 

I t i s i n the work of Jean Piaget that, the two opposing 

i n t e l l e c t u a l movements mentioned throughout t h i s chapter f i n d 

u n i t y , t h a t i s p o s i t i v i s m and romanticism (pages 69/79). 

Their i n t e r t w i n i n g strands provide a disguise e f f e c t i v e enough 

t o shroud the t r u e i n t e l l e c t u a l capacity of c h i l d r e n , leading 

t o the observation t h a t : 

too o f t e n c h i l d r e n come home from primary school 
p r a t t l i n g of r a i n f o r e s t s or the ozone layer, f u l l 
of r i g h t e o u s i n d i g n a t i o n , but, n a t u r a l l y , without any 
understanding of the p o l i t i c a l or economic compli­
c a t i o n s of the subject (Varnock 1996: 50). 

Rousseau's theory of the Noble Savage continues t o exert 
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power and Influence over perception and opinion, e n j o y i n g both 

the Piagetlan, empirlcaK^dlsgulse ln^*(hich i t l u r k s and the 

• powerful, matgnetic mysticism which provides the adhesion 

between two opposing perspectives, both of which have l e d t o 

serious, damaging and Inaccurate t h e o r i e s concerning the world 

of childhood (pages 79/80). 

0.04 The Scope of the Research. 

The foregoing provides a glimpse of the focus of t h i s 

t h e s i s . I t s primary i n t e n t i o n i s t o i n v e s t i g a t e the 

i n t e l l e c t u a l c apacity of the pre-adolescent schoolchild, 

examining I n some d e t a i l the c l a i n s of Jean Piaget and the 

Inheritance by the educational world of h i s the o r i e s (although 

they were never intended f o r t h i s d e s t i n a t i o n ) , a burden which 

p o l i t i c i a n s and others are c u r r e n t l y attempting t o understand. 

The i n v e s t i g a t i o n necessitated b r i n g i n g i n t o i t s o r b i t 

other associated t o p i c s , f o r example the i n t e l l e c t u a l 

movements of p o s i t i v i s m and romanticism which both h e a v i l y 

c o n t r i b u t e d t o a c e n t r a l and major misunderstanding of the 

human c o n d i t i o n . Both of these movements enabled e a r l i e r 

t h e o r i e s of metaphor, p a r t i c u l a r l y those developed during the 

Middle Ages concerning the f i g u r a t i v e - l i t e r a l d i s t i n c t i o n , t o 

gain greater s i g n i f i c a n c e and complicate the r e s u l t i n g 

confusion of how c h i l d r e n t h i n k , l e a r n and develop concepts. 

This opening s e c t i o n I s followed by a synopsis of the 

chapters of the t h e s i s . 
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0.05 Analysis of Chapters. 

CHAPTER OUE: This chapter presents an i n t r o d u c t i o n t o the 

o r i g i n s of the research and the environmental background of 

the school where the research took place. Information i s 

presented concerning the m a t e r i a l from which the a d u l t 

informants' w r i t i n g was derived. The research design and 

methodology are presented. Character sketches of the c h i l d 

informants are provided. 

CHAPTER TVO: an a l y s i s i s provided of the t h e o r e t i c a l 

background t o the study. , The in f l u e n c e of w r i t i n g s of 

Rousseau as expressed i n Emile (1979 e d i t i o n ) , and the 

s i g n i f i c a n c e of e m p i r i c a l p o s i t i v i s m on European thought i s 

suimnarized, s p e c i f i c a l l y the r e l a t i o n s h i p between p o s i t i v i s m 

and the t h e o r i e s of Jean Ptaget. 

CHAPTER THREE: i n t h i s chapter t h e o r i e s of metaphor are 

presented. The f u n c t i o n of metaphor as described by c l a s s i c a l 

w r i t e r s i s analysed and compared w i t h the w r i t i n g s of 

em p i r i c a l p o s l t i v l s t s , whose work i s shown t o have influenced 

perceptions of metaphor u n t i l recent decades. Contemporary 

t h e o r i e s of metaphor are then discussed which perceive 

metaphor i n three categories: f i r s t l y , conventional metaphor 

which has i n t r a d i t i o n been assumed t o be 'dead', secondly 

novel metaphor, t h a t i s metaphor t r a d i t i o n a l l y understood as 

' f i g u r a t i v e language' and t h i r d l y conceptual metaphors, 
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networks of perceived r e l a t i o n s h i p s and patt e r n s which 

comprise the base f o r conceptual development. 

CHAPTER FOUR: the a s s e r t i o n s of Rousseau and Piaget t h a t 

s i g n i f i c a n t d i f f e r e n c e s e x i s t between the way i n which 

c h i l d r e n , on the one hand, and ad u l t s on the other, perceive 

l i f e as d i f f e r e n t , are examined by an i n t e r p r e t a t i o n of data 

which comprises selected l i f e events as perceived by both 

c h i l d and a d u l t Informants as being important. The data 

a n a l y s i s i n f e r s t h a t w h i l s t the experiences i d e n t i f i e d as 

being p e r s o n a l l y s i g n i f i c a n t were not d i f f e r e n t i n v a r i e t y , 

they were i n content. This d i f f e r e n c e i s r e f l e c t i v e of the 

v a r i e t i e s o f r e s p o n s i b i l i t i e s faced by adu l t s and c h i l d r e n , 

but where a d u l t s show Inadequacies i n dealing w i t h t h e i r 

r e s p o n s i b i l i t i e s , there i s evidence t h a t c h i l d r e n w i l l 

o c c a s i o n a l l y attempt t o shoulder them. 

CHAPTER FIVE: t h i s chapter a p p l i e s contemporary t h e o r i e s of 

metaphor t o w r i t i n g produced by both a d u l t and c h i l d 

informants. Conventional metaphor ( t r a d i t i o n a l l y c a l l e d 'dead 

metaphor') I s shown t o comprise a large p r o p o r t i o n of 

everyday, conventional language use. The l i m i t a t i o n s of 

conventional metaphor f o r extending thought from f a m i l i a r 

phenomena t o new i n c r e a t i v e ways are discussed. 

CHAPTER SIX: t h e o r i e s concerning the importance of novel 

metaphor as a means by which r e f l e c t i o n on experiences can 

become more profound are analysed, and th e o r i e s concerning how 
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novel metaphors work a t both conceptual and communication 

l e v e l s are presented. A second data c o l l e c t i o n i s then 

I n t e r p r e t e d and t h e o r i e s presented concerning the extent t o 

which teaching can help c h i l d r e n extend t h e i r use of 

conventional ntetaphor t o novel metaphors, and the value of 

t h i s f o r h e l p i n g them d i v e r s i f y t h e i r thought i s discussed. 

CHAPTER SEVEN: the chapter comprises an o u t l i n e of the 

researches of Goldman (1964; 1965) whose work has been of 

s i g n i f i c a n c e f o r r e l i g i o u s education during the past three 

decades. The aims of Goldman's work are discussed and shown 

t o be d i s t i n c t l y Plagetian (chapter two). Goldman's 

perceptions of metaphor, s p e c i f i c a l l y r e l i g i o u s metaphor, are 

discussed by anal y s i s of h i s w r i t i n g s . I t i s argued t h a t 

e m p i r i c a l p o s i t i v i s m was i n f l u e n t i a l f o r Goldman's 

understanding of B i b l i c a l m a t e r i a l and t h a t h i s understanding 

of childhood was s i g n i f i c a n t l y influenced by the Romantic 

Movement. I t i s f u r t h e r argued t h a t , although pervasively 

i n f l u e n t i a l , Goldman's research has l e d t o serious 

underestimatlons being made of primary school c h i l d r e n ' s 

a b i l i t y t o understand B i b l i c a l m a t e r i a l . 

CHAPTER EIGHT: data c o l l e c t e d from the classroom i s 

i n t e r p r e t e d and analysed showing t h a t the c h i l d informants 

were able t o i n t e r p r e t B i b l i c a l m a t e r i a l i n c r e a t i v e , diverse 

ways which were i l l u m i n a t i n g f o r t h e i r perceptions of t h e i r 
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own l i v e s , g i v i n g f u r t h e r emphasis t o the v a l i d i t y of the 

c r i t i q u e of Goldman (1964j 1965) presented i n chapter seven. 

CHAPTER KIUE: the chapter presents the f i n a l data c o l l e c t i o n 

which c o n s i s t s of c h i l d r e n ' s work on concepts of God, r e l a t i n g 

the f i n d i n g s s p e c i f i c a l l y t o the t h e o r i e s of Goldman (1964; 

1965) who asserted t h e i r concepts were r e s t r i c t e d w i t h i n crude 

anthropomorphism. I t i s shown how appropriate lesson content 

i n Religious Education can enable c h i l d r e n extend t h e i r 

conceptual, metaphoric networks f o r t h i n k i n g i n t o a r e l i g i o u s 

dimension. 

CHAPTER TEIT: i n t h i s f i n a l chapter, conclusions are drawn 

from the research and the consequent i m p l i c a t i o n s f o r 

education, p a r t i c u l a r l y concerning the nature of metaphor i n 

both the thought process and communication by language. 

Recommendations are made concerning the need t o reassess 

cur r e n t approaches t o the teaching of r e l i g i o n i n primary 

schools. 

BIBLIOGRAPHY: a f u l l Bibliography i s provided. 

APPENDICES: appendices c o n s i s t i n g of c h i l d r e n ' s s c r i p t s , 

t r a n s c r i p t s and ma t e r i a l s used i n the data c o l l e c t i o n are 

provided a t the end of the t e x t of. the t h e s i s . 
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CHAPTER OITE 

THE RESEARCH PROJECT 

1.00 O r i g i n s of the Research. 

This research o r i g i n a t e d from observations of c h i l d r e n 

working i n the primary school classroom during my professional 

work as a teacher over nineteen years. Although Religious 

Education provided the s p e c i f i c focus of my I n v e s t i g a t i o n s , the 

i m p l i c a t i o n s o f the research cover a much wider educational 

context. This comprises the e f f e c t s of i n t e l l e c t u a l movements, 

namely romanticism and p o s i t i v i s m , on t h i n k i n g and understanding. 

The r e s u l t has been t o produce a p a r t i c u l a r view of childhood 

which, although proclaiming i t s e l f t o be n e u t r a l , o b j e c t i v e and 

th e r e f o r e e m p i r i c a l l y respectable, i s based f i r m l y w i t h i n the 

romantic t r a d i t i o n s of Rousseau. 

Observations made throughout my classroom work led me t o 

question s e r i o u s l y the expectations which both t h e o r i s t s and 

p r a c t i s i n g teachers held of t h e i r p u p i l s , e s p e c i a l l y concerning 

t h e i r capacity t o understand the ' f i g u r a t i v e language' which was 

believed t o characterise B i b l i c a l w r i t i n g . I n p a r t i c u l a r , there 

was evidence t h a t many of the c u r r i c u l u m m a t e r i a l s provided f o r 

the c h i l d r e n were concerned e x c l u s i v e l y w i t h everyday exper­

iences, and i n r e l i g i o u s education p a r t i c u l a r l y the general 

op i n i o n expressed was t h a t c h i l d r e n of primary school age were 

unable t o cope w i t h a b s t r a c t language and concepts based on 
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understanding of events and times f a r removed from d a l l y l i f e 

(Goldman 1964; 1965). 

The recommendation which I c o n s t a n t l y met i n d i c a t e d t h a t a l l 

the primary school teacher could be expected t o do was help the 

c h i l d r e n prepare f o r adolescence, when they would be able t o 

t h i n k i n ways which allowed them t o study B i b l i c a l material by 

opening up questions of f a i t h and b e l i e f . U n t i l then, i t was 

recommended t h a t r e l i g i o u s education should be r e s t r i c t e d t o 

t o p i c s which explored e i t h e r the phenomena of r e l i g i o n or 

everyday people and events, such as People Who Help Us which were 

w i t h i n p u p i l s ' capacity (Goldman 1964; 1965). Because of the 

lack of any large-scale research i n Religious Education since the 

work of Goldman,, as pointed out by Petrovich (1988a: 44), I 

decided t h a t t h i s would be the p a r t i c u l a r focus f o r my own 

I n v e s t i g a t i o n s , w i t h the hope t h a t the f i n d i n g s could be 

developed s i g n i f i c a n t l y a t a l a t e r time. 

The research was confined t o an i n v e s t i g a t i o n of C h r i s t i a n 

m a t e r i a l s since the researches of Goldman (1964) were concerned 

e x c l u s i v e l y w i t h Old and New Testament n a r r a t i v e s . A d d i t i o n a l l y , 

i t was h i s t h e o r i e s concerning Religious Education which have 

been of s i g n i f i c a n c e f o r the past t h i r t y years, encouraging 

cur r e n t developments i n the teaching of world r e l i g i o n s according 

t o the phenomenologlcal approach. Goldman's assertions 

concerning primary school c h i l d r e n ' s apparent i n a b i l i t y t o engage 
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w i t h 'poetic, r e l i g i o u s language' has been pervasive throughout 

t h a t phase of education. 

However, my observations confirmed my b e l i e f t h a t children's 

i n t e r e s t s extended i n t o areas f a r beyond t h e i r d a l l y horizons. 

For example, they were q u i t e capable of studying people who had 

l i v e d many c e n t u r i e s e a r l i e r , i n s o c i e t i e s q u i t e d i s t i n c t from 

t h a t of B r i t a i n i n the l a t e t w e n t i e t h century. A d d i t i o n a l l y , 

they were able t o make imaginative p r e d i c t i o n s of the f u t u r e , 

based on c u r r e n t happenings, and even the pre-school c h i l d i n the 

nursery u n i t q u i c k l y became e x c i t e d by work on such t o p i c s as 

outer space or dinosaurs, although both were obviously outside of 

d a i l y experience. I t was c l e a r t h a t the thought according t o 

which the c h i l d r e n attempted t o s t r u c t u r e t h e i r experiences was 

based much more broadly than theory suggested. 

I t w i l l be argued t h a t a serious underestimation of 

c h i l d r e n ' s p o t e n t i a l was made. The research, t h e r e f o r e , was 

devised t o i n v e s t i g a t e how c h i l d r e n attempted t o make sense of 

t h e i r experiences, the extent t o which i t d i f f e r e d from t h a t of 

adu l t s , and the way i n which t h e i r r e f l e c t i o n s were s t r u c t u r e d . 

The hope was t h a t new I n s i g h t s concerning the l e a r n i n g process 

could be formulated, based upon classroom teaching and ch i l d r e n ' s 

responses t o i t , and t h a t any recommendations advanced would help 

develop c u r r e n t knowledge. 

This research, t h e r e f o r e , i n v e s t i g a t e d the thought 

s t r u c t u r e s of primary school c h i l d r e n , s p e c i f i c a l l y those of ten 
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years of age. A l l of the research was c a r r i e d out i n one school 

and w i t h one class of c h i l d r e n . Descriptions of the wider and 

immediate neighbourhoods of the school f o l l o w s , together w i t h 

d e t a i l s of the i n d i v i d u a l c h i l d r e n who were the Informants. 

Objections could be a n t i c i p a t e d against the way i n which the 

school environment and the personal d e t a i l s of the informants 

were presented on the grounds t h a t they were purely s u b j e c t i v e 

and anecdotal. To any o b j e c t i o n s of t h i s nature I would point 

out t h a t these d e t a i l s are indeed s u b j e c t i v e and are 

c h a r a c t e r i s t i c of my stance as a teacher and researcher. 

Any i n d i v i d u a l I n t e r a c t i n g w i t h others, i n my case as a 

pro f e s s i o n a l working w i t h the express aim of understanding motiv­

a t i o n and how i t can be used i n the educational process, forms 

hypotheses as a r e s u l t of observing people, working w i t h i n 

s p e c i f i c circumstances. A d d i t i o n a l l y , the presence of the 

pro f e s s i o n a l among the informants does much, t o influence 

a t t i t u d e s of everyone concerned, and the r e f o r e notions of 

n e u t r a l i t y i n the classroom must always be Utopian, As i n the 

case of C o l i n , a t r u e , p r a c t i c a l example from personal, 

p r o f e s s i o n a l experience which i s described elsewhere, the 

a t t i t u d e s of various teachers towards p u p i l s ' i n t e r e s t s and work 

can be c r u c i a l f o r the way i n which.their l i v e s develop, o f t e n 

much l a t e r (Watson and Ashton 1994: 1/2). Any attempts at 

n e u t r a l i t y i n the classroom w i l l be I n t e r p r e t e d by the c h i l d r e n 

as personal I n d i f f e r e n c e t o them, and w i l l usher i n t o 
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r e l a t i o n s h i p s i t s own p a r t i c u l a r l y unfortunate e f f e c t s and 

r e s u l t s . 

Regarding the method according to which the data were 

c o l l e c t e d , the p o i n t s made above regarding the i l l u s o r y nature of 

n e u t r a l i t y i n te a c h i n g i s emphasised. Classroom work i s always 

s u b j e c t i v e i n t h a t i t was produced a t a p a r t i c u l a r time, under 

p a r t i c u l a r c o n d i t i o n s and i n the company of unique i n d i v i d u a l s . 

T h i s I s why i t i s so misleading to p r e d i c t p o t e n t i a l on the b a s i s 

of achievement, a mistake made by many (for example Piaget 1959 

e d i t i o n ; Goldman 1964; 1965). 

T h i s r e s e a r c h p r o j e c t , t h e r e f o r e , presents i t s f i n d i n g s I n 

the b e l i e f t h a t absolute o b j e c t i v i t y i s unattainable, and that 

notions concerning i t s p o s s i b i l i t y have t h e i r o r i g i n s i n 

p o s i t i v i s m (pages 57/66). The t h e o r i e s advanced a r e recognised 

as being theories only, not f a c t s , a stance resembling that of 

Stephen Hawking working i n the f i e l d of p h y s i c s (1989: 11). 

1.01 The SchqQl gpviroMent. 

a) The Wider Neighbourhood. 

The wider neighbourhood where the c h i l d r e n l i v e d was 

important f o r forming a t t i t u d e s g e n e r a l l y and f o r s p i r i t u a l and 

emotional development s p e c i f i c a l l y . The region where they l i v e d 

was a f r i n g e a r e a of a metropolitan d i s t r i c t , c l o s e t o one of the 

country's major r i v e r s and an Important port f o r European 

shipping. The region had, f o r c e n t u r i e s , depended upon the coa l 

mining and s h i p b u i l d i n g i n d u s t r i e s but during the past f i f t y 
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years e s p e c i a l l y both had been i n decline. During the l i f e t i m e 

of the c h i l d r e n whose work was analysed, both i n d u s t r i e s had 

v i r t u a l l y disappeared from the region. 

The s o c i a l i m p l i c a t i o n s of t h i s were Innnense. The region 

had a high incidence of unemployment, although part-time 

employment of women working i n f a c t o r i e s on l o c a l t r a d i n g estates 

had become an important development. The region represented a 

mixture of former I n d u s t r i a l landscape which had been, t o a large 

extent, redeveloped by l i g h t i n d u s t r i e s . The t r a d i n g estates 

where these i n d u s t r i e s were located were close t o the housing 

estates which surrounded the school, and t h i s created a rather 

depressing, u t i l i t a r i a n landscape. 

The e f f e c t s of the landscape on the l i f e of the communities 

who l i v e d there i s a subject outside of the scope of t h i s t hesis, 

but a c e n t r a l e f f e c t a r i s i n g from i t on the l i v e s of the c h i l d r e n 

whom I taught was t o d i r e c t t h e i r c r e a t i v e capacity and physical 

energy towards p e t t y vandalism, t h e f t and the antagonisation of 

neighbours. The development of defensive a t t i t u d e s i n order t o 

p r o t e c t t h e i r own f a m i l i e s from c r i t i c i s m were common and 

f r e q u e n t l y l e d t o provocative r e t a l i a t i o n from others l i v i n g i n 

the community. Because the environment i t s e l f was u t i l i t a r i a n 

and l a c k i n g i n s t i m u l a t i o n of a n a t u r a l kind, f o r example w i t h 

woodland or open spaces where i t was possible t o spend some time 

i n quietness and peace, away from other people, i t s i n h a b i t a n t s 

sought excitement and adventure i n these and s i m i l a r ways. 
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However, the close p r o x i m i t y of the r i v e r and c o a s t l i n e , the 

l a t t e r comprising s t r e t c h e s of sandy beaches and high c l i f f s , d i d 

much t o compensate f o r the s t e r i l e , man-made landscape. River 

a c t i v i t y was c o l o u r f u l and s t i m u l a t i n g , but f o r most of the 

c h i l d r e n l i f e was l i v e d on one or other of the housing estates 

which had been b u i l t o r i g i n a l l y t o rehouse f a m i l i e s l i v i n g i n 

decayed V i c t o r i a n property, 

b) Tie Immediate Neighbourhood. 

The school where the research was c a r r i e d out was a pleasant 

b u i l d i n g which had been opened o f f i c i a l l y i n 1954. I t was a two-

storey, red b r i c k s t r u c t u r e , w i t h lawns a t the f r o n t and a play-

yard and p l a y i n g f i e l d a t the rear. I t was the l a r g e s t primary 

school i n the Local A u t h o r i t y by which i t was maintained. 

The c h i l d r e n l i v e d on one or other of two c o n t r a s t i n g 

housing estates, the f i r s t of which was a mixture of p r i v a t e and 

cou n c i l p r o p e r t i e s , c o n s i s t i n g l a r g e l y of f l a t s or small semi­

detached houses w i t h small gardens back and f r o n t . Busy main 

roads crossed the r e s i d e n t i a l area, and there were rows of shops 

along the sides of these main s t r e e t s where many of the c h i l d r e n 

congregated w i t h t h e i r f r i e n d s i n the evenings. The main roads 

were t r e e - l i n e d . 

The main a s s e r t i o n o f the c h i l d r e n who l i v e d on t h i s estate 

was t h a t they had l i t t l e t o do: i t was obvious why they f e l t t h i s 

way. The s t r e e t s were neat, but the planning was extremely 

p r e d i c t a b l e and un e x c i t i n g : a l l the s t r e e t s were b u i l t according 
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t o the contours of the main roads. The communal play areas were 

s p e c i a l l y l a i d out p l a y i n g f i e l d s , but these d i d not lend 

thenKelves t o imaginative, c r e a t i v e a c t i v i t i e s . Football and 

rounders were the usual a c t i v i t i e s seen t a k i n g place there. For 

many of the c h i l d r e n w i t h an a p p e t i t e f o r adventure, tormenting 

the neighbours or p e t t y vandalism, such as w r i t i n g on walls or 

trespassing i n t o gardens, were the type of a c t i v i t i e s which 

f i l l e d the c r e a t i v e void. 

The second housing estate served by the school was also 

b u i l t l a r g e l y between the two world wars. I t was wholly council 

property, i n c l u d i n g a community centre, p u b l i c houses and other 

centres set up by neighbourhood e n t e r p r i s e , p a r t i c u l a r l y a Credit 

Union scheme. The housing consisted l a r g e l y of f l a t s , b u i l t I n 

blocks. The estate had been designed geometrically, w i t h the 

r e s u l t the s t r e e t s had becone a k i n d of warren. T h i r t y years 

before, schemes of modernisation had been c a r r i e d out, converting 

the f l a t s i n t o s e l f - c o n t a i n e d houses. 

There e x i s t e d a long t r a d i t i o n i n the region t h a t t h i s 

p a r t i c u l a r e state was home t o f a m i l i e s who su f f e r e d outstanding 

problems, and l i v i n g there had become a s o c i a l stigma i n i t s e l f . 

The morale on the estate was not heightened by the bleakness of 

the landscape: t o q u e l l muggings shrubberies which had formerly 

e x i s t e d had been removed, but the grassed areas which took t h e i r 

place had become dumping grounds f o r a l l manner of household 

rubbish. Unemployment on the estate was running at approximately 
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80% when the research was c a r r i e d out, and burglary, drug abuse, 

physic a l violence and general neglect c o n t r i b u t e d t o c i v i l 

r i o t i n g when Asian shopkeepers' p r o p e r t i e s were p e t r o l bombed. 

Several c h i l d r e n whose work i s included i n the research had been 

running around the estate i n the e a r l y hours of the morning when 

the r i o t i n g broke out. 

However, many f a m i l i e s were ambitious f o r t h e i r c h i l d r e n , 

and encouraged the values they perceived t o be inherent i n the 

school community. Parents were welcomed i n school, and there was 

a Parent Teacher Association, although t h i s was very poorly 

supported. There was a marked tendency among f a m i l i e s t o judge 

i n d i v i d u a l s according t o the f a m i l y t o which a person belonged, 

and there was evidence t h a t c h i l d r e n tended t o f u l f i l the 

expectations neighbours had of them. 

1.02 The Informants, 

a) Adult Informants. 

The data produced by the a d u l t informants were c o l l e c t e d as 

a r e s u l t of a Women's W r i t i n g Group working over a period of 

eighteen months, organised by the Cedarwood Centre and published 

i n booklet form (Cedarwood: undated) simultaneously t o the 

research c a r r i e d out i n the primary classroom. The a d u l t data 

c o l l e c t i o n was incorporated i n t o the t h e s i s because: 

1, A l l of the informants l i v e d i n the sarae neighbourhood as the 
c h i l d informants. 

2. The a d u l t data c o l l e c t i o n matched the type of w r i t i n g which 
comprised the c h i l d r e n ' s ' l i f e d i a r i e s ' . 
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3. Use of t h i s p a r t i c u l a r data c o l l e c t i o n provided an important 
o p p o r t u n i t y t o compare a d u l t and c h i l d r e n ' s perceptions of 
experience, p a r t i c u l a r l y concerning how concepts formed and 
inf l u e n c e d the way i n which the experiences were s t r u c t u r e d . 

4. I t s use provided the o p p o r t u n i t y t o compare a d u l t language 
use w i t h t h a t of the c h i l d r e n . 

5. The purposes of the Cedarwood Project were recognised by one 
of the w r i t e r s as being t o encourage examination 'about what's 
been r i g h t and wrong about my l i f e ' (Cedarwood undated: 6 ) , i n 
other words t o encourage r e f l e c t i o n on experience i n order t o 
i n t e r p r e t and become informed about l i f e . This was an important 
element of the research c a r r i e d out w i t h the c h i l d informants. 

I t has been recognised t h a t , although the a d u l t s c r i p t s were 

produced by female w r i t e r s , the c h i l d r e n ' s s c r i p t s were produced 

by both boys and g i r l s . I t was f e l t t h a t the use of t h i s adult 

data c o l l e c t i o n was j u s t i f i e d i n t h a t the w r i t e r i s committed t o 

recognising the i n d i v i d u a l i t y of people, regardless of gender. 

Gender i n f l u e n c e s are not considered t o be s i g n i f i c a n t f o r t h i s 

p a r t i c u l a r research p r o j e c t , 

b) Child Informants. 

A l l of the data produced by the c h i l d Informants were 

c o l l e c t e d i n the classroom tetween September, 1990 and December, 

1991. The exact circumstances under which each s e c t i o n of data 

were c o l l e c t e d i s described s p e c i f i c a l l y i n the respective 

chapters. The c o l l e c t i o n comprises f o u r d i s t i n c t groups: 

1. Accounts, obtained i n the form of d i a r i e s concerning 
p e r s o n a l l y s i g n i f i c a n t " l i f e events' were c o l l e c t e d from the 
whole class as the i n d i v i d u a l i t y of the c h i l d r e n was respected. 
2. Eesponses of c h i l d Informants t o lesson m a t e r i a l designed t o 
i n v e s t i g a t e conceptual metaphorical s t r u c t u r e s of experience. 

3. Creative w r i t i n g and drawings. 
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4. Eesponses of c h i l d informants t o teaching concerning novel 
metaphors. 

The data are analysed according t o the f o l l o w i n g c r i t e r i a : 

1. The nature of the r e l a t i o n s h i p between conventional metaphor 
and conceptual development. 

2. The extent t o which conceptual metaphor c o n t r i b u t e s t o the 
meaning a t t r i b u t e d t o experience. 

3. The a b i l i t y of the c h i l d informants, t o le a r n t o i n t e r p r e t and 
create novel metaphors and r e l a t e t h i s a b i l i t y t o Kell g i o u s 
Education. 

BRIAN: 10.6 years. (Youngest of three sons). This c h i l d was 

emotionally attached t o h i s younger s i s t e r , whom he constantly 

protected from the teasing of other c h i l d r e n . His great i n t e r e s t 

i n l i f e was f o o t b a l l , and h i s mother o f t e n mentioned t h a t he 

spent n e a r l y a l l h i s time out of school p l a y i n g w i t h other 

c h i l d r e n on the p l a y i n g f i e l d s . He was t h o u g h t f u l , but always i n 

a rush t o complete h i s work. An aspect of h i s p e r s o n a l i t y was 

untidiness: he d i d not see any importance i n hanging up h i s 

cl o t h e s or of maintaining a neat desk, and constantly was 

f r e q u e n t l y found t o have l o s t property. The c h i l d s u f f e r e d q u i t e 

badly from exceraa. 

PAUL: 10.01 years. (youngest of three sons). He was a person 

who enjoyed l i f e and who had a strong sense of f a i r play. He was 

p a r t i c u l a r l y r e s e n t f u l of being b u l l i e d by h i s older brothers. 

I n school he was q u i e t and r a t h e r moody, but enjoyed s t o r i e s and 

drama. I n f a c t , he t h r i v e d on r e s p o n s i b i l i t y , p a r t i c u l a r l y being 

prepared t o take a leading p a r t i n plays produced f o r the 
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entertainment of the other c h i l d r e n . I n the summer term, he 

showed himself t o be a promising c r i c k e t e r . 

LISA: 10,05 years. (Younger of two: one s i s t e r ) . This g i r l was 

f r i e n d l y , and p a r t i c u l a r l y dependent on peer support. She came 

from a one-parent f a m i l y , and had an older s i s t e r who had been i n 

t r o u b l e d u r i n g primary school constantly. She could w r i t e q u i t e 

w e l l , and spent much time l a b o r i o u s l y p r a c t i s i n g cursive w r i t i n g . 

Her sense of humour made her a popular member of the class, w i t h 

the r e s u l t t h a t she developed an i n f l a t e d sense of her own power, 

and began t o use i t i n order t o exclude other g i r l s from her 

c i r c l e of f r i e n d s . This form of b u l l y i n g was p a r t i c u l a r l y 

prevalent d u r i n g long breaks, such as lunchtimes. 

SIHOK: 10.08 years. (Younger of two br o t h e r s ) . He was an 

a t t r a c t i v e boy, mature i n outlook and anxious t o do wel l i n 

school. His f a m i l y was very supportive of school, and h i s mother 

o f t e n made v i s i t s t o reassure h e r s e l f t h a t her son was behaving 

w e l l : she admitted she dreaded hearing he was causing t r o u b l e , 

because she believed t h a t e a r l y signs of t h i s should be 

eli m i n a t e d before he reached the High School. 

LIIDA: 10.09 years. (Had younger h a l f - b r o t h e r ) . This c h i l d was 

from a one-parent f a m i l y , and was of Afro-European o r i g i n . She 

had a h a l f - b r o t h e r , and both of the c h i l d r e n had l e a r n t t o 
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confront r a c i a l taunts. Her mother never v i s i t e d school, but was 

a r t i c u l a t e and f r e q u e n t l y sent l e t t e r s , expressing her g r a t i t u d e 

f o r a l l t h a t was being done f o r her c h i l d r e n , both of whom were 

very p o l i t e and well-mannered. The c h i l d ' s grandmother expended 

much of her energy i n c a r i n g f o r her grandchildren, and usually 

represented the mother at open evenings. 

JAMES: 9.09 years. (Had younger s i s t e r ) . One of the problems 

t h i s c h i l d had t o l e a r n t o overcome was associated with h i s 

emotional v u l n e r a b i l i t y . He d i s l i k e d sport, and t h i s , coupled 

w i t h the f a c t t h a t he could e a s i l y be made t o cry by other boys, 

encouraged b u l l y i n g . I n the classroom he was very eager t o 

please. Previous teachers had considered him t o 'be s o f t ' , and 

h i s emotional outbursts had created tensions and consequences 

which had taken up a great deal of e x t r a time. 

JOHN: 10.09 years. (only c h i l d ) . This c h i l d had a d i s a b i l i t y : 

h i s eyesight was d e f e c t i v e , which meant he had t o wear t h l c k -

rlmmed glasses, and t h i s encouraged other c h i l d r e n t o see him as 

a t a r g e t f o r b u l l y i n g . He was very r e f l e c t i v e and had a strong 

sense of purpose. I n a d d i t i o n , he was e a s i l y upset and had q u i t e 

a short temper. His parents were very concerned t h a t school 

should make no allowances f o r h i s d i s a b i l i t y , i n the b e l i e f t h a t 

he 'needed t o be toughened up'. He worked very hard i n the 
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classroom, and h i s basic openness and honesty were much 

respected. 

DAVID: 10.08 years. (Elder of two brothers). The outstanding 

c h a r a c t e r i s t i c of t h i s c h i l d was h i s love of music. He Joined 

the c l ass i n mid-year. P h y s i c a l l y he was of s l i g h t b u i l d and 

r a t h e r d e l i c a t e i n appearance, and he tended t o seek g i r l s f o r 

playmates r a t h e r than Join i n the rough-and-tumble of f o o t b a l l 

w i t h other boys. He was the only boy i n the school ever t o have 

played the recorder i n worship sessions. His great asset was a 

sense of humour: he knew he was not very capable i n games and 

laughed a t himself. This meant t h a t he was popular w i t h the 

c h i l d r e n and escaped being b u l l i e d . 

CLAIRE: 10.07 years. (An only c h i l d ) . She was a q u i e t l i t t l e 

g i r l who played imaginative games w i t h a small c i r c l e of f r i e n d s . 

She was from a single-parent f a m i l y , an only c h i l d who was rather 

t i m i d . I n the evenings she p r e f e r r e d t o spend her time indoors 

r a t h e r than p l a y i n g w i t h f r i e n d s i n the s t r e e t , but on occasions 

she would I n v i t e other g i r l s i n t o her home t o play w i t h her toys-

She tended t o be r a t h e r immature and shy, and was a f r a i d of older 

c h i l d r e n . 

SEAN: 10.11 years. (Younger of two b r o t h e r s ) . He had an older 

brother who had been I n constant t r o u b l e w i t h the p o l i c e . His 
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parents had separated although they had l a t e r attempted t o 

r e b u i l d t h e i r marriage. The f a t h e r had, on several occasions, 

been suspected of car s t e a l i n g and was unpopular i n the 

neighbourhood. The c h i l d was popular among other c h i l d r e n , 

l a r g e l y because of h i s happy-go-lucky a t t i t u d e t o l i f e , but he 

s u f f e r e d because the parents of other c h i l d r e n f r e q u e n t l y 

attempted t o break any f r i e n d s h i p s t h e i r own c h i l d t r i e d t o b u i l d 

w i t h him. 

KELLY: 10.04 years. (Had two h a l f - b r o t h e r s : both o l d e r ) . This 

c h i l d was the daughter of an older f a t h e r , and possibly because 

of t h i s she was p a r t i c u l a r l y mature f o r her age. One of her many 

assets was a strong sense of humour. She was very kind, and very 

popular among other c h i l d r e n . One of her major concerns at 

school centred around the f a c t t h a t she f e l t she was unable t o 

secure a boyfriend, and o f t e n used t o ask advice about t h i s from 

other g i r l s . She was very p r o t e c t i v e of her mother. 

SARAH: 10.03 years. (oldest of three c h i l d r e n ) . She was the 

c h i l d of her mother's f i r s t marriage, and had a younger brother 

and h a l f - s i s t e r . She was deeply r e s e n t f u l of her step-father. 

She d i d not l i v e on e i t h e r of the two housing estates described 

above, but i n an o l d Edwardian f l a t on.one of the Jnain roads 

leading down t o the r i v e r . She possessed an e x t r a o r d i n a r y 

c r e a t i v e f l a i r , which s u r p r i s e d her parents. Her mother once 
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s a i d 'I'm sure I don't know where we got her from*. She was very 

poor at games, but had l e a r n t t o laugh at her l i m i t a t i o n s here. 

She was a tough character, who could p r o t e c t both h e r s e l f and her 

f r i e n d s from taunts from other c h i l d r e n . 

KEERY: 10.09 years. (Had three older brothers). This c h i l d had 

a r a t h e r d i f f i d e n t a t t i t u d e t o school. Her f a m i l y was notorious 

f o r trouble-making i n the neighbourhood, and her f a t h e r and 

brothers had been I n t r o u b l e w i t h the p o l i c e f o r drug-related 

offences. She could be d e c e i t f u l , e s p e c i a l l y i n sport, but had 

q u i t e a f l a i r f o r w r i t i n g . She enjoyed borrowing books from the 

school l i b r a r y and spent a good deal of her spare time reading i n 

her bedroom. 

JEHNIE: 10.01 years. (middle of three daughters). This c h i l d 

was very a f f e c t i o n a t e and kind. She was very popular anmng other 

c h i l d r e n , but there was a s l y aspect t o her nature of which one 

was c o n s t a n t l y aware. Her f a t h e r belonged t o a notorious f a m i l y 

i n the area and had been i n t r o u b l e w i t h the p o l i c e f o r drunken 

assault on several occasions. His wife had threatened t o leave 

him on account of t h i s , and the c h i l d t o l d me she dreaded e i t h e r 

of her parents l e a v i n g home. 

MARK: 10.00 years. (Elder of two br o t h e r s ) . This c h i l d was a 

t h i n , d e l i c a t e boy from a single-parent family. He had a younger 
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brother w i t h whom he was i n constant t r o u b l e a t home. The 

brothers had once d e l i b e r a t e l y set f i r e t o the f u r n i t u r e i n the 

l i v i n g room, experiHunting w i t h matches. He t r i e d hard t o master 

reading, and enjoyed l i s t e n i n g t o adventure s t o r i e s . 

KARL: 10.06 years. (Youngest of three c h i l d r e n : only hoy). 

This c h i l d had caused constant problens f o r teachers throughout 

h i s passage through the school. He had two s i s t e r s , thereby 

being an only son. His f a t h e r had o f t e n expressed h i s b e l i e f 

t h a t h i s son 'was a r e a l l a d ' , and t h a t k i c k i n g , f i g h t i n g and 

aggressive behaviour g e n e r a l l y was t o be expected of boys. 

However, t h i s c h i l d showed a r e a l f l a i r f o r w r i t i n g poetry. His 

poems showed him t o be extremely r e f l e c t i v e and w i t h a strong 

sense of J u s t i c e . This a b i l i t y enabled him t o begin t o b u i l d a 

b e t t e r self-image which d i d not focus on the defensive a t t i t u d e s 

which had been dominant e a r l i e r i n h i s l i f e , 

TOM: 10.10 years. (Youngest c h i l d of four: had three s i s t e r s ) . 

This c h i l d was of mixed r a c i a l o r i g i n , and had su f f e r e d 

throughout h i s short l i f e on account of t h i s . He was a quiet , 

s e n s i t i v e boy who enjoyed a r t and s t o r i e s e s p e c i a l l y . 

Unfortunately, he had a poor self-image, and d i d not have great 

b e l i e f s i n h i s own a b i l i t y , although h i s work was of a good 

standard. Teaching was focused mainly on boosting h i s s e l f -

image. 
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JAHET: 10.07 years. (Had younger b r o t h e r ) . A quie t , 

f r i e n d l y c h i l d who came from a t u r b u l e n t background. Her mother 

had c o n v i c t i o n s f o r s h o p - l i f t i n g , and her f a t h e r had served time 

I n J a i l on account of c a r - s t e a l i n g . She had a strong sense of 

Just i c e and spent much of her time out of the classroom 

attempting t o p r o t e c t her younger brother from b u l l y i n g . Her 

mother confided t o toe t h a t she wouldn't be able t o cope at home 

i f i t wasn't f o r the t h i n g s the c h i l d r e n s t o l e from the shops. 

CRAIG: 10.09 years. (Middle brother of t h r e e ) . This c h i l d was 

very senstive and l i k e l y t o throw temper tantrums a t short 

no t i c e , u s u a l l y because he f e l t he was being goaded by other 

c h i l d r e n ; t h i s caused him t o be an object f o r b u l l y i n g . His 

w r i t t e n work was q u i t e f l u e n t , and he enjoyed discussion and 

f r e q u e n t l y had something o r i g i n a l t o c o n t r i b u t e t o discussions. 

He had a str o n g sense of J u s t i c e and was l i k e l y t o react 

v i o l e n t l y t o anything w i t h which he could not agree. 

AITDREA: 10.08 years (An only c h i l d ) . This g i r l had been 

adopted by her mother's s i s t e r , and l i v e d w i t h her f a m i l y q u i t e 

close t o her n a t u r a l mother, w i t h whom her adopted mother used t o 

v i s i t various p u b l i c houses of i l l repute. Andrea was qui e t and 

f r i e n d l y ; she o f t e n would stay behind i n the evenings t o t e l l me 

about her l i f e , and had formed very strong opinions concerning 

r i g h t and wrong. She was ambitious i n t h a t she hoped t o get good 
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q u a l i f i c a t i o n s one day, l e a d i n g to a w e l l - p a i d job so that she 

could become independant of a l l her family, 

AIDREW: 10,09 years, (Youngest of four b r o t h e r s ) , Andrew was 

one of four sons, the older t h r e e a l l having spent some time i n 

remand c e n t r e s or j a i l . He was p a s s i o n a t e l y fond of animals and 

b i r d s and on o c c a s i o n s had become v i o l e n t towards c h i l d r e n 

suspected of c r u e l t y . Although only ten years of age, he 

f r e q u e n t l y spent time i n the evenings i n the company of older 

youths. He had been i n t r o u b l e f o r throwing b r i c k s a t passing 

c a r s , and f o r breaking i n t o the school building. He was 

unpopular w i t h other c h i l d r e n , whose parents tended to discourage 

f r i e n d s h i p s with him. His r e a c t i o n was to b u l l y a l l those who 

were not h i s f r i e n d s , and a s he was extremely strong and 

p h y s i c a l l y well-developed, other c h i l d r e n were f r e q u e n t l y found 

to take refuge as h i s f r i e n d , 

MAEGABET: 10,11 y e a r s . (She was the younger of two s i s t e r s ) . 

Margaret was b u l l i e d by her e l d e r s i b l i n g . Her great i n t e r e s t i n 

l i f e .lay i n animals, e s p e c i a l l y dogs and horses, and she was 

f r i e n d l y with a c h i l d who r e g u l a r l y v i s i t e d s t a b l e s . She a l s o 

enjoyed d i s c u s s i n g r e l i g i o n and h i s t o r y , and would often beg to 

be allowed to read a h i s t o r y book r a t h e r than concentrate on 

mathematics, which I u s u a l l y l e t her do. She had a turbulent 

home l i f e : her mother tended to be f e c k l e s s and drank h e a v i l y . 
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She was o f t e n s t i l l asleep when the two c h i l d r e n l e f t the house 

i n the morning. She was an a f f e c t i o n a t e c h i l d , who responded 

warmly t o any I n d i v i d u a l I n t e r e s t shown i n her. 

1.03 Alms of the Research. 

a) My f i r s t aim was t o enquire i n t o the t h e o r e t i c a l background 

of c h i l d development which had been important f o r the way i n 

which R e l i g i o u s Education had developed i n schools, p a r t i c u l a r l y 

concerning i t s s i g n i f i c a n c e f o r teacher expectations of p u p i l s . 

I wished t o compare any underlying assumptions which were found 

t o be s i g n i f i c a n t w i t h my own p r o f e s s i o n a l observations of 

c h i l d r e n . This was an i n t e g r a l p a r t of the research because 

assumptions made are r e f l e c t i v e of a general acceptance of the 

p r e v a i l i n g ethos of any p a r t i c u l a r period of h i s t o r y , and i f the 

assumptions are found t o be based on f a l s e prendses, serious 

misunderstandings are l i k e l y t o have taken place. 

Conversely, i f underlying assumptions are found t o be i n 

accordance w i t h present experience, development w i t h i n t h a t 

p a r t i c u l a r research t r a d i t i o n would be l i k e l y t o continue t o 

deepen understanding and i n s i g h t i n t o questions concerning 

c h i l d r e n ' s p o t e n t i a l , m o t i v a t i o n and achievement. 

b) The second aim was t o i d e n t i f y elements w i t h i n the 

i n t e l l e c t u a l background described i n (a) above which could have 

c o n t r i b u t e d t o what I believed t o be misunderstandings c e n t r a l t o 
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the underestimation of pre-adolescent c h i l d r e n ' s i n t e l l e c t u a l 

p o t e n t i a l . 

c) The t h i r d aim was t o r e i n t e r p r e t any i d e n t i f i e d elements and 

t o r e l a t e them t o my observations of c h i l d r e n working i n the 

classroom. I t was hoped t o formulate new the o r i e s of how 

Religious Education could help c h i l d r e n of primary school age i n 

t h e i r r e f l e c t i o n on experiences, s t r u c t u r i n g of them and the 

consequent development of concepts and values. 

I n a d d i t i o n t o i n v e s t i g a t i n g the t h e o r e t i c a l background t o 

the research, the p r o j e c t also involved c o l l e c t i n g two d i s t i n c t 

types of data, namely w r i t i n g from the informants concerning 

t h e i r experiences and r e f l e c t i o n s on them, and secondly, i n the 

case of the c h i l d informants, t h e i r responses t o mat e r i a l s 

designed according t o the f i n d i n g s of (b) above. Analysis of the 

data was concerned s p e c i f i c a l l y w i t h i d e n t i f y i n g the informants' 

use of language and i t s s i g n i f i c a n c e i n conceptual development. 

1.04 Research Methodology, 

a) The General Framework. 

i ) When planning my research, I examined various 

methodologies w i t h i n which t o work. I discovered two basic 

models, c a l l e d the 'normative' and ' i n t e r p r e t a t i v e ' approaches 

(Cohen and Manion 1994: 26/29). Explanations of both f o l l o w . 

11) The 'Normative' research model i s based on the assumption 

t h a t research data should provide o b j e c t i v e evidence i n t h a t a l l 

personal views of the researcher are eliminated by the 
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methodology used. Thus, the normative researcher would work 

according t o a p o s i t i v i s t model by remaining detached, and 

outside of, what was seen t o progress w i t h i n the s i t u a t i o n 

observed. N e u t r a l i t y i s deemed t o be imperative f o r the 

normative researcher, f o r only by remaining n e u t r a l i s i t 

believed t o be possible f o r the researcher t o be able t o withdraw 

from involvement and thereby be enabled t o apply appropriate 

conceptual schemas t o the phenomena under i n v e s t i g a t i o n which are 

f r e e from s u b j e c t i v e opinion and judgement. 

I perceived, here, a c e n t r a l dichotomy between t h i s research 

approach and the observations of working c h i l d r e n as described 

above: how could a classroom teacher, deeply involved w i t h p u p i l s 

f o r the reasons o u t l i n e d above take on a detached r o l e and expect 

t o be enabled thereby t o e l i c i t r e l i a b l e data? My observations 

of c h i l d r e n a t work i n d i c a t e d t h a t c h i l d r e n w i l l give of 

themselves when, and only when, they perceive t h a t the adu l t 

working w i t h them ( e i t h e r the researcher or regular teacher) i s 

personally Interested and concerned w i t h t h e i r a c t i v i t i e s , 

concerns and dilemmas, and ready t o help them whenever possible. 

For t h i s reason, detachDient c r e a t e s an impenetrable b a r r i e r 

between the normative researcher and his/her p o t e n t i a l 

informants, p a r t i c u l a r l y i f the researcher attempts t o c o l l e c t 

data I n such areas as the thought processes of c h i l d r e n , f o r such 

areas of research d i f f e r s i g n i f i c a n t l y from observations of, f o r 

example, s o c i a l behaviour. The detachment i t s e l f w i l l cause most 
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c t i l d r e n t o become equally detached, and as a r e s u l t they w i l l 

o f f e r only the very minimum of i n f o r m a t i o n because of t h e i r 

disinterestedness. I t i s f o r t h i s reason, no doubt, t h a t the 

r e s u l t s of normative research have been c r i t i c i s e d as o f f e r i n g 

f i n d i n g s which appear t o be 'banal and t r i v i a l ' (Cohen and Manion 

1980: 23), and t h i s because the research method i t s e l f has 

e l i m i n a t e d the unique, i n t e r p r e t a t i v e a b i l i t y of people t o 

represent t h e i r experiences c r e a t i v e l y . 

I t was f o r these reasons t h a t I decided t h a t the normative 

research method was i n a p p r o p r i a t e f o r my purposes, t h a t i s , t o 

formulate a hypothesis concerning how c h i l d r e n t h i n k , concept­

u a l i z e and form values, and how the content of lessons can be 

planned t o help p u p i l s i n t h e i r e f f o r t s . 

i l l ) A second research method i s known as ' i n t e r p r e t a t i v e 

research', The I n t e r p r e t a t i v e researcher i s characterised by an 

inner view of s o c i a l a c t i v i t y , which necessitates involvement by 

d i r e c t p a r t i c i p a t i o n : n e u t r a l i t y i s i r r e l e v a n t , and can even be 

considered as being a b a r r i e r t o access of the minds being 

researched. The i n t e r p r e t a t i v e researcher, t h e r e f o r e , w i l l 

approach the problem t o be I n v e s t i g a t e d w i t h preconceived 

hypotheses which w i l l be t e s t e d according t o the data c o l l e c t e d . 

I t i s c h a r a c t e r i s t i c , t h e r e f o r e , f o r the researcher t o work 

w i t h i n unstructured conversations and interviews, o f f e r i n g 

suggestions and assessing how the informants respond by o f f e r i n g 
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t h e o r i e s which are s t r u c t u r e d according t o the patterns and 

r e l a t i o n s h i p s which become apparent. 

As a classroom teacher, I decided t o base my research w i t h i n 

the ' i n t e r p r e t a t i v e ' model, although I deemed myself t o be f r e e 

t o be as f l e x i b l e as my p r o f e s s i o n a l r o l e required. The 

' i n t e r p r e t a t i v e ' model was appropriate i n t h a t i t allowed me 

freedom t o use iny own p e r s o n a l i t y as a 'primary source' i n 

e f f o r t s t o probe the p e r s o n a l i t i e s of the informants, my p u p i l s 

(Hulmes 1979: 90). I believed f e r v e n t l y t h a t t o attempt t o 

e l i m i n a t e p e r s o n a l i t y would be t o ensure the research would be 

s t e r i l e and the data c o l l e c t i o n v o i d of meaning. I the r e f o r e 

perceived my p r o f e s s i o n a l r o l e as comprising a combination of 

'a c t i o n research' - t h a t i s , r e t a i n i n g an a c t i v e teaching r o l e 

(Cohen and Manion 1994: 183; B e l l 1993 e d i t i o n : 6/8) and methods 

c h a r a c t e r i s t i c of the i n t e r p r e t a t i v e researcher, 

i v ) A danger which i s Inherent w i t h i n a l l educational research 

concerns the way i n which the researcher i n t e r p r e t s the data 

c o l l e c t i o n . I f , f o r example, the researcher was t o use the data 

t o predict potential, the r e s u l t s could be very misleading f o r 

the educator. This i s because any data c o l l e c t e d represents 

present achievement only, and i f used i n the former way, t h a t i s 

t o p r e d i c t p o t e n t i a l , very serious misunderstandings of the 

a b i l i t y of c h i l d r e n could r e s u l t . The assessment of p o t e n t i a l i s 

an extremely complex a c t i v i t y because of the Innumerable 

v a r i a b l e s which i n f l u e n c e the behaviour of c h i l d r e n a t any 
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p a r t i c u l a r time, p a r t i c u l a r l y the c h i l d ' s perception of the 

researcher him/herself, and involvement w i t h informants over long 

and continuous periods of time would seem t o be the only way i n 

which a researcher can become aware of the influence of these 

v a r i a b l e s upon i n d i v i d u a l p e r s o n a l i t i e s . 

I t was from t h i s set of I n s i g h t s , gained from p r a c t i c a l 

experience of teaching, t h a t I began t o perceive the need of 

research which, because of being based i n the classroom and 

c a r r i e d out by the regu l a r teacher, could c o l l e c t data of a type 

which represented an in-depth study of the thought processes of 

ten year o l d c h i l d r e n and e l i m i n a t e d the b a r r i e r s created f o r 

them by f e e l i n g s of suspicion and lack of t r u s t , 

b) Specific Research Method: the Case Study. 

A serious e f f e c t of p o s i t i v i s m (2.02), and one which has not 

been analysed up t o t h i s p o i n t I n the t h e s i s , has been t o attempt 

t o exclude from serious c o n s i d e r a t i o n a l l e f f o r t s t o approach 

knowledge which were deemed t o be outside of o b j e c t i v e a n a l y t i c a l 

method. However, i f the assumptions upon which p o s i t i v i s m was 

based are accepted as being flawed and th e r e f o r e s e r i o u s l y 

misleading and misguided, huge areas of human i n t e r e s t and 

a c t i v i t y become accepted as v i a b l e and worthwhile research 

a c t i v i t i e s . 

The s p e c i f i c boundaries f o r the case study which i s 

presented i n t h i s t h e s i s are based on acceptance of the f o l l o w i n g 

statements; 
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1) t h a t childhood d i f f e r s from adulthood mainly on account 
of more l i m i t e d experiences and t i n e i n which t o r e f l e c t 
on them; 

i i ) t h a t both c h i l d r e n and a d u l t s develop concepts as a 
r e s u l t of i n t e r p r e t a t i o n s of experience. The 
q u a l i t y and v i a b i l i t y of such i n t e r p r e t a t i o n s depend 
on the underlying network of r e l a t i o n s h i p s and patterns 
perceived by each i n d i v i d u a l ; 

i l l ) t h a t everyday language use r e f l e c t s the c r e a t i v e nature 
of the s t r u c t u r e given t o thought, r e f l e c t i o n and event­
u a l l y the development of concepts. 

The parameters w i t h i n which the case study was planned are 

c l o s e l y connected w i t h the above statements: 

1) t o analyse how f a r a d u l t thought processes d i f f e r 
from those of pre-adolescent c h i l d r e n ; 

11) t o discover whether the use of metaphor I s an I n t e g r a l 
p a r t of the thought process; 

i l l ) t o analyse the language use of the informants 
i n order t o i d e n t i f y a means by which education can 
enable the r e l a t i o n s h i p networks underlying r e f l e c t i o n 
both deepen and develop. 

This p a r t i c u l a r case study, t h e r e f o r e , c o n s t i t u t e s an 

attempt t o 'challenge e x l s l t i n g assumptions which were held 

before the s t a r t of the data c o l l e c t i o n ' (Hitchcock and Hughes 

1995: 321). The data a n a l y s i s has been planned t o i d e n t i f y 

conceptual categories according t o which people - both a d u l t s and 

c h i l d r e n - attempt t o give form and meaning t o experience, 

po s s i b l y forming values as a r e s u l t . 

As a r e s u l t of the data I n t e r p r e t a t i o n and analysis, new 

ideas concerning the process of l e a r n i n g w i l l be advanced which 

both b u i l d upon Piagetian theory and yet reveal a s u b s t a n t i a l l y 
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more complicated s t r u c t u r e f o r I n t e l l e c t u a l development than was 

described i n Piagetlan psychology. These ideas include recommen­

dations f o r modifying the t h e o r i e s of Donaldson (1978; 1992). 

1. 05 The VnAqvieBiege of the Research-

1. The research a p p l i e s contemporary t h e o r i e s concerning the 

v a r i e t i e s and f u n c t i o n of metaphor i n thought processes and 

everyday language use t o classroom work. This i s done i n order 

t o o f f e r a new evalua t i o n of ten year o l d p u p i l s ' capacity f o r 

engaging w i t h B i b l i c a l m a t e r i a l . 

2. The data c o l l e c t i o n s are used t o assess the extent t o which 

a d u l t and c h i l d informants' experiences d i f f e r e d . 

3. A c r i t i q u e i s o f f e r e d of the t h e o r i e s of Rousseau (1979 

e d i t i o n ) concerning the nature of childhood and of Piaget (1959 

e d i t i o n ) concerning c h i l d r e n ' s i n t e l l e c t u a l development by 

examining the p o s i t i v i s m movement w i t h i n which both sets of 

th e o r i e s were formulated. 

4. The above p o i n t s (1/3) are united by r e l a t i n g the research 

conclusions t o the t h e o r i e s of Goldman (1964; 1965) concerning 

c h i l d r e n ' s apparent i n a b i l i t y t o work w i t h B i b l i c a l material 

other than s u p e r f i c i a l l y . 

5. The research r e s u l t s I n recommendations f o r : 

i ) a thorough reassessment of c h i l d r e n ' s i n t e l l e c t u a l 
capacity, p a r t i c u l a r l y f o r engaging w i t h language enriched by 
la y e r s of meaning; 

i i ) new approaches t o c u r r i c u l u m content i n the primary 
school, i n c l u d i n g Religious Education, based on (1) above. 
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1.06 The L i m i t a t i o n s of the Research. 

1. I t i s recognised t h a t t h i n k i n g s k i l l s could be f a r i n advance 

of the capacity of people t o communicate i n w r i t i n g . 

2. The informants could have experienced reluctance, p r i v a t e l y , 

t o reveal d e t a i l s of a personal nature. 

3. The research conclusions are not intended t o be conclusive: 

r a t h e r , they p o i n t towards the need f o r f u r t h e r research i n t h i s 

area of education. 

1.07 TAme-table. 

January/March, 1991 Data C o l l e c t i o n s ! c h i l d r e n ' s experiences, 

i n t e r e s t s ; perceptions of f a m i l y l i f e . 

April/May, 1991 Topic: The Poverty Problem. 

Data c o l l e c t i o n : poems, teaching the use 

of novel metaphor. 

June/July, 1991. Data C o l l e c t i o n : c h i l d r e n working w i t h 

B i b l i c a l metaphors. 

August, 1991/August, 

1993. Background Reading. 

September, 1994/ 

August, 1996 W r i t i n g and completion of t h e s i s . 

1.08 iSugmry 

This chapter provided an account of the o r i g i n s of the 

research p r o j e c t , I t s underlying philosophy, aims, s t r u c t u r e and 

design. The f o l l o w i n g chapter focuses on the s i g n i f i c a n c e of 

romanticism and p o s i t i v i s m f o r the work of Jean Plaget. 
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CHAPTER TWO 

THEORETICAL BACKGSOUITD: THE lUFLUENCE OF ROMANTICISM 
ABD POSITIVISM IN THE PURSUIT OF KNOWLEDGE 

2.00 I n t r o d u c t i o n . 

This chapter commences w i t h an enquiry i n t o two i n t e l ­

l e c t u a l t r a d i t i o n s which have been p a r t i c u l a r l y Important f o r 

education. I t concludes by examining t h e i r s i g n i f i c a n c e f o r a 

p a r t i c u l a r l y I n f l u e n t i a l f i g u r e i n the t w e n t i e t h century 

educational world, Jean Piaget. 

The discussion begins by presenting a synopsis of 

romantic w r i t i n g s of Rousseau as expressed i n Emle, a work 

which has been used t o J u s t i f y progressive methods i n 

education ( f o r example, Blenkln and K e l l y 1987). The 

discussion then moves t o an a l y s i s of p o s i t i v i s m , p a r t i c u l a r l y 

the support i t gave t o movements i n America and Europe which 

attempted t o replace romaiitic notions of childhood w i t h 

n e u t r a l , experimental forms of analysis. The chapter 

concludes by analysing the s i g n i f i c a n c e of both f o r the work 

of Jean Piaget. 

2.01 ]!farki.ng a New Era; Rqu^^gftu'^ EmXe-

When "Emile" was published i n 1762 the impact which the 

book was t o have u l t i m a t e l y , worldwide, could not have been 

foreseen. Rousseau's w r i t i n g s represented an attempt t o stem 

the f l o w of r a t i o n a l i s m , t o give emphasis t o what he believed 

t o be the tr u e s t a t e of mankind i n i t s infancy: "Everything i s 

good as i t leaves the hands of the Author of things; 
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everything degenerates i n the hands of man" (Rousseau 1979 

e d i t i o n : 37), The concept of the Noble'Savage was born, 

f i n d i n g i t s o r i g i n s i n the eighteenth century romantic 

movement. This was an attempt t o q u e l l the t i d e of 

r a t i o n a l i s m , p a r t i c u l a r l y the narrow p o s i t i v i s t focus which 

dismissed as p r e j u d i c e everyfTil'isg which was unaccountable i n 

Cartesian terms ( B a b b i t t 1962: 35). 

Rousseau's concern, as a Romantic w r i t e r i n pre-

Revolutlonary France, was t o encourage the s o c i e t y of h i s time 

t o question the formal educational methods i n use then. He 

was h i g h l y c r i t i c a l of a system whei~e c h i l d r e n were t r e a t e d as 

miniature a d u l t s who needed t o be moulded c a r e f u l l y through 

i n s t r u c t i o n and r o t e l e a r n i n g i n preparation f o r t h e i r r o l e i n 

the a d u l t world. He wrote, f o r example: 

Natui-e wants c h i l d r e n t o be c h i l d r e n before being 
men. I f we want t o p e r v e r t t h i s order, we s h a l l 
produce precocious f r u i t s which w i l l be immature 
and i n s i p i d and w i l l not be long i n r o t t i n g . We 
s h a l l have young doctors and o l d c h i l d r e n . Childhood 
has i t s ways of seeing, t h i n k i n g and f e e l i n g which 
are proper t o i t . Nothing i s less sensible than t o 
want t o s u b s t i t u t e ours f o r t h e i r s . (Rousseau 1979 

e d i t i o n : 90): 

As d i d the other Romantics, Rousseau f e l t himself t o be 

immersed i n nature. His w r i t i n g s were reactions t o what he 

saw t o be the c o r r u p t i o n of European society, and i n order t o 

escape what he perceived as i t s decadence, he attempted t o 

r e t u r n t o n a t u r a l l i v i n g , seeing i n c h i l d r e n and p r i m i t i v e 
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peoples a n a t u r a l p u r i t y which western c i v i l i z a t i o n had 

contaminated (Rousseau 1754). 

These t h e o r i e s were expounded i n h i s "Discourse on the 

O r i g i n of I n e q u a l i t y " (1754). Clark r e l a t e s how Rousseau, 

having sent a copy of t h i s work t o V o l t a i r e , received the 

f o l l o w i n g r e p l y ; 

No one has ever used so much i n t e l l i g e n c e t o persuade 
us t o be st u p i d . A f t e r reading your book one f e e l s 
t h a t one ought t o walk on a l l fours. Unfortunately 
during the l a s t s i x t y years I have l o s t the habit , 

(1959: 274> 

Nevertheless, Rousseau's equation of childhood w i t h the 

p u r i t y of those (such as the 'Noble Savage') who had managed 

t o r e t a i n an Innocence such as he believed could be found i n 

nature, was developed f u l l y i n "Emile". The i n s t r u c t i o n given 

t o c h i l d r e n , which comprised t h e i r education, could be 

deceiving: 
Apparent f a c i l i t y a t l e a r n i n g I s the cause of 
c h i l d r e n ' s r u i n . I t i s not seen t h a t t h i s very 
f a c i l i t y i s the proof they l e a r u nothing, Their 
b r a i n , smooth and polished, returns, l i k e a mirror, 
the objects presented t o i t . But nothing remains, 
nothing penetrates. The c h i l d r e t a i n s the words; 
the ideas are r e f l e c t e d o f f of him. • Those who hear 
him understand them, only he.does not understand 
them, (Rousseau 1762 (1979 e d i t i o n ) 107) 

He went on t o argue t h a t c h i l d r e n were not 'capable of 

judgment; do not have t r u e memory', and t h a t they were r a r e l y 

able t o perceive 'connections between ideas'. 

For Rousseau, then, childhood was a period of l i f e when 

freedom from the c o n s t r a i n t s of the a d u l t world was necessary 
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peoples a n a t u r a l p u r i t y which western c i v i l i z a t i o n had 

contaminated (Rousseau 1754). 

These t h e o r i e s were expounded i n h i s "Discourse on the 

O r i g i n of I n e q u a l i t y " (1754). Clark r e l a t e s how Rousseau, 

having sent a copy of t h i s work t o V o l t a i r e , received the 

f o l l o w i n g r e p l y : 

No one has ever used so much i n t e l l i g e n c e t o persuade 
us t o be s t u p i d . A f t e r reading your book one f e e l s 
t h a t one ought t o walk on a l l fours. Unfortunately 
during the l a s t s i x t y years I have l o s t the habit. 

(1969: 274) 

Nevertheless, Rousseau's equation of childhood w i t h the 

p u r i t y of those (such as the 'Noble Savage') who had managed 

to r e t a i n an innocence such as he believed could be found i n 

nature, was developed f u l l y i n "Emile". The i n s t r u c t i o n given 

t o c h i l d r e n , which comprised t h e i r education, could be 

deceiving; 
Apparent f a c i l i t y a t l e a r n i n g i s the cause of 
c h i l d r e n ' s r u i n . I t i s not seen t h a t t h i s very 
f a c i l i t y i s the proof they l e a r n nothing. Their 
b r a i n , smooth and polished, returns, l i k e a mirror, 
the objects presented t o i t . But nothing remains, 
nothing penetrates. The c h i l d r e t a i n s the words; 
the ideas are r e f l e c t e d o f f of him. Those who hear 
him understand them, only he does not understand 
them. (Rousseau 1762 (1979 e d i t i o n ) 107) 

He went on t o argue t h a t c h i l d r e n were not "capable of 

judgment; do not have t r u e inemory', and t h a t they were r a r e l y 

able t o perceive 'connections between ideas'. 

For Rousseau, then, childhood was a period of l i f e when 

freedom from the c o n s t r a i n t s of the a d u l t world were necessary 
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i f the n a t u r a l p u r i t y of s p i r i t was not t o be broken and 

corrupted. The system of education t o which h i s c r i t i c i s m s 

were d i r e c t e d , however, was administered, t o the sons of the 

French a r i s t o c r a c y , an important p o i n t which has been 

c o n t i n u a l l y overlooked by l a t e r t h e o r i s t s looking t o "Emile" 

f o r t h e o r e t i c a l support i n t h e i r e f f o r t s t o b r i n g about 

r a d i c a l educational reform ( f o r example, Blenkln and K e l l y 

1987). 

The main arguments of Rousseau which are p e r t i n e n t t o 

t h i s t h e s i s can be summarized as f o l l o w s : 

* Childhood i s p a r t of a n a t u r a l order which 
should not be perverted, 

* Childhood has a way of seeing the world which i s 
d i s t i n c t from t h a t of a d u l t s and which should be 
allowed t o develop n a t u r a l l y . 

» Attempts t o i n s t r u c t c h i l d r e n , w h i l s t seeming t o 
be successful, are f r u i t l e s s i n t h a t c h i l d r e n are 
incapable of understanding and connecting 
the ideas presented. 

The s i g n i f i c a n c e of t h i s , f o r Rousseau, was expressed as 

fo l l o w s : 

Respect childhood, and do not hurry t o judge i t , 
e i t h e r f o r good or f o r i l l . Let the exceptional 
c h i l d r e n show themselves, be proved, and be 
confirmed f o r a long time before adopting spe c i a l 
methods f o r them. Leave nature t o act f o r a long 
time before you get involved with a c t i n g i n i t s 
place, l e s t you impede i t s operations. 

(Rousseau 1762 (1979 e d i t i o n ) : 107): 

The concern of Rousseau was t h a t r a t i o n a l i s m was a 

c o r r u p t i o n of the n a t u r a l , o r i g i n a l s t a t e of childhood; 

We are born w i t h the use of our senses .,. these 
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d i s p o s i t i o n s are extended and strengthened as we 
become more capable of using our senses and more 
enlightened; but constrained by our ha b i t s , they 
are more or less corrupted by our opinions. Before 
t h i s c o r r u p t i o n they are what I c a l l i n us nature. 

He equated childhood w i t h t h i s uncorrupted s t a t e , and 

what he believed t o be i t s nature - a n a t u r a l l y pure, 

p r i m i t i v e stage, r e f l e c t i v e of western society's development 

u n t i l i t became t a i n t e d w i t h decadence and c o r r u p t i o n - became 

a focus f o r t h e . i n v e s t i g a t i o n s of Jean Plaget. 

I t was e f f o r t s t o escape sentimental, n a t u r a l i s t i c 

notions of childhood such as these, and t o endow c h i l d study 

w i t h what was assumed t o be e m p i r i c a l r e s p e c t a b i l i t y , t h a t 

provided the necessary d r i v i n g force t o e s t a b l i s h pedalogy as 

the science of c h i l d development i n a l l i t s aspects. The 

development of the pedaloglcal movement i s analysed below, 

f o l l o w i n g a discussion of the i n t e l l e c t u a l movement of 

p o s i t i v i s m which provided pedologists w i t h the impetus 

necessary f o r developing t h e i r ideas w i t h i n what seemed t o be 

a s c i e n t i f i c framework. 

2.02 The Influence of P o s i t i v i s m 

a) Positivisjn as a Movement. 

The statement of OFSTED (1994: 13) t h a t fear of subjective 

teaching has, so f a r , prevented the subjects of the National 

Curriculum from being presented i n ways which educate i n 

values i s an example of a c o n t i n u i n g misunderstanding 

concerning the respective m e r i t s of ' o b j e c t i v i t y ' and 
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• s u b j e c t i v i t y ' , the o r i g i n s of which can be traced t o 

p o s i t i v i s t i n f l u e n c e . 

P o s i t i v i s m has a long h i s t o r y which, i n one form or 

another, runs p a r a l l e l t o the r i s e of modern science, 

developing p a r t i c u l a r l y from the philosophy of Descartes, w i t h 

'the f a i t h which was placed i n l o g i c and abst r a c t reasoning 

and the c l o s e l y a l l i e d processes of mathematical demon­

s t r a t i o n ' ( B a b b i t t 1962: 35). 

Comte, w r i t i n g i n the nineteenth century, saw the o r i g i n s 

of p o s i t i v i s m as an i n t e l l e c t u a l d i s c i p l i n e i n the r i s e of 

science d u r i n g the seventeenth century (Comte 1969 e d i t i o n : 

135), although there i s evidence of i t s c h a r a c t e r i s t i c s from 

much e a r l i e r times (Armitage 1972). 

The i n f l u e n c e of the movement has been s i g n i f i c a n t 

g e n e r a l l y , not l e a s t of a l l f o r education. This s e c t i o n 

provides a summary of the main focus of the movement as i t 

provided an important framework f o r developments i n education 

from the l a t e nineteenth century onwards, A d i s t i n c t i v e 

f e a t u r e of p o s i t i v i s m , i n f l u e n t i a l f o r thought generally, was 

i n the encouragement i t gave t o b e l i e f i n the s u p e r i o r i t y of 

research methods which were considered t o el i m i n a t e opinions 

on account of the ' o b j e c t i v e ' methods by which data were 

c o l l e c t e d and hypotheses formulated. 

In s h o r t , p o s i t i v i s m was an i n t e l l e c t u a l movement whose 

adherents believed experimental research could produce 
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f i n d i n g s which were n e u t r a l and value-free (Depaepe 1992: 70). 

H o s t i l i t y t o metaphysics, a study which was not amenable t o 

t h i s approach, was denounced as being non-senslcal (Ayer 1969: 

173). Such an a t t i t u d e can be found, f o r example, i n the 

w r i t i n g s of Hun^: 

But what have I here said, t h a t r e f l e c t i o n s very 
r e f i n e d and metaphysical have l i t t l e or no Influence 
upon us? This opinion I can scarce forbear r e t r a c t i n g 
condemning from my present f e e l i n g and experience. The 
intense view of these manifold c o n t r a d i c t i o n s and 
imperfections i n human reason has so wrought upon me, 
and heated my bra i n , t h a t I am ready t o r e j e c t a l l 
b e l i e f and reasoning, and can look upon no opinion even 
as more probable or l i k e l y than another (Hume 1964 

e d i t i o n : 253). 

The p o s i t i v i s t movement spread p a r t i c u l a r l y r a p i d l y during 

the t w e n t i e t h century, encouraged e s p e c i a l l y by the work of 

Professor Maurice Schlick and h i s colleagues during the f i r s t 

decades of the t w e n t i e t h century. The continued h o s t i l i t y t o 

metaphysics can be found, f o r example, i n the w r i t i n g s of 

Carnap (1966 e d i t i o n : 206/220). Overall, the p o s i t i v i s t 

movement was concerned w i t h the i d e n t i f i c a t i o n of 'things i n 

themselves' (Kant 1989 e d i t i o n : 87), b e l i e v i n g t h i s t o be 

possible through e l i m i n a t i n g s u b j e c t i v e human opinion - t h a t 

i s , thought not supported by o b j e c t i v e l y obtained information 

- by the use of experiments and instruments, measurements' and 

s t a t i s t i c s although, of course, the i n t e r p r e t a t i o n of t h i s 

' o b j e c t i v e ' i n f o r m a t i o n depended upon t h i s very type of 

reasoned a n a l y s i s (Depaepe 1992: 75/6). 
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A d e s i r e f o r edu c a t i o n a l reform and p r o f e s s i o n a l i s m 

helped c r e a t e the c l i m a t e conducive f o r experimental r e s e a r c h 

( p a r t i c u l a r l y a s r e f l e c t e d i n the pedologlcal movement) to 

e v e n t u a l l y become an I n t e g a l component of educational s c i e n c e 

or s c i e n c e s (Depaepe 1992; 70). 

Depaepe, when a n a l y s i n g developments I n experimental 

r e s e a r c h between the y e a r s of 1890/1940 described the 

s i g n i f i c a n c e of p o s i t i v i s m as f o l l o w s : 

t h i s phenomenon was j u s t one of many emanations 
of the almost l i m i t l e s s confidence i n p o s i t i v i s m . .. 
s c i e n t i f i c knowledge had to be gathered I n d u c t i v e l y 
and as a means of experimental research. 

(Depaepe 1992: 69) 

Accordingly attempts were made throughout Eui'ope to 

e s t a b l i s h the s c i e n c e of pedology, the s c i e n t i f i c study of the 

c h i l d i n a l l a s p e c t s . The i n t e n t i o n was to escape as f a r as 

p o s s i b l e from r o m a n t i c - r e l i g i o u s , n a t u r a l i s t i c and sentimental 

t r a i t s of p e r c e p t i o n s of childhood, and by means of numerous 

types of observations, measurements and psycho-physical 

experiments, where p o s s i b l e using s p e c i a l i s e d instruments, to 

bring together fragmented s c r a p s of knowledge. I t was 

b e l i e v e d t h a t : 

R e l a t i o n s h i p s should be able to be dis c e r n e d between 
them about which e x p e r i m e n t a l l y v e r i f i a b l e hypotheses 
could be co n s t r u c t e d and whereby u l t i m a t e l y p a r t i a l 
a s w e l l a s general p a t t e r n s , laws and theorems could be 
de r i v e d to e x p l a i n c h i l d development and c h i l d behav­
iour (Depaepe 1992: 75), 
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Belgian pedologists, I n s p i r e d by the work of the American 

t h e o r i s t Oscar Chrlsman (1896) set up an experimental 

l a b o r a t o r y I n Antwerp i n 1899 t o develop pedologlcal 

approaches t o c h i l d study, w h i l s t I n 1911 an i n t e r n a t i o n a l 

congress t o dfscuss pedology took place i n Brussels. 

Progress, however, was h a l t e d by the outbreak of war, but the 

Institut Jean-Jacques Rousseau, established a t Geneva i n 1912 

as the r e s u l t of the d r i v i n g force of Edouard Claparede was t o 

be more enduring, and s i g n i f i c a n t f o r the work of Jean Piaget 

(2.03), who l a t e r became i t s D i r e c t o r . From i t s foundation, 

the i n t e n t i o n was t o teach experimental psychology and 

pedagogy at an academic l e v e l . The pedological p a t t e r n , 

supported by a p o s l t i v i s t ethos, was the framework underlying 

the i n i t i a t i v e . 

The focus of Piaget's work was never educational although 

i t has been a p p l i e d e x t e n s i v e l y i n an educational context ( f o r 

example, Plowden 1967). Piaget's t h e o r i e s comprised an 

attempt t o create an i n t e g r a t e d theory of biology and 

philosophy of the mind (Wood 1990 e d i t i o n : 10). F u l l 

discussion of these issues comprises s e c t i o n 2.03 of t h i s 

chapter, and the f i n a l s e c t i o n of the t h e s i s focuses on 

r e l i g i o u s education as a s p e c i f i c example of how Piagetian 

psychology has influenced assumptions concerning the nature of 

childhood and c u r r i c u l u m development i n primary schools. 
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Depaepe described the spread of p o s i t i v i s m through the 

medium of pedology as f o l l o w s : 

In s hort, w i t h i n the pedological paradigm, the 
p o s i t i v i s t di^eam unfolded i n f u l l measure. 
Q u a n t i t a t i v e research methods were i d o l i s e d and an 
almost magic power was given t o the language of 
numbers. I t was assumed u n c o n d i t i o n a l l y t h a t 
experimental research was superior. I t s o b j e c t i v i t y 
was not doubted nor was the u n i v e r s a l v a l i d i t y of the 
p o s i t i v e knowledge, of f a c t s . . . 

(1992:.75) 

Hevertheless, the pedological paradigm collapsed a f t e r 

the f i r s t world war, since i t s v i s i o n of a s i n g l e science of 

the c h i l d was found impossible t o e s t a b l i s h . I t s Biore l a s t i n g 

e f f e c t , nevertheless, was t o encourage b e l i e f i n the d e s i r ­

a b i l i t y , and p o s s i b i l i t y , of a s c i e n t i f i c , value-free approach 

t o pedagogical sciences, f o r example by research design of a 

type believed t o be able t o i d e n t i f y o b j e c t i v e l y ' f a c t s ' of 

childhood (Depaepe 1992: 77). These ' f a c t s ' - obtained by 

means of various kinds of t e s t s devised by, f o r example 

psychologists such as Burt and Binet, were thought t o be 

superior t o other methods of information-gathering, since 

these were deemed t o be s u b j e c t i v e (Depaepe 1992: 76). 

I t i s p l a u s i b l e , perhaps, t o consider the extent t o which 

e f f o r t s t o e s t a b l i s h a system i n education which, as i t was 

considered t o be value-free and t h e r e f o r e i m p a r t i a l i n making 

judgements, could have been an attempt.to b r i n g about s o c i a l 

order and peace (Depaepe 1992: 70). As Depaepe suggests 

l a t e r : 
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Did not the desire f o r i n c r e a s i n g l y successful educ­
a t i o n give witness r a t h e r t o a complete preference f o r 
a r a t i o n a l l y ordered (and thus more c o n t r o l l a b l e ) 
s o c i e t y than t o a t r u e emancipatory i n t e r e s t i n the 
c h i l d ? (1992: 79). 

I f so, the e f f o r t s were f u t i l e , as subsequent events i n 

European h i s t o r y were t o show. 

b) The Effects of Positivism.. 

i ) P o s i t i v i s m , Experimental Psychology and the Child. 

As described by Depaepe (1992: 67/83), p o s i t i v i s m was a 

d r i v i n g f o r c e behind the confidence f e l t during the l a t e 

nineteenth and mid-twentieth c e n t u r i e s i n the p o s s i b i l i t y of 

i d e n t i f y i n g f a c t s concerning c h i l d development, p a r t i c u l a r l y 

those which could be coramunlcated s t a t i s t i c a l l y . V h i l s t there 

can be l i t t l e doubt t h a t experimental psychology could make a 

very important c o n t r i b u t i o n t o knowledge of the l e a r n i n g 

process, i t i s the contention of the w r i t e r t h a t a l l research 

f i n d i n g s must be s t u d i e d alongside other non-quantifiable 

f a c t o r s , such as the q u a l i t y of r e l a t i o n s h i p s between the 

teacher and c h i l d and the appropriateness of lesson content 

f o r i n d i v i d u a l i n t e r e s t . A l l are both c e n t r a l , and v i t a l , t o 

the l e a r n i n g process, although not necessarily f a l l o w i n g f i x e d 

p a t t e r n s (see page 28 f o r f u r t h e r discussion). As stated by 

Depaepe, the pedologists f a i l e d t o recognise 'the complexity 

of the pedagogical-didactic process', but i n d i r e c t l y t h e i r 

commitment t o value-free, n e u t r a l research continued, and 
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psychologists, l i k e e d u c a t i o n a l i s t s , discovered 'the market of 

the c h i l d ' (1992: 78/80). 

Assumptions t h a t experimental research i s a superior 

method f o r the I d e n t i f i c a t i o n of s i g n i f i c a n t f e a t u r e s of the 

l e a r n i n g process e a s i l y leads t o a type of imperialism and 

imbalance I n e f f o r t s t o understand the i n t r i c a c i e s of how 

l e a r n i n g takes place. This i s because a f f e c t i v e aspects of 

thought are as c e n t r a l t o consciousness as r a t i o n a l thought: 

The attempt of the r a t i o n a l i s t t o lock up l i f e i n some 
set of formulae produces i n the imaginative man a f e e l ­
i n g of oppression. He gasps f o r l i g h t and a i r . 

(Bab b i t t 1962: 34). 

To attempt t o e l i m i n a t e any aspect of human consciousness 

when c a r r y i n g out research, e s p e c i a l l y with c h i l d r e n , i s t o 

produce r e s u l t s which are, at the best i r r e l e v a n t f o r 

d e s c r i b i n g r e a l i t y , and a t the worst extremely damaging and 

misleading. This i s because a t l e a s t one of the c e n t r a l 

c h a r a c t e r i s t i c s of being human has been omitted. 

I t w i l l be shown thi-oughout l a t e r chapters of the t h e s i s 

how metaphor i s c e n t r a l t o t h i n k i n g and the way i n which 

people attempt t o make sense of t h e i r experiences. P o s i t i v i s t 

t h e o r i e s concerning metaphor are examined below i n order t o 

assess t h e i r c o n t r i b u t i o n t o t h e o r i e s which were developed 

l a t e r i n an educational context. 

11) P o s i t i v i s m and Metaphor. 
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The focus of p o s i t i v i s m when extended t o metaphor i n 

language developed several assumptions c e n t r a l t o the thought 

of w r i t e r s i n the Middle Ages concerning ' f i g u r a t i v e ' and 

' l i t e r a l ' uses of language, t o the exclusion of other 

important f a c t o r s i d e n t i f i e d by c l a s s i c a l w r i t e r s , f o r example 

A r i s t o t l e and Longlnus (pages 91/93). 

For example, phrases such as 'metaphorical meaning' and 

'mere metaphor' have obscured d i s t i n c t i o n s between i n s i g h t s 

and the r o l e of metaphor i n attempts t o express them. As 

st a t e d by Soskice, 'states of a f f a i r s ' have become confused 

w i t h the ways i n which they are expressed (1989: 70). Because 

of the Importance of t h i s issue f o r understanding the learning 

process, f u l l discussion i s developed i n a l a t e r chapter 

(pages 98/101). 

In a d d i t i o n , t h i s narrow focus of metaphor i n . language 

was f u r t h e r r e s t r i c t e d by such w r i t e r s as Locke and Hobbes 

(pages 95/96), who argued i t was merely an impediment t o clear 

expression and the I d e n t i f i c a t i o n of ' f a c t s ' . This 

i n f l u e n t i a l n o t i o n played a c e n t r a l r o l e i n preventing 

development of understanding of the much deeper operation of 

convientianal metaphor i n everyday thought and language use: 

again, discussion of t h i s issue i s c e n t r a l t o l a t e r analysis 

(pages 105/116; 148/167). 

Harrow I n t e r p r e t a t i o n s of metaphor which emanated from 

p o s i t i v i s m , coupled w i t h assumptions concerning the supposed 



n e u t r a l i t y of experimental psychology's a b i l i t y t o i d e n t i f y 

the f a c t s of l e a r n i n g p o t e n t i a l , were s i g n i f i c a n t f o r Piaget's 

t h e o r i e s concerning pre-adolescent c h i l d r e n ' s language use, 

even though h i s methods of research were c r i t i c i s e d by 

p o s i t l v i s t s themselves (Baden 1978: 25). 

I t i s t o a synopsis of the i n f l u e n t i a l work of Piaget t h a t 

the chapter now moves, assessing the Influence of the romantic 

and p o s i t i v i s t movements on h i s thought and th e o r i e s . 

2.03 The ¥nrk of Jean Piaget. 

a) General Background. 

Jean Piaget was born i n 1896 and died i n 1980. U n o f f i c i a l 

t i t l e s bestowed on him included "the Classroom's Freud" and 

"the E i n s t e i n of Psychology". Piaget set out t o elaborate a 

b i o l o g i c a l explanation of knowledge. What he a c t u a l l y 

achieved was the c o n s t r u c t i o n of a "stage theory" of 

c h i l d r e n ' s i n t e l l e c t u a l capacity which pervaded classrooms i n 

a l l corners of the globe and, i t has been suggested, 

encouraged teachers t o hold extremely low expectations of 

t h e i r p u p i l s (Brown e t a l 1979; Bryant 1974; Petrovich 1988). 

b) Formative Influences of Early Life 

Jean Piaget was the son of Arthur and Rebecca Piaget. 

His f a t h e r was a h i s t o r i a n and from an e a r l y age Piaget was 

discouraged by him from becoming a student of h i s t o r y . Piaget 

wrote t h a t he got h i s 'love of f a c t s ' from h i s f a t h e r , who 
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advised him against h i s t o r i c a l s tudies because h i s t o r y "wasn't 

a t r u e science" (Vidal 1994: 13). Arthur Piaget was an unbel­

i e v e r , but h i s wife nurtured her son w i t h i n the t r a d i t i o n s of 

l i b e r a l Protestantism. Her regu l a r bouts of mental i l l n e s s 

caused Piaget and h i s f a t h e r t o take "refuge I n both a p r i v a t e 

and f i c t i t i o u s world" (Vldal 1994: 16). These e a r l y 

influences, operating w i t h i n the climate of opinion created by 

p o s i t i v i s m , were t o be of great s i g n i f i c a n c e f o r Piaget's 

l a t e r academic l i f e . This was the context i n which Piaget 

developed h i s t h e o r i e s of childhood i n t e l l e c t u a l development 

which were u l t i m a t e l y t o be so i n f l u e n t i a l f o r primeo-y school 

education (Plowden 1967) and p a r t i c u l a r l y f o r r e l i g i o u s 

education (Goldman 1964; 1965). 

c) Biological Interests, 

By 1912, Jean Piaget was described as being a "great 

mind", f a s c i n a t e d i n p a r t i c u l a r by the study of molluscs and 

the way i n which these aquatic creatures adapted t o lakeside 

environments. He once described h i s obsession w i t h molluscs 

as the "problem of species and t h e i r i n d e f i n i t e adaptations as 

a f u n c t i o n of the environment" (Vidal 1994: 37). His goal i n 

studying v a r i a t i o n s of species was t o formulate a c l a s s i f ­

i c a t i o n system and t o devise a means of understanding the 

phenomenon of a c c l i m a t i z a t i o n . Of i n t e r e s t , f o r example, was 

how various species of molluscs had .reached Lake Geneva and 

adapted t o l i f e i n i t s waters. He declared t h a t he had 
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"decided t o consecrate ( h i s ) l i f e t o the b i o l o g i c a l explan­

a t i o n of knowledge" (Vldal 1994: 52). 

d) Liberal Protestantism and Positivism 

As a l i b e r a l Protestant working w i t h i n the i n t e l l e c t u a l 

climate of p o s i t i v i s m , Piaget was concerned t o adapt r e l i g i o n 

and theology t o secular developments, p a r t i c u l a r l y t o current 

t h i n k i n g i n science and philosophy, and the c o n v i c t i o n t h a t 

c o n t r o l of people by an e x t e r n a l a u t h o r i t y might be replaced 

by emphasis on i n d i v i d u a l i s m , what he believed t o be an 

exclusive c h a r a c t e r i s t i c of Protestantism (Vidal 1994: 93). 

He was appointed t o the s t a f f of the Institut Rousseau i n 1921 

by Claparede, and l a t e r became i t s Di r e c t o r , a post which he 

held from 1933 u n t i l 1971. As shown e a r l i e r (page 61), t h i s 

I n s t i t u t e had been founded by Claparde as a response t o the 

pedological movement, the ideology of which was c e n t r a l t o 

Piaget's researches, although h i s methodology has f r e q u e n t l y 

been the subject of c r i t i c i s m because of i t s lack of 

s t a t i s t i c s and c o n t r o l l e d experimental design. He favoured 

i n t e r v i e w techniques and c r i t i c i s e d s t a t i s t i c a l methods on 

account of h i s perceptions of t h e i r lack of q u a l i t a t i v e 

m a t e r i a l (Boden 1978: 25). 

The main work of Piaget was d r i v e n by h i s determination 

t o show t h a t m a t u r i t y i n i t s numerous dimensions (language, 

thought, m o r a l i t y ) could be e m p i r i c a l l y v e r i f i e d and thus 

given the f a c t u a l s t a t u s necessary f o r acceptance w i t h i n 
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p o s i t i v i s m . He wanted t o f i n d a u n i t y between science, 

psychology and values. As Fernando Vidal states: 

For Piaget, science d i d not deal w i t h values them­
selves, but i t could help t o e x p l a i n value Judgements. 
Once a personal experience had been formed, Piaget 
claimed, psychology could ' c o n t r o l ' i t and check i t s 
l o g i c a l s t r u c t u r e ; f o r example, a m i l i t a r i s t s o c i a l i s t 
would be l e d t o examine whether or not m i l i t a r i s m and 
s o c i a l i s m are l o g i c a l l y compatible, and would then have 
t o make a moral and p r a c t i c a l choice. Logical and 
moral experience are c l o s e l y l i n k e d (Vidal 1994: 230). 

Piaget's a s s e r t i o n was t h a t non-contradiction was a 

psychological and moral necessity, a f u n c t i o n which was as 

b i o l o g i c a l as e a t i n g and d r i n k i n g . Speaking i n 1928 at a 

Swiss R e v i v a l i s t Meeting, Piaget claimed t h a t "by approaching 

values as e m p i r i c a l f a c t s , psychology and sociology discovered 

the law of e v o l u t i o n t h a t governed them i n the i n d i v i d u a l and 

soc i e t y " (Vidal 1994: 231). 

I t was t h i s e v o l u t i o n a r y approval t h a t Informed his. works 

i n the f i e l d of c h i l d psychology. Piaget's most famous books 

appeared between 1923 and 1929: The Language and Thought of 

the Child (1923); Judgement and Reasoning in the Child (1926); 

The Child's Conception of Physical Causality (1927) and The 

Child's Conception of the World (1929). A l l purported t o show 

how c e n t r a l t o childhood was egocentrism, an Incapacity t o 

f e e l empathy. For Piaget, the disappearance of egocentrism 

during the f i n a l 'stage' of development was both I n t e l l e c t u a l 

and moral (Vidal 1994: 230). Reason, f o r him, brought w i t h i t 



70 

a u n i f i c a t i o n of r e l i g i o n , science and m o r a l i t y through the 

development of consciousness. 

The purpose of h i s i n v e s t i g a t i o n s i n t o the thought 

processes of the young person was t o show the c h i l d t o be a 

microcosm of the developing s t a t e i n passing through stages of 

egocentrism, w i t h the capacity f o r concrete thought towards 

greater i n d i v i d u a l i s m or personal autonomy (Clark 1995: 81). 

This was the e a r l y phase of development asserted by Rousseau 

as being innocent (1976 e d i t i o n : 79). Piagetian theory o f f e r s 

ideas concerning the nature of t h i s innocence. 

In a s i m i l a r way, the s o c i e t y of the western world, f o r 

Piaget, was seen t o have developed I n corresponding stages, 

from p r i m i t i v e s u r v i v a l techniques t o the acceptance of 

corporate, e x t e r n a l c o n t r o l ( e s p e c i a l l y as epitomised by the 

Roman Ca t h o l i c Church) towards the i n d i v i d u a l i s m he believed 

to be o f f e r e d by l i b e r a l Protestantism: 

From the c h i l d and the p r i m i t i v e t o the adu l t and the 
modern; from the f a c t t h a t we have freed ourselves from 
egocentrism and from i n t e l l e c t u a l and moral coercion 

(quoted Vidal 1994: 231). 

Piaget's equation of childhood w i t h what he believed t o 

be the c o n d i t i o n of " p r i m i t i v e races" can be found throughout 

h i s w r i t i n g s ; 

the c h i l d w i l l always discover motives which are s u f f ­
i c i e n t t o j u s t i f y them; j u s t as the world of the prim­
i t i v e races i s peopled w i t h a wealth of a r b i t r a r y 
i n t e n t i o n s (Piaget 1923: 212). 

i n other words, c h i l d i s h dynamics seem t o r e q u i r e con­
t a c t ; when the clouds d r i v e the sun before them i t i s 
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because a breath issues from them ... the autonomy i s 
analogous t o t h a t which we f i n d i n p r i m i t i v e peoples 

(Piaget 1926: 119). 

I t i s our b e l i e f t h a t the day w i l l come when c h i l d 
thought w i l l be placed on the same l e v e l i n r e l a t i o n t o 
a d u l t , normal and c i v i l i z e d thought (Piaget 1927: 256). 

There i s here a p r i m i t i v e f a i l u r e t o di s s o c i a t e between 
a c t i o n and conscious e f f o r t (Piaget 1929; 178). 

Piaget was not looking at i n d i v i d u a l c h i l d r e n ' s c o g n i t i v e 

development, but r a t h e r attempting t o b r i n g together and draw 

a t t e n t i o n t o what he perceived t o be c h a r a c t e r i s t i c s of 

childhood which appeared s y s t e m a t i c a l l y - i r r e s p e c t i v e of 

i n d i v i d u a l i t y - throughout development. This attempt at 

c l a s s i f i c a t i o n has been described as f o l l o w s : 

What he i s doing here i s l o g i c a l l y equivalent t o 
s e t t i n g out a museum e x h i b i t f o r spectators 
t o see. He s t a r t s w i t h a taxonomy which he appears t o 
read o f f from the data, but which I n f a c t he brings t o 
them (Clark 1995: 80). 

I t I s f o r t h i s reason t h a t Clark asserted t h a t : 

Piaget's theory, i n t e r p r e t e d as being about the 
c o g n i t i v e development of the i n d i v i d u a l psychological 
subject, i s incoherent, and thus can be of no p r a c t i c a l 
value f o r teachers (Clark 1995: 78). 

e) Piaget's Work in Children's Language Development. 

When Piaget was asked why he p r a c t i s e d experimental 

psychology, h i s answer was "Because I want f a c t s " (Bringuier 

1980: 49). However, Piaget's work reveals h i s assumption t h a t 

i n 'discovering f a c t s ' he was b u i l d i n g upon, i n an e m p i r i c a l l y 

respectable manner, those scraps of i n f o r m t i o n derived from 

non-objective observations of the past (Depaepe 1992: 75). 
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because a breath issues from them ... the autonomy i s 
analogous t o t h a t which we f i n d i n p r i m i t i v e peoples 

(Piaget 1927: 119). 

I t i s our b e l i e f t h a t the day w i l l come when c h i l d 
thought w i l l . b e placed on the same l e v e l i n r e l a t i o n t o 
a d u l t , normal and c i v i l i z e d thought (Piaget 1928: 256). 

There i s here a p r i m i t i v e f a i l u r e t o d i s s o c i a t e between 
a c t i o n and conscious e f f o r t (Piaget 1929: 178). 

Piaget was not loo k i n g at i n d i v i d u a l c h i l d r e n ' s c o g n i t i v e 

development, but r a t h e r attempting t o br i n g together and draw 

a t t e n t i o n t o what he perceived t o be c h a r a c t e r i s t i c s of 

childhood which appeared s y s t e m a t i c a l l y - i r r e s p e c t i v e of 

i n d i v i d u a l i t y - throughout development. This attempt at 

c l a s s i f i c a t i o n has been described as follows: 

What he i s doing here i s l o g i c a l l y iequlvalent t o 
s e t t i n g s e t t i n g out a museum e x h i b i t f o r spectators 
t o see. He s t a r t s w i t h a taxonomy which he appears t o 
read o f f from the data, but which i n f a c t he brings t o 
them (Clark 1995: 80). 

I t i s f o r t h i s reason t h a t Clark asserted t h a t : 

Piaget's theory, i n t e r p r e t e d as being about the 
c o g n i t i v e development of. the i n d i v i d u a l psychological 
subject, i s incoherent, and thus can be of no p r a c t i c a l 
value f o r teachers (Clark 1995: 78). 

e) Piaget's Work in Children's Language Development. 

When Piaget was asked why he pra c t i s e d experimental 

psychology, h i s answer was "Because I want f a c t s " (Bringuler 

1980: 49). However, Piaget's work reveals h i s assumption t h a t 

i n 'discovering f a c t s ' he was b u i l d i n g upon, i n an e m p i r i c a l l y 

respectable manner, those scraps of in f o r m a t i o n derived from 

non-objective observations o f . t h e past (Depaepe 1992: 75). 
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Piaget's i n v e s t i g a t i o n s concerned enquiries i n t o how 

c h i l d r e n would respond when asked t o match proverbs against 

provided answers. His i n v e s t i g a t i o n of proverbs i s the 

nearest t h a t h i s t h e o r i e s came t o enquiring i n t o c h i l d r e n ' s 

a b i l i t y t o deal w i t h metaphor: proverb can be understood as 

sharing many of the c h a r a c t e r i s t i c s of metaphor (Winner and 

Gardner 1993: 430), The set task consisted of p r o v i d i n g the 

c h i l d r e n w i t h a l i s t of proverbs and asking them t o pick a 

sentence which they considered t o be an appropriate meaning. 

Piaget described what happened; 

Now these facts, which we have pointed out without 
e x p l a i n i n g them, are c o n s t a n t l y t o be met with i n 
connexion w i t h the proverbs; the c h i l d always 
j u s t i f i e s the most unexpected combinations. Here are 
a few examples i n which syncretism brings about 
these J u s t i f i c a t i o n s at any pr i c e . 

(1959 e d i t i o n : 146) 

By 'syncretism' Piaget can be understood as meaning the c h i l d 

attempted t o reason by 'schemas', or by a method of 

i n t e r p r e t a t i o n which involved looking at phrases, r a t h e r than 

by analysing meanings of s i n g l e words and attempting t o 

synchronise them. (Piaget; 1959 e d i t i o n : 132). Hence, he 

found t h a t ten year olds, when attempting t o i n t e r p r e t 

proverbs, would apply groups of words from the proverb t o what 

they saw t o be a corresponding group i n one of the sentences, 

and i t was according t o t h i s 'schema' of words t h a t the 

' s o l u t i o n ' was 
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selected. An example, taken from Piaget's w r i t i n g , i s the 

f o l l o w i n g : 

Mat (10;0) connects the proverb 'So o f t e n 
goes the j u g t o water, t h a t i n the end i t breaks' 
w i t h the sentence 'As we grow older we grow b e t t e r ' . 
Wow the proverb has been understood v e r b a l l y . For 
Mat i t means: 'You go to the water so often that the 
Jug cracks; you go back once again and it breaks'. 
The corresponding sentence i s explained as f o l l o w s : 
'The older you get the better you get and the more 
obedient you become - Why do these two sentences 
mean the same thing? because the Jug is not 
so hard because it is getting old, because the bigger 
you grow, the better you are and you grow old. 

(1959 e d i t i o n : 138/9) 

Piaget s t a t e s t h a t 

I t may be claimed t h a t t h i s absurdity i s due t o the 
f a c t t h a t a c h i l d of 10 cannot r e a l i z e t h a t the 
symbolism of a proverb i s e x c l u s i v e l y e t h i c a l . This i s 
undoubtedly one of the f a c t o r s a t work, although at 
t h a t age c h i l d r e n r e a l i z e p e r f e c t l y well t h a t a l l 
proverbs are symbolic. But t h i s f a c t o r alone does not 
exp l a i n the c h i l d ' s power t o connect everything with 
everything else by means of general schemas, and t o 
compare a Jug t o a c h i l d simply because both grow 
older. (1959 e d i t i o n : 139) 

Many more examples of c h i l d r e n ' s responses which f o l l o w 

t h i s p a t t e r n are provided and analysed, a l l of which seem t o 

prove the 'fact' which Piaget i s attempting t o e s t a b l i s h : t h a t 

i s , t h a t c h i l d r e n of Key Stage Two age, and e a r l i e r , t h i n k 

d i f f e r e n t l y from a d u l t s i n t h a t they do not analyse according 

t o d e t a i l . Instead: 

I n other words, the c h i l d seems t o be on the lookout 
only f o r words resembling each other i n sense or i n 
sound ( ' p e t i t ' and ' p e t i t e s , 'habit' and 'habitude') 
.... Here again the general schema i s b u i l t up j u s t 
as d e f i n i t e l y . I n syncretism of undei-staiiding, as 
i n t h a t of perception, there i s s o l i d a r i t y between 
the d e t a i l s and the general schema. 
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(Piaget: 1959 e d i t i o n ; 157) 

Two p o i n t s need t o be made here. F i r s t l y , e a r l i e r i n the 

chapter, Piaget mentioned t h a t ; 

In order ... t h a t the experiment should not be 
absurd, we analysed only the answers given by the 
children who had been able to discover and defend the 
correct correspondence for at least one or two 
proverbs. (1959 e d i t i o n : 136) 

What, the reader could w i t h much j u s t i f i c a t i o n i n s i s t 

upon knowing, happened t o the data which d i d not f i t t h i s 

scheme? Statements such as these could lead teachers and 

researchers t o believe t h a t Piaget possibly i n t e r p r e t e d a l l 

h i s data i n ways.which gave support t o h i s theories, o m i t t i n g 

any which d i d not. I t i s i n t r i g u i n g t o read l a t e r i n the 

same chapter Piaget's defence of t h i s work, because: 

The impression must o f t e n have been created t h a t the 
c h i l d r e n we questioned were making fun e i t h e r of us 
or of the t e s t , and t h a t the many s o l u t i o n s which 
they discovered a t w i l l could have been exchanged 
f o r any others t h a t might have suggested themselves, 
without the c h i l d being i n any way put out. 

(1959 e d i t i o n : 159) 

Secondly, Piaget's argument t h a t absurdity was not a 

f a c t o r i n the experiments because they showed t h a t 

As the years increased, there was simply a more 

or less sensible, d i m i n u t i o n of syncretism (1959: 161) 

i s most unconvincing, i f only because as the c h i l d became 

older, s/he would have had more o p p o r t u n i t i e s of le a r n i n g new 

words and incr e a s i n g his/her vocabulary: the task would then 

become, simply, easier i f experiences had been appropriate f o r 

the development of understanding! 
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What the c h i l d r e n were probably doing was engaging i n 

some k i n d of 'fun' wordplay, possibly attempting t o t u r n the 

t e s t i n t o a game. I f t h i s should be c o r r e c t , the r u l e s 

r e q u i r e d the players t o c r e a t i v e l y seek f o r p a t t e r n s and 

r e l a t i o n s h i p s between the words. Because of the c r e a t i v e 

nature of i n d i v i d u a l ideas, the work of the c h i l d r e n would not 

be i n accordance w i t h the 'set' answers against which t h e i r 

e f f o r t s were tested. 

Although h i s e a r l i e r s t u d i e s of molluscs concentrated 

on t h e i r adaptation t o h a b i t a t , the corresponding importance 

of context i n the i n t e r p r e t a t i o n of language was not, 

apparently, considered (Donaldson 1978: 38; 71). Expecting 

c h i l d r e n t o be able t o provide s a t i s f a c t o r y answers t o the 

proverb-matching exercises without g i v i n g some i n d i c a t i o n of 

t h e i r a p p l i c a t i o n was a task which, not s u r p r i s i n g l y , was 

beyond t h e i r a b i l i t y t o solve, as i t would undoubtedly prove 

t o be f o r a d u l t s placed i n a s i m i l a r p o s i t i o n . Further 

research i n t o t h i s p a r t i c u l a r aspect of language comprehension 

could comprise an a d d i t i o n a l p r o j e c t . 

P i a g e t i a n theory attempts t o show t h a t c o g n i t i v e 

development could be described i n terms of b i o l o g i c a l 

p r i n c i p l e s which were based on observable ' f a c t s ' (Hamlyn 

1978: 51). 

Another f e a t u r e of Piaget's perceptions of words can be 

grasped from the f o l l o w i n g quotation: 
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the imaginative i n t e r p r e t a t i o n s of i m p e r f e c t l y under­
stood words (Plaget 1959 e d i t i o n : 149). 

This gives an i n d i c a t i o n of Piaget's assumption t h a t 

words had set, unchanging meanings, a misunderstanding 

i d e n t i f i e d by Soskice (1989: 6) and by Reddy (1993: 164). I t 

was 'set' s o l u t i o n s t o the proverbs against which the e f f o r t s 

of the c h i l d r e n t o make sense of the task set were judged. 

However, Reddy has shown t o be f a l s e notions t h a t words 

act as a conduit vessel, conveying 'set' meanings which can be 

passed from one person t o another (Reddy 1993: 164). This 

assumption i s erroneous since a l l messages undergo i n t e r p ­

r e t a t i o n , and i n the process meanings of words and phrases are 

redefined and a s s i m i l a t e d according t o the experiences 

undergone and concepts held by any i n d i v i d u a l . Piaget's 

conclusion t h a t the c h i l d r e n were unable t o s e l e c t the correct 

answer t o the proverb provided i s important because i t 

r e f l e c t s h i s assumption t h a t there was necessarily one 

'co r r e c t ' answer. 

As w i l l be discussed i n chapter three, t h i s assumption i s 

c l e a r l y i n f l u e n c e d by p o s i t i v i s m , where arguments t h a t 

f i g u r a t i v e language - f o r example, metaphors - are merely 

r h e t o r i c a l devices, devised f o r communicating something which 

could be done more e f f i c i e n t l y through l i t e r a l language, are 

examined (3.03). However, the assumption was based on a 

narrow reading of c l a s s i c a l w r i t e r s ' advice t o students of 
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r h e t o r i c whose i n s i g h t s penetrated much more deeply i n t o the 

f u n c t i o n and r o l e of metaphor (3.02). 

Regarding Piaget's n o t i o n of 'schemas', these are not 

necessarily so l u d i c r o u s as he seemed t o have believed them t o 

be. What the c h i l d r e n were doing i n t h e i r attempts t o 'solve' 

the proverbs was t o look f o r r e l a t i o n s h i p s , or ways i n which 

ideas could be matched, This i s c h a r a c t e r i s t i c of the way i n 

which everyday phrases are modified and redefined - o f t e n 

metaphorically - i n order t o extend e x i s t i n g conceptual 

networks t o newly encountered phenomena (pages 149/160). 

In h i s attempts t o e s t a b l i s h ' f a c t s ' of l e a r n i n g , Piaget's 

a n a l y s i s was i n a p p r o p r i a t e i n t h a t he attempted t o apply 

t h e o r i e s w i t h i n stages w i t h a rough age-equivalence, 

i r r e s p e c t i v e of i n d i v i d u a l a b i l i t y or p e r s o n a l i t y d i f f e r e n c e s . 

The assumption seems t o have been l a r g e l y b i o l o g i c a l l y based: 

i n t e l l e c t u a l development followed set patterns, the content of 

which were determined by anatomical development r e l a t e d t o 

age, r a t h e r than i n d i v i d u a l , c r e a t i v e capacity or i n s i g h t . 

What i s f a s c i n a t i n g i s Piaget's o u t l i n e of a f u r t h e r 

• f a c t ' or 'law' which he reckoned he could perceive i n 

c h i l d r e n ' s attempts t o reason, and t h i s was t h a t they had a 

'ITeed f o r J u s t i f i c a t i o n a t any Price' (Piaget: 1959 e d i t i o n : 

145) and would, t h e r e f o r e , manipulate the mate r i a l a v a i l a b l e 

t o J u s t i f y t h e i r ideas. 

Two main p o i n t s which a r i s e from the above synopsis are: 
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1) Piaget's b e l i e f t h a t proverbs necessarily had one c o r r e c t 
meaning against which h i s informants' success could be 
measured; 

2) h i s assumption t h a t c h i l d r e n ' s methods of. attempting t o 
understand proverbs proceeded through i d e n t i f i a b l e stages 
which were s i m i l a r f o r a l l , but d i s t i n g u i s h a b l e from 
those a t the ' f i n a l ' stage of development. 

Piaget's theory of language development i n pre-adolescent 

c h i l d r e n may be summarised as i n d i c a t i n g t h e i r apparent 

i n a b i l i t y t o deal w i t h ' f i g u r a t i v e ' language, a p o i n t which 

was t o become c e n t r a l t o the researches of Goldman (1964; 

1965) who a p p l i e d i t d i r e c t l y t o Religious Education (chapter 

e i g h t ) . 

Fiaget's e a r l y i n t e r e s t i n the c l a s s i f i c a t i o n of 

molluscs was Instrumental i n the f o r m u l a t i o n of h i s famous 

' I n t e l l e c t u a l stages': they provided a system whereby c h i l d 

development could be n e a t l y c l a s s i f i e d and which summarized 

the i n t e l l e c t u a l capacity of c h i l d r e n i n an o r d e r l y system. 

However, Piaget's reasoning developed from f a l s e 

premises. Children do not develop towards I n d i v i d u a l i t y : they 

are i n d i v i d u a l s from b i r t h , and i t i s the i n d i v i d u a l ' s 

capacity f o r c r e a t i v e thought which allows knowledge t o 

develop, but t h i s process, i s extremely i n d i v i d u a l i s t i c and 

complex (Depaepe 1992: 78). I t i s Piaget's f a i l u r e t o accom­

modate the v a l i d i t y and s i g n i f i c a n c e of c r e a t i v i t y i n human 

development which i s l a r g e l y responsible f o r the 
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d l s c r e d i t a t i o n of h i s t h e o r i e s as being important f o r 

educational purposes (Ashton 1993a). 

g) The Influence of Piagetian Psychology. 

Although Piagetian psychology was used as a t h e o r e t i c a l 

foundation f o r encouraging 'progressive' teaching methods 

(Plowden 1967), Piaget kept himself distanced from educational 

issues. The reason f o r t h i s has been expressed as f o l l o w s ; 

One reason i s s t r a i g h t f o r w a r d enough. Piaget simply 
d i d not see education as h i s business; i t was not h i s 
primary concern and he t h e r e f o r e devoted l i t t l e energy 
t o these issues (Davis 1991: 22). 

What Piaget d i d consider t o be h i s business has been described 

above: he wished t o show t h a t m a t u r i t y i n i t s various diverse 

dimensions could be v e r i f i e d e m p i r i c a l l y . However, i t has 

been shown t h a t , although expressed i n heavy mathematical and 

b i o l o g i c a l disguises, Piaget's t h e o r i e s are r e a l l y : 

the romantic e v o l u t i o n a r y view of nature, w i t h the con­
s t r u c t i o n of the s e l f by an i n d i v i d u a l as he or she 
goes along reappearing as a s s i m i l a t i o n , accommodation 
etc. , and i t i s probably t h i s t h a t has led him t o be 
r e c r u i t e d by r o m a n t i c a l l y I n c l i n e d educational 
t h e o r i s t s . But t h i s i n t e r p r e t a t i o n does not survive a 
close s c r u t i n y of Piaget's w r i t i n g s (Clark 1995: 83). 

Nevertheless the v a l i d i t y of Piagetian psychology should 

be assessed on a d d i t i o n a l c r i t e r i a t o i t s empi r i c a l respect­

a b i l i t y . However, i t has been suggested above t h a t the 

t h e o r i e s f a i l i n t h a t they do not recognise the importance of 

c r e a t i v i t y i n human development. I t i s the contention of the 

argument presented throughout sections two and three of the 
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t h e s i s t h a t , even though d i s c r e d i t e d s c i e n t i f i c a l l y , the 

t h e o r i e s of Piaget cannot be v e r i f i e d by n o n - s c i e n t i f i c 

methods e i t h e r . 

Nevertheless, one of the uses made of Piagetlan 

psychology has been t o provide the teacher w i t h a new r o l e : 

'a f a c i l i t a t o r of le a r n i n g ' , whereby: 

the teacher's task i s t o provide an environment and 
o p p o r t u n i t i e s which are s u f f i c i e n t l y challenging f o r 
c h i l d r e n and yet not so d i f f i c u l t as t o be outside 
t h e i r reach ... l e a r n i n g can be undertaken too l a t e 
as w e l l as too e a r l y . Piaget's work can help 
teachers i n diagnosing c h i l d r e n ' s readiness ... 
(Plowden Report 1967: paras. 533/534): 

The r e s u l t s of the i m p l i c a t i o n s of these ideas on primary 

school teaching have been severely c r i t i c i s e d (Alexander et a l 

1992; McKamara 1993) and a plea has been made f o r teachers t o 

be allowed t o regain the freedom t o a c t u a l l y teach: 

C e r t a i n l y , success here would go f a r t o r e s t o r i n g 
t o teachers t h e i r t r a d i t i o n a l r o l e and proper 
r e s p o n s i b i l i t y . (Day 1983: 89). 

The danger, of course, l i e s I n attempts t o define what 

' t r a d i t i o n a l teaching' a c t u a l l y comprised. I f teaching was t o 

r e v e r t t o , f o r example, the 'object lessons' of the nineteenth 

century, p o s i t i v i s m could regain a g r i p on lesson content. 

Piaget's work, i f studied against a background of 

p o s i t i v i s m , shows i t s e l f t o have been s i g n i f i c a n t l y influenced 

by the confidence emanating froin the movement i n ways which 

were u n c r i t i c a l , although the parameters of p o s i t i v i s m were 

extremely narrow and r e s t r i c t i v e (Depaepe 1992: 69). 
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However, the i n f l u e n c e of P i a g e t i a n psychology on 

ed u c a t i o n a l p r a c t i c e and method has been enormous. The work 

of Ranald Goldman (1964; 1965) was based w i t h i n P i a g e t i a n 

Ideas and i t has been h i s i d e a s which have been i n f l u e n t i a l 

f o r the way i n which R e l i g i o u s Education was to develop r a t h e r 

than theory based on other w r i t i n g s , (for example, Bruner 

1978; Vygotsky 1978). I t i s to a c r i t i q u e of Goldman's 

r e s e a r c h e s t h a t chapter seven i s devoted. 

Kohlberg and Mayer (1972) have argued that i t was 

e s s e n t i a l to base the whole p r i m r y c u r r i c u l u m on P i a g e t i a n 

stages. I t I s probably i n mathematics, more than i n most 

s u b j e c t s , t h a t P i a g e t ' s i n f l u e n c e has been most apparent. 

Copeland (1979) suggested t h a t the mathematics c u r r i c u l u m 

should be organised i n ways which would give c h i l d r e n 

experience i n P i a g e t i a n mathematical t a s k s (such as the 

c o n s e r v a t i o n a c t i v i t i e s , c r i t i c i s e d by Matthews (1994: 51) as 

d e s c r i b e d above). Williams and Shuard (1986) begin t h e i r work 

with an u n c r i t i c a l overview of P i a g e t ' s theory and i t s value 

f o r t e a c h e r s of mathematics. 

A l l of these examples point towards an important i n f l u e n c e 

of p o s i t i v i s m : P i a g e t i a n psychology was accepted by many i n 

the e d u c a t i o n a l world a s being what i t seemed to c l a i m to be; 

a v a l u e - f r e e account of how c h i l d r e n came to l e a r n . P i a g e t ' s 

t h e o r i e s were accepted by many as being n e u t r a l i n t h i s sense, 

and i t was h a r d l y s u r p r i s i n g t h a t those induced by p o s i t i v i s m 
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However, the inf l u e n c e of Piagetian psychology on 

educational p r a c t i c e and method has been enormous. The work 

of Ronald Goldman (1964; 1965) was based w i t h i n Piagetlan 

ideas and i t has been h i s ideas which have been i n f l u e n t i a l 

f o r the way i n which the subject was t o develop r a t h e r than 

theory based on other w r i t i n g s , ( f o r example, Bruner 1978; 

Vygotsky 1978). I t i s t o a c r i t i q u e of Goldman's researches 

t h a t chapter seven i s devoted. 

Kohlberg and Hayer (1972) have argued t h a t i t was 

e s s e n t i a l t o base the whole primary cu r r i c u l u m on Piagetian 

stages. I t i s probably i n mathematics, more than i n most 

subjects, t h a t Piaget's i n f l u e n c e has been most apparent. 

Copeland (1979) suggested t h a t the mathematics curriculum 

should be organised i n ways which would give c h i l d r e n 

experience i n Piagetian mathematical tasks (such as the 

conservation a c t i v i t i e s , c r i t i c i s e d by Matthews.(1994: 51) as 

described above). Williams and Shuard (1986) begin t h e i r work 

w i t h an u n c r i t i c a l overview of Piaget's theory and i t s value 

f o r teachers of mathematics. 

A l l of these examples p o i n t towards an important influence 

of p o s i t i v i s m : Piagetlan psychology was accepted by many i n 

the educational world as being what i t seemed t o claim t o be: 

a value-free account of how c h i l d r e n came t o learn. Piaget's 

t h e o r i e s were accepted by many as being n e u t r a l i n t h i s sense, 

and i t was hai~dly s u r p r i s i n g t h a t those Induced by p o s i t i v i s m 
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believed t h i s type of research was d e f i n i t i v e i n e s t a b l i s h i n g 

a t o t a l l y r e l i a b l e account of c h i l d development. His t h e o r i e s 

were recommended as a base f o r both education a d m i n i s t r a t i o n 

and teaching methodology. 

In B r i t a i n , the Plowden Report (1967) provided the seal 

of approval which was necessary i f Piagetian ideas were t o 

become accepted i n the primary school classroom ( f o r example, 

see paragraphs 23, 50, 371, 521, 522, 530 & 649). 

The f o l l o w i n g chapter provides a c r i t i c a l examination of 

t h e o r i e s of metaphor, w i t h the purpose of assessing the 

assumptions of Piaget, as they had been formulated by those 

working under p o s i t i v i s t i n f l u e n c e . 

2.04 SHmaary. 

I n f l u e n t i a l movements i n thought, notably The Romantic 

Movement, s p e c i f i c a l l y the w r i t i n g s of Rousseau, and those 

whose work was s i g n i f i c a n t l y dominated by p o s i t i v i s m , created 

a r e s t r i c t e d I n t e l l e c t u a l perspective which assumed value-free 

methods of c o l l e c t i n g and i n t e r p r e t i n g data t o be an exclusive 

means of a c q u i r i n g r e l i a b l e knowledge about c h i l d development. 

Piaget was s i g n i f i c a n t l y i n f luenced by both movements i n 

t h a t Romanticism encouraged assumptions concerning the nature 

of childhood, i n d i c a t i n g i t t o be i n t r i n s i c a l l y d i f f e r e n t from 

adulthood. P o s i t i v i s m emphasised f o r him the necessity of 

e s t a b l i s h i n g ' f a c t s ' by o b j e c t i v e research methods and h i s 

work i s an example of how both, movements became entwined, 
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r e i n f o r c i n g each other and yet moving away from a c t u a l i t y 

because of t h e i r basic romanticism. 

Central t o Piaget's understanding of language were 

f i g u r a t i v e / l i t e r a l d i s t i n c t i o n s , a l l of which were 

c h a r a c t e r i s t i c of p o s i t i v l s t t h i n k e r s . His work i n c h i l d 

language development was developed from these assumptions. 

The f o l l o w i n g chapter examines t h e o r i e s of metaphor i n order 

t o assess the v a l i d i t y of the t h e o r i e s accepted by Piaget. 
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CHAPTER THREE 

THEORIES OF METAPHOR 

3.00 I n t r o d u c t i o n . 

I t i s the purpose of t h i s chapter t o analyse i n f l u e n t i a l 

d e f i n i t i o n s which have been provided of metaphor. I t i s shown 

how, since the Middle Ages i n p a r t i c u l a r , notions of metaphor 

became i n c r e a s i n g l y r e s t r i c t e d t o modes of thought emanating from 

d i s t i n c t i o n s between ' f i g u r a t i v e ' and ' l i t e r a l ' expression. 

These d i s t i n c t i o n s have c o n t r i b u t e d t o serious misunderstandings 

concerning the nature of netaphor, p a r t i c u l a r l y confusion between 

supposed ' f a c t s ' and metaphorical expressions of them. 

Discussion continues by considering c u r r e n t t h e o r i e s which 

recognise the s i g n i f i c a n c e of metaphor not only f o r poetry, 

l i t e r a r y prose and r h e t o r i c as assumed t r a d i t i o n a l l y ( f o r 

example, Bmpson 1951; Black 1993; Cooper 1986), but also i n 

p r o v i d i n g a s t r u c t u r e f o r d a i l y thought and pragjnatic discourse 

(Lakoff and Johnson 1980; Reddy 1993). 

3.01 The Prnblem D e f i n i n g TeriPS-

a) Traditional Theories of Metaphor. 

As o u t l i n e d i n e a r l i e r s e c t i o n s of the chapter (3.01/3.02) 

discussion of the nature and purpose of metaphor can be traced t o 

the ancient world (Soskice 1988: 3/10; Gluckensberg and Keysar 

1993: 422). A p o t e n t i a l l y perplexing v a r i e t y of terminology I s 

used by scholars when analysing analogical t h i n k i n g . I t i s no 

easy task t o construct a precise meaning f o r the various words 
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such as metaphor, symbol, sign, parable and model, as a l l may 

operate i n e f f o r t s t o communicate any p a r t i c u l a r I n s i g h t . 

Metaphor i s a very commonly used term. I n t r a d i t i o n a l usage 

- t h a t i s , i n discussions which see d i s t i n c t i o n s between 'dead' 

and ' a c t i v e ' metaphors - only ' a c t i v e ' metaphors are recognised 

as being metaphors at a l l . Under contemporary theories, 'active' 

metaphors are renamed 'novel' metaphors i n contrast t o 

'conventional' metaphors which include those t r a d i t i o n a l l y 

categorised as being 'dead'. 

The metaphors discussed i n t h i s s e c t i o n of the chapter are 

what contemporary t h e o r i s t s would agree t o c a l l 'novel' 

metaphors, t h a t i s metaphors which are c r e a t i v e and imaginative 

and which lead t o the development of new i n s i g h t s and th e o r i e s of 

meaning (Lafcoff and Johnson 1980: 139/136; Lakoff 1993: 202/252). 

T r a d i t i o n a l t h e o r i e s concerning them incorporate ideas from the 

c l a s s i c a l world, but emphasize e s p e c i a l l y the f i g u r a t i v e / l i t e r a l 

d i s t i n c t i o n which provided a s u i t a b l e focus f o r p o s i t i v i s t 

w r i t e r s . This s u i t a b i l i t y concerned the notion t h a t ' l i t e r a l ' 

language expressed f a c t s , w h i l s t ' f i g u r a t i v e * language was mere 

embellishment (page 95/102). 

Max Black (1971: 171) c l a s s i f i e s metaphor under three 

headings: as instances of s u b s t i t u t i o n , comparison and 

i n t e r a c t i o n . An example of metaphor used by Black i n h i s 

e x p o s i t i o n i s "Richard i s a l i o n " and i s discussed at length by 
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Empson as being a 'standard metaphor', however inappropriate an 

example i t could seem f o r some (Empson 1951: 342/3). 

By the s u b s t i t u t i o n view of metaphor Black means t h a t which 

holds t h a t "a metaphorical expression i s used i n place of some 

equivalent l i t e r a l expression" (1971: 176), as i n the t r a d i t i o n a l 

d e f i n i t i o n of metaphor as 'saying one t h i n g but meaning another'. 

In t h i s way, 'Richard i s a l i o n ' means 'Richard i s brave'. The 

reason f o r t h i s i n d i r e c t way of communicating i s e i t h e r " t o 

remedy a gap i n the vocabulary" (1971: 177), i n which case the 

metaphor soon acquires a new l i t e r a l meaning, or " t o give 

pleasure t o the reader" - a s t y l i s t i c "decoration". 

A comparison view sees metaphor as "the presentation of the 

underlying analogy or s i m i l a r i t y " (1971: 178), t h a t i s , as an 

imp l i e d s i m i l e . Here 'Richard i s a l i o n ' means 'Richard i s l i k e 

a l i o n ' , Implying ' i n being brave'. The statement i s about both 

l i o n s and Richard, but a precise equivalent i n l i t e r a l terms of 

the p o i n t of comparison i s considered possible. 

An i n t e r a c t i o n view of metaphor, however, sees i t as allowing 

two separate systems of ideas t o i n t e r p e n e t r a t e or i l l u m i n a t e 

each other. I . A. Richards' d e f i n i t i o n i s quoted by Black: " I n 

the simplest f o r m u l a t i o n , when we use a metaphor we have two 

thoughts of d i f f e r e n t t h i n g s a c t i v e together and supported by a 

s i n g l e word, or phrase, whose meaning i s a r e s u l t a n t of t h e i r 

i n t e r a c t i o n " (1971 180: quoted Richards). Thus i n 'Richard i s a 

Lion' thoughts about both Richard and l i o n s are a c t i v e l y engaged 
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and cannot be given a s a t i s f a c t o r y l i t e r a l t r a n s l a t i o n describing 

e x a c t l y how l i o n s and Richard are s i m i l a r . Any attempted 

t r a n s l a t i o n would lose i t s c o g n i t i v e content, as w e l l as i t s 

expressive sharpness. Metaphors of t h i s kind t h e r e f o r e are 

important i n philosophy, not l e a s t of a l l because of the a c t i v e 

engagement of the reader or l i s t e n e r . Black summarizes t h e i r 

nature. They are "not expendable. Their mode of operation 

r e q u i r e s the reader t o use a system of I m p l i c a t i o n s (a system of 

'commonplaces' - or a sp e c i a l system established f o r the purpose 

i n hand) as a means f o r s e l e c t i n g , emphasising and organizing 

r e l a t i o n s i n a d i f f e r e n t f i e l d . This use of a 'subsidiary 

subject' t o encourage I n s i g h t i n t o a ' p r i n c i p a l subject' i s a 

d i s t i n c t i v e i n t e l l e c t u a l operation demanding simultaneous 

awareness of both subjects but not reducible t o any comparison 

between the two" (1971; 186). A metaphor of t h i s type i s l i k e a 

f i l t e r or a lens through which the main subject can be seen i n a 

new l i g h t , and which acquires the power t o inform and en l i g h t e n 

(1971: 186). A l i t e r a l phrase attempting t o convey an i d e n t i c a l 

d e f i n i t i o n would be doomed t o f a i l u r e (page 97). 

b) Further Definitions of Metaphor. 

Discussions of metaphor have suggested other d e f i n i t i o n s , 

d i v o r c i n g i t from i t s two assumed elements, the s i g n i f i e r and the 

s i g n i f i c a n t . 

For example, P e t r l e and Oshlag en l i k e n metaphor t o a bridge 

(1993: 584), I n t h a t attempts are being made through the use of 
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metaphor t o b r i n g about deeper understanding of the unknown by 

means of the known. Whether the b r i d g i n g attempt i s successful, 

however, would seem t o depend upon both the appropriateness of 

the metaphor and the a b i l i t y of the i n t e r p r e t e r t o i d e n t i f y 

p ersonally both w i t h the 'known element' of the metaphor but also 

w i t h the i n s i g h t being communicated concerning the l a r g e l y new. 

The metaphor i s perceived, t h e r e f o r e , t o be dispensable when once 

the new i n s i g h t i s reached. 

These 'metaphors of metaphors' can be h e l p f u l i n t h a t they 

prompt the reader t o focus on a f a m i l i a r aspect of the s i g n i f i e r 

- i n these cases bridges and lenses - i n order t o appreciate the 

way i n which metaphors work. Conversely they can be misleading 

by each example being taken as complete i n i t s e l f . Ko s i n g l e 

metaphor i s adequate i n communicating I n s i g h t because of i t s 

i n t r i n s i c communicative task. Support must be given by focusing 

on i n s i g h t s conveyed by other metaphors which act as checks and 

balances. This i s because each metaphor i s i n t e r p r e t e d 

c r e a t i v e l y by each i n d i v i d u a l and the use of several metaphors 

ensure d i r e c t i o n s are provided by each, although the f i n a l I n t e r ­

p r e t a t i o n i s e s s e n t i a l l y i n d i v i d u a l l y c r e a t i v e . 

I n a s i m i l a r way, the idea of a metaphor being a lens 

introduces another dimension t o the task of d e f i n i t i o n : using 

t h i s second image i m p l i e s i t i s the unknown which i s the focus 

and which takes up one's a t t e n t i o n , r a t h e r than the lens ( i . e . 

metaphor) i t s e l f , but the i n t e r p r e t a t i o n depends upon, i n the 
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f i r s t I n s t a n c e , e x i s t i n g concepts and experience ( C a i r d 1988: 

152). 

The 'bridge' d e f i n i t i o n i s s i m i l a r to the s u b s t i t u t i o n , 

comparison and i n t e r a c t i o n t h e o r i e s , however, I n t h a t i t s ees as 

c e n t r a l to the meaning of the metaphor two d i s t i n c t elements, one 

of which i s the s u b j e c t of the metaphor, th a t i s , using B l a c k ' s 

example ' l i o n s ' , 'Richard', 'men' or 'wolves' (page 85/87). The 

' l e n s ' theory i s dependant on two elements i n a s i m i l a r way, one 

'above' and the other 'below' the lens; the theory i s unable to 

e l i m i n a t e e i t h e r and excludes other elements from e n t e r i n g the 

i n t e i - p r e t a t l o n process. T h e o r i e s which are b a s i c a l l y dependant 

on these two elements are c r i t i c i s e d below. 

c ) Limitations of Comparison, Substitution and Interactive 
Theories of Metaphor. 

Comparison, s u b s t i t u t i o n and i n t e r a c t i v e t h e o r i e s of 

metaphor, however, a l l n e c e s s i t a t e agreement on one assumption 

which i s r e s t r i c t i n g because of the l i m i t a t i o n s they impose. 

T h i s i s because a l l t h r e e assume only two elements I n the i n t e r ­

p r e t a t i o n process, and t h a t the i n s i g h t concerns some aspect or 

a s p e c t s of a t l e a s t one of them. V h l l s t t h i s could be true of 

some metaphors which share q u i t e a simple s t r u c t u r e , f o r example, 

'the time was r i p e ' , meaning ' i t was the appropriate time', i t i s 

not t r u e f o r a l l , a s a d i s c u s s i o n of the metaphor of God's 

fatherhood i l l u s t r a t e s . 
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In t h i s metaphor, the reader i s I n v i t e d t o search f o r 

s i m i l a r i t i e s between f a t h e r s and God. The metaphor speaks of 

a t t i t u d e s towards God r a t h e r than assertions concerning what God 

i s believed t o be. Personal perceptions of. f a t h e r s could be 

brought i n t o the a c t i v i t y : a source of comfort and guidance, a 

provider of l i f e ' s n e c e s s i t i e s seem t o be suggested, although not 

everyone's experiences of f a t h e r s would necessarily pron5)t these 

notions (Appendices A and B; Cedarwood undated). Nevertheless, 

i t i s not necessarily c r u c i a l t h a t personal experience of a 

metaphor i s needed f o r conceptual development t o take place, 

since general experiences also c o n t r i b u t e t o e f f o r t s t o 

i n t e r p r e t . I n the case of f a t h e r s , conceptual development can be 

based on what i s l e a r n t about f a t h e r s from secondary sources, f o r 

example, by appropriate l i t e r a t u r e which introduces new 

perspectives and observations of experiences of others which 

could help modify and r e f i n e one's own ideas. Discussion of 

issues associated w i t h t h i s metaphor i s provided i n chapter nine, 

pages 251/256. 

Another c r i t i c i s m which can.be made concerns a complaint 

t h a t a l l three the o r i e s , s u b s t i t u t i o n , comparison and 

i n t e r a c t i o n , use examples i n t h e i r e x p o s i t i o n which are taken out 

of t h e i r u t t e r e d , or w r i t t e n , contexts, a poi n t made elsewhere 

concerning the necessity of In t r o d u c i n g work f o r c h i l d r e n i n 

s u i t a b l e contexts (page 233). For example, the statement 

'Richard i s a Lion' could be l i t e r a l I f i t concerned a l i o n which 
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was named Richard, but there are many other meanings too, none of 

which can be suggested se n s i b l y without knowing who Richard i s 

and the general circumstances of the claim. A f u r t h e r example, 

from the w r i t i n g s of Black (quoted by Sosklce 1989: 46) 'man i s a 

w o l f shares the same l i m i t a t i o n as 'Richard I s a l i o n ' . 

During the l a s t two decades a huge metaphorlc system has 

been discovered which u n d e r l i e s d a i l y thought and discourse. The 

t h e o r i e s discussed above r e f e r r e d t o metaphors used i n the 

context of poetry or the communication of p a r t i c u l a r l y profound 

I n s i g h t s . They were t h e r e f o r e constructed i n order t o examine 

what i s now known t o be. only a small, although important, section 

of the whole continuum (page 114). The f o l l o w i n g section 

examines ideas of w r i t e r s from the c l a s s i c a l world, w i t h the 

purpose of considering whether the r e s t r i c t e d perceptions of 

metaphor o u t l i n e d above emanated from t h e i r work. 

3.02 Metaphor and Rhetoric; C l a s s i c a l Writers' Advice. 

The power of metaphor i n engaging the excitement of the 

w r i t e r w i t h the c r e a t i v e e f f o r t of the reader was w e l l known i n 

the c l a s s i c a l world. Metaphor i n language was an a r t i n which 

students of r h e t o r i c were thoroughly t r a i n e d . For example, 

Soskice quotes A r i s t o t l e : 

by f a r the most important i s t o be good at metaphor. 
For t h i s i s the only one t h a t cannot be l e a r n t from 
anyone else, and i t i s a s i g n of n a t u r a l genius, as t o 
be good at metaphor i s t o perceive resemblances. 

(1989: 9) . 
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The perception of metaphor expressed b y - A r i s t o t l e I n d i c a t e s 

I t t o he a means of extending knowledge and understanding. 

S i m i l a r i n s i g h t s were expressed by Q u l n t i l i a n : 

the changes involved concern not merely i n d i v i d u a l 
words, but also our thoughts and the s t r u c t u r e of our 
sentences. I n view of these f a c t s I regard those 
w r i t e r s as mistaken who have held t h a t tropes 
n e c e s s a r i l y Involve the s u b s t i t u t i o n of word f o r word, 

(quoted by Soskice 1989: 10). 

Elsewhere A r i s t o t l e a l so noted t h a t : 

Metaphor also pre-eminently involves c l a r i t y , pleasant­
ness and u n f a m i l i a r l t y , and i t cannot be drawn from any 
other source. But one must also make one's a d j e c t i v e s 
and metaphors appropriate ('The Art of Rhetoric' 1995 

e d i t i o n : 221). 

He gives a s t r i k i n g example of t h i s by quoting from, and 

analysing, a well-known metaphor of Homer: 

There i s a d i f f e r e n c e , f o r example, i n saying rosy-
fingered dawn r a t h e r than purple-fingered dawn or, even 
worse, red-fingered dawn ('The A r t of Rhetoric' 1995 

e d i t i o n : 219). 

Demetrius wrote of the importance of appropriateness too: 

I n the f i r s t place we should use metaphors, f o r they 
more than anything make prose a t t r a c t i v e and impressive, 
but they should not be crowded together, f o r yet f a r ­
fetched but from the same general area and based on a 
t r u e analogy (1995 e d i t i o n : 401). 

LonginuB recognised the use of metaphor as a way of c r e a t i n g 

s u b l i m i t y and arousing the emotions: 

I accept t h i s , but a t the sane time, as I s a i d i n speaking 
of f i g u r e s , the proper a n t i d o t e f o r a multitude of daring 
metaphors i s strong and t i m e l y emotion and genuine 
s u b l i m i t y (1995 e d i t i o n : 263). 
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The power of metaphor t o enable the reader t o share the 

excitement of the experience w i t h the w r i t e r i s impressive. 

The w r i t i n g s of A r i s t o t l e and Q u l n t i l i a n express the i n s i g h t 

t h a t metaphor i s concerned w i t h the communication of thought, 

emotion, excitement and the extension of understanding through 

i t . I t i s i n t h i s way t h a t i t s use can help the reader or 

l i s t e n e r come clo s e r t o the i n s i g h t being expressed. 

As pointed out by Sosklce, A r i s t o t l e was w r i t i n g h i s f o e t l c s 

t o enable poets achieve excellence i n s t y l e : metaphor was t o be 

judged according t o both i t s correspondence w i t h what was 

s i g n i f i e d and also by i t s sound, a e s t h e t i c q u a l i t y . The hope was 

t h a t o r a t o r y would achieve high standards i n both argument and 

s t y l e and c o n t r i b u t e t o deepening thought and the sharing of 

I n s i g h t s which transcended simple d e s c r i p t i o n (Soskice 1989: 9). 

3.03 Ls^t^r Iflterpretatlons of Classical Theorists. 

The question which f o l l o w s concerns the o r i g i n s of theories 

of metaphor which focus e x c l u s i v e l y on the comparison theory, 

t h a t I s , perceptions of metaphor which understand i t as comparing 

one phenomenon w i t h another i n order t o comprehend the l a t t e r 

more c l e a r l y . A r i s t o t l e has become regarded as the exponent of 

t h i s theory t o the exclusion of h i s other d e f i n i t i o n s . The 

f o l l o w i n g a s s e r t i o n i s made w i t h confidence, conveying the notion 

t h a t t h i s was all t h a t A r i s t o t l e wrote concerning metaphor: 

A r i s t o t l e was I n t e r e s t e d i n the r e l a t i o n s h i p of 
metaphor t o language and the r o l e of metaphor i n 
communication. His discussion of the issues, p r i n c i ­
p a l l y i n the poetics and i n the Rhetoric, 
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have remained i n f l u e n t i a l t o t h i s day. He believed 
metaphors t o be i m p l i c i t comparisons, based on the 
p r i n c i p l e s of analogy, a view t h a t t r a n s l a t e s i n t o 
what, i n modern terms, i s gene r a l l y c a l l e d the comp­
ar i s o n theory of metaphor (Ortony 1993: 3). 

As shown above the i n s i g h t s of A r i s t o t l e i n t o the f u n c t i o n of 

metaphor i n language went very much f u r t h e r than t h i s . Never­

the l e s s i t i s the 'comparison' theory of metaphor which has 

become f i r m l y attached t o h i s name: 

Comparison t h e o r i e s assert t h a t metaphorical utterances 
i n v o l v e a comparison or s i m i l a r i t y between two or more 
objects, e.g. A r i s t o t l e (Searle 1993: 90). 

The I n t e r e s t i n g question which a r i s e s concerns from where 

t h i s p a r t i c u l a r l y narrow a t t r i b u t i o n of comparison th e o r i e s t o 

A r i s t o t l e o r i g i n a t e d . Soskice analyses the work of r h e t o r i c i a n s 

d uring f o l l o w i n g c e n t u r i e s but r e j e c t s notions t h a t i t was from 

them. She concludes t h a t the over-emphasis on seeing metaphor as 

a comparison, or an ornamental device i n language, cannot 

j u s t i f i a b l y be a t t r i b u t e d t o t h e i r work: 

the o b j e c t of r h e t o r i c was t o move the w i l l , but t o 
move the w i l l by good, reasoning w e l l presented, and not 
by verbal t r i c k e r y (1989: 12). 

And yet i t i s the comparison theory which has dominated 

perceptions of metaphor throughout the subsequent h i s t o r y of the 

western world. This has had the e f f e c t of c o n f i n i n g discussion 

of metaphor t o words, r a t h e r than per c e i v i n g metaphor as a means 

of extending understanding through thought processes, t h a t i s 

through concepts, an i n s i g h t c e n t r a l t o A r i s t o t e l i a n teaching 

(Soskice 1989: 9 ) . R e s t r i c t e d d e f i n i t i o n s of metaphor have been 

so e f f e c t i v e t h a t they have become accepted as ' f a c t s ' rather 
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than as t h e o r i e s , although a t t r i b u t i n g t h i s narrow view of 

metaphor t o the c l a s s i c a l world i s Inaccurate ( f o r example, 

Lakoff 1993: 202) 

3.04 jfetaphor aa Î ftlQĝ age EmbeUisfaffleat; Pps:tt3lvist Assertigns-

Sosklce (1988: 12) makes the po i n t t h a t i t was from the 

seventeenth century t h a t ornament and s t y l e i n language were 

argued as being b a r r i e r s t o pure argument and knowledge 

concerning 'how t h i n g s are' (Black 1993: 38). Examples are given 

below from the w r i t i n g s of two e m p i r i c i s t s , John Locke and Thomas 

Hobbes. 

The w r i t i n g s of Locke, s p e c i f i c a l l y h i s Essay Concerning 

Human Understanding expresses the idea t h a t f i g u r a t i v e language 

gene r a l l y as developed i n r h e t o r i c from ancient times obscured 

c l e a r v i s i o n and generated wrong ideas, even d e l i b e r a t e l y : 

But yet i f we would speak of t h i n g s as they are, we 
must a l l o w t h a t a l l the a r t of r h e t o r i c , besides order 
and clearness; a l l the a r t i f i c i a l and f i g u r a t i v e 
a p p l i c a t i o n or words eloquence hath Invented, are f o r 
nothing else but t o in s i n u a t e wrong ideas, move the 
passions, and thereby mislead the Judgment; and so 
indeed are p e r f e c t cheats ..(Locke 1894: 146/ 147, qu. 
Soskice 1989: 12/13). 

Elsewhere i n the same essay, Locke w r i t e s as fol l o w s : 

Let us then suppose the mind t o be, as we say, white 
paper, void of all characters, without any ideas: how 
comes it to be furnished? Whence coaes it by that vast 
store, which the busy and boundless fancy of man has 
painted on it (quoted Bronowskl & Mazlish 1970: 235). 

As a glimpse at t h i s e x t r a c t shows, Locke's own expression 

I s a c t u a l l y f u l l of metaphors, although i t s purpose was t o attack 
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the n o t i o n of f i g u r a t i v e speech and the embellishment of 

language. The numerous metaphors which Locke uses may be 

analysed as f o l l o w s : 

1. The mind i s a form of s t a t i o n e r y , e.g. paper; 

2. the mind i s a form of room, w a i t i n g f o r f u r n i t u r e ; 

3. the mind i s a container, holding a s t o r e of 
i n f o r m a t i o n ; 

4. the mind i s a type of p a i n t i n g , the content of which 
comprises the shapes and colours executed by the 
a r t i s t . 

S i m i l a r p a t t e r n s are found i f a sample of the w r i t i n g of 

Thomas Hobbes i s analysed. The use of metaphor i s castigated. 

Soskice quotes the f o l l o w i n g passage as h i s exan^jle of 

philosophers' a b s u r d i t y i n using: 

Metaphors, Tropes and other Rhetorical f i g u r e s (instead 
of beginning t h e i r discourse) from the D e f i n i t i o n s , or 
E x p l i c a t i o n s of the names they are t o use; which i s a 
method t h a t hath been used only i n Geometry; whose 
conclusions have thereby been made Indisputable, 

(quoted Soskice 1989: 12). 

Yet Hobbes' own w r i t t e n expression matched t h a t of Locke i n t h a t 

i t was pervaded by novel metaphors: 

Nature, the a r t whereby God hath made and governs the 
world. I s by the a r t of man,, as i n many other things, 
so i n t h i s also i m i t a t e d t h a t i t can make an a r t i f i c i a l 
man; though of greater s t a t u r e and s t r e n g t h than the 
n a t u r a l , f o r whose p r o t e c t i o n and defence i t was 
intended, (quoted Bronowski and Mazlish 1970: 239). 

Wider d e f i n i t i o n s of metaphor and understandings of i t s 

nature and f u n c t i o n i n thought, l i n k e d t o i t s r o l e i n the 

extension of knowledge, apparently remained outside of 

e m p i r i c i s t s ' perceptions. 



97 

The c a s t l g a t i o n of the use of metaphor by p o s l t i v i s t s b u i l t 

upon assumptions developed during the Middle Ages concerning 

apparent d i s t i n c t i o n s between ' l i t e r a l ' and ' f i g u r a t i v e ' forms of 

language, f o r example i n w r i t i n g s of St. Augustine (Evans 1991: 

105/114). 

Of course, w h i l s t not a l l language i s metaphorical, the 

assumption t h a t f i g u r a t i v e language merely communicates something 

which could be expressed l i t e r a l l y i s s i m p l i s t i c (Lakoff 1993: 

205). This i s because, as a survey of novel metaphors Indicates, 

metaphorical language has the power of expressing i n s i g h t s which 

transcend words themselves, and on occasions the metaphors used 

do not possess sensible l i t e r a l meanings: 

Pour i n t o our hearts such love toward thee, t h a t we 
l o v i n g thee i n a l l t h i n g s , may o b t a i n t h y promises. 

(Book of Common Prayer: C o l l e c t f o r s i x t h Sunday 
a f t e r T r i n i t y Sunday). 

I was more astonished than I showed the f i r s t time 
I f e l t my heart burn w i t h f i r e . The sensation was 
not imaginary: I f e l t r e a l warmth. I was amazed a t 
the way the f i r e burst up i n my soul and gave me 
unexpected comfort (Richard Rolle (1300-1349: quoted 

Handley e t a l 1987: 27) 

A d d i t i o n a l l y , metaphor f r e q u e n t l y provides o p p o r t u n i t i e s f o r 

language t o possess several l a y e r s of meaning, i n s i g h t s i n t o 

which develop as a r e s u l t of r e f l e c t i o n and i n t e r p r e t a t i o n . For 

example: 

0 time! thou must untangle t h i s , not I ; 
I t i s too hard a knot f o r me t o u n t i e . 

( T w e l f t h Night, Act I I , Scene I I ) . 
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S u p e r f i c i a l readings of the above l i n e s could i n d i c a t e the 

speaker was appealing t o a person c a l l e d Time, and t h a t the 

problem was a knot - i n rope, or embroidery threads - which could 

not be untangled. Nevertheless, when read i n the context of the 

play, i t i s obvious t h a t Shakespeare uses metaphor: the 'knot' 

r e f e r s t o confusion i n r e l a t i o n s h i p s , which only the passage of 

time w i l l s o r t out. Increased r e f l e c t i o n , however, suggests t h a t 

the confusion i s p a r t l y d e l i b e r a t e and p a r t l y emotional: the 

'knot' comprises a complex entanglement of d i f f e r e n t f a b r i c s 

which transcends the power of humans t o b r i n g t o order. I t i s 

r e a l i s a t i o n t h a t the s u p e r f i c i a l i n t e r p r e t a t i o n i s inadequate as 

an explanation f o r the passage t h a t the curious reader f e e l s 

compelled t o search f o r deeper neanlngs, and the more profound 

the metaphors, the longer the search i s l i k e l y t o l a s t . 

Notions t h a t d i s t i n c t i o n s between ' l i t e r a l ' and ' f i g u r a t i v e ' 

uses of language can be made i n a l l examples of metaphor have led 

t o the assumption t h a t the former i s superior t o the l a t t e r , 

since l i t e r a l language was assumed by p o s l t i v i s t s t o be 

synonymous w i t h c l a r i t y of expression and the i d e n t i f i c a t i o n of 

' f a c t s ' . Developing from t h i s , the n o t i o n t h a t anything which 

can only be expressed through metaphor i s merely c o n j e c t u r a l , a 

purely human constru c t and t h e r e f o r e less r e l i a b l e , i s 

persuasive, although flawed. The next step, t h a t of a s s e r t i n g 

only science and mathematics can provide r e l i a b l e knowledge, has 
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become dominant i n papular thought i n modern s o c i e t i e s (see, f o r 

example, discussion i n Newbigln 1995: 51). 

Discussion of ' l i t e r a l ' and ' f i g u r a t i v e ' uses of language, 

p a r t i c u l a r l y p o s i t i v i s t a s s e r t i o n s i n d i c a t i n g the l a t t e r i s 

i n f e r i o r t o the former, have l e d t o the f o r m u l a t i o n of phrases 

which s i g n i f y confusion concerning the nature and f u n c t i o n of 

metaphor as understood by c l a s s i c a l w r i t e r s . This important 

problem occupies a considerable place i n the w r i t i n g of Sosklce 

(1989: 67/96). For example, she draws a t t e n t i o n t o the 

inadequacy of such phrases as 'metaphorically t r u e ' , 

'metaphorical t r u t h ' and 'mere metaphor': 

Ve f i n d i n the w r i t i n g s of r e l i g i o n t a l k of the 'metaph­
o r i c a l t r u t h of the ascension", or of the B e a t i f i c V ision 
being 'more than a metaphor' or of the language of t r a n s ­
cendence as l o s i n g i t s o r i g i n a l mythic value and becoming 
•mere metaphor' (1989: 68). 

Soskice argues t h a t such phrases should be used w i t h 

q u a l i f i c a t i o n , i f a t a l l , on account of the misunderstandings t o 

which they could, and f r e q u e n t l y do, lead (1989: 70). 

That such phraseology i n d i c a t e s confusion concerning 

metaphor can be perceived by considering concerns of Lovelock 

about possible misunderstandings of h i s Gala theory. He asserts 

t h a t he i s w e l l aware t h a t when he describes the ecosystem as 

being ' a l i v e ' because i t behaves l i k e a l i v i n g organism he i s 

speaking metaphorically, but continues by emphasizing the theory 

i s ' r e a l science' and no 'mere metaphor' (Lovelock 1991: 6 ) . I t 

i s by the extension o f concepts of 'being a l i v e ' t o h i s I n s i g h t s 
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concerning the ecosystem t h a t h i s theory f i n d s form and a means 

of communication. The necessity Lovelock f e e l s i n adding t h i s 

emphasis concerning 'no mere metaphor' i n d i c a t e s h i s awareness 

t h a t some readers could confuse 'metaphor' w i t h the ' f a c t ' of h i s 

theory. I t i s of t h i s type of confusion t h a t Soskice w r i t e s . 

The problem i s t h a t metaphors cannot sensibly be compared 

w i t h supposed ' f a c t s ' : i t i s usages, or expressions, which are 

e i t h e r l i t e r a l or metaphorical, not p a r t i c u l a r facts or ideas 

(Soskice 1989: 70). The metaphor i s the mode of expression, not 

the supposed ' f a c t ' or i n s i g h t . 

This can be i l l u s t r a t e d f u r t h e r by analysing another 

metaphor: 

Mantled i n grey, the dusk s t e a l s slowly i n . 

("Winter Nocturne", Larkin: 1988: 225). 

In the example taken from Lovelock (1991: 6 ) , the i n s i g h t he 

t r i e d t o communicate was h i s understanding t h a t the ecosystem 

' l i v e d ' i n t h a t i t r e l a t e d t o the organic world and r e f l e c t e d i t s 

manner of operation. The i n s i g h t was communicated by using a 

metaphor, but was not itself a metaphor: it was an insight*. 

S i m i l a r l y , Larkin's i n s i g h t concerning the nature of the approach 

of dusk i s r e l a t e d t o a cloaked (mantled) t r a v e l l e r , whose 

progress was slow but steady. These personal i n s i g h t s are 

' f a c t s ' f o r L a r k i n about dusk j u s t as 'being a l i v e ' was a f a c t 

f o r Lovelock concerning the ecosystem. Both t h i n k e r s used 

metaphors as a means of communication, but the communication 
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method cannot be contrasted w i t h the insights of e i t h e r example. 

As Soskice s t a t e s : 

We do not i m g i n e t h a t there are. two kinds of states of 
a f f a i r s , l i t e r a l and metaphorical, but we do acknowledge 
t h a t there may be two (or more) ways of expressing the 
same s t a t e of a f f a i r s (1989: 70). 

As po i n t e d out by Soskice, t o be unable t o understand 

metaphors i s t o be unable t o understand many statements at a l l 

(Soskice 1989: 85). This i s because metaphors may express many 

i n s i g h t s a t depths which would be otherwise inexpressible. The 

f o l l o w i n g e x t r a c t from C h a r l o t t e Bronte's Jane Byre i l l u s t r a t e s 

t h i s p o i n t : 

A Christmas f r o s t had come at midsummer: a white 
December storm had whirled.over June; i c e glazed the 
r i p e apples, d r i f t s crushed the blowing roses; on hay 
f i e l d and c o r n f i e l d l a y a frozen shroud. 

(Bronte, C. 1934 e d i t i o n : 321). 

There are numerous possible i n t e r p r e t a t i o n s of the metaphors used 

here, i n c l u d i n g the f o l l o w i n g , which are given t o i l l u s t r a t e 

t h e i r v a p i d i t y i n contr a s t t o the o r i g i n a l metaphors: 

1) The extreme happiness of Jane on the eve of her marriage 
turned t o one of u t t e r desolation. 

2) ¥hat had been f e r t i l e had become transformed i n t o s t e r i l i t y . 

3) That which had been f u l l of p o t e n t i a l (the m a r i t a l r e l a t i o n ­
ship) had died on the verge of i t s f u l f i l m e n t . 

To be unable t o understand the metaphors i s s u r e l y t o be 

unable t o understand the passage i n any depth whatsoever. The 

d i s t i n c t i o n s between ' l i t e r a l ' and ' f i g u r a t i v e ' are nonsensical. 
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Instead, m u l t i p l e meanings of varying depths and i n t e n s i t i e s are 

present i n the passage, awa i t i n g I d e n t i f i c a t i o n and the reader's 

i n t e r p r e t a t i o n s . 

A d d i t i o n a l l y , the necessity of knowing the context i n which 

the metaphors quoted above i s stressed, as i s the f a c t t h a t the 

I n s i g h t being expressed i s not one which concerns apples and ice, 

roses and snow d r i f t s , or seasonal changes generally. Rather, 

i t s focus i s one of human emotions, p a r t i c u l a r l y Joyous 

expectation transforming i n t o deep despair. 

3. 05 Th& Qus^tioa of DeM mt^pMor^. 

So f a r , d e f i n i t i o n s of metaphor have been confined t o the 

novel, or p o e t i c , but the idea t h a t metaphors which lose t h e i r 

o r i g i n a l metaphorical meaning and become 'dead' metaphorically i s 

an accepted d i s t i n c t i o n f r e q u e n t l y r e f e r r e d t o by t h e o r i s t s 

(Ortony 1993; Cooper 1986; Fraser 1993). 

Examples of dead metaphors include 'to k i c k the bucket' - i n 

one sense r e f e r r i n g t o the l a s t k i c k s of animals t i e d t o a beam 

c a l l e d a 'bucket' (Fraser 1990: 330). Perhaps the metaphor i s 

not so much dead as i t s o r i g i n a l meaning unknown: anyone using 

the phrase concerning the approach of death without knowledge of 

the phrase's o r i g i n must r e a l i s e t h a t i t i s being used i n an 

unusual manner! 

Davidson also c i t e s the example of the 'mouth of a r i v e r ' 

(1978: 35). As Davidson mentions, perhaps there was once a time 

when r i v e r s were not considered t o have mouths. However, i s 
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there perhaps some J u s t i f i c a t i o n i n maintaining t h a t 'the mouth 

of a r i v e r ' I s no more metaphorical than t a l k i n g about the mouth 

of a dog? What i s of s i g n i f i c a n c e i s the aspect of mouths which 

i s being used i n the phrase: i f one i s envisaging a mouth w i t h 

tongue and l i p s f o r the r i v e r , the usage cannot r e f e r t o the 

mouths of bodies, but i f the aspect of a mouth ( i n the case of a 

r i v e r ) happens t o be the major opening, through which water-borne 

t r a n s p o r t passes t o and f r o , i n a s i m i l a r way t o food and the 

c u t l e r y upon which i t i s c a r r i e d t o the mouth, the metaphor can 

be seen t o be as e f f e c t i v e as i t ever was. 

An a l t e r n a t i v e way of viewing the question i s t o consider 

whether 'dead' metaphors are metaphors at a l l . This i s discussed 

by Soskice (1989: 72; Cooper 1986: 119; Black 1990: 25). 

Reasoning suggests t h a t i f an utterance has l o s t i t s 

' f i g u a r a t i v e ' f u n c t i o n i t can no longer be a metaphor. 

This i s the meaning of an a s s e r t i o n which maintains t h a t dead 

metaphor ' i s not a metaphor a t a l l , but merely an expression t h a t 

no longer has a pregnant metaphorical use' (Black 1990: 25). 

However, the apparent d i s t i n c t i o n s made between f i g u r a t i v e and 

l i t e r a l meaning r e f l e c t s the myth of objectivism, the underlying 

assumption being t h a t expressions necessarily once i n d i c a t e d 

d i r e c t l y 'things i n themselves' (Lakoff 1979: 210). 

Sosklce (1989: 72) argues t h a t i t i s impossible t o be 

precise as t o when 'metaphorical usage becomes an accustomed or 

l i t e r a l usage', w h i l s t Cooper (1986: 130) attempts t o define 
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'dead* metaphors as dead because they have 'developed a new usage 

outside of the parent domain'. Could the n o t i o n of 'dead' 

metaphors, w i t h an 'established' meaning a r i s e from unquestioning 

acceptance of d e f i n i t i o n s provided by lexicographers? 

An i n t e r e s t i n g observation i s made by Sadock (1990: 45), who 

i n d i c a t e s the p o s s i b i l i t y of metaphors becoming 'frozen' when 

they are l e x i c a l i z e d . This p o i n t i s also discussed by Soskice 

(1989: 83), who agrees t h a t 'dead' metaphors began t h e i r l i v e s 

outside of the le x i c o n , but t h a t even when included i n i t 

maintain t h e i r metaphorical meaning. There e x i s t s , too, the 

theory t h a t c h i l d r e n ' s jokes r e v i t a l i z e , or b r i n g back t o l i f e , 

'dead' metaphors. An example provided i s 'what has eyes and 

cannot see' (Caird 1988: 153; Ashton 1994a: 361/363). However, 

as discussed above, t h i s use of language, l i k e ' k i c k i n g the 

bucket' and 'mouth of a r i v e r ' simply focuses on d i f f e r e n t 

aspects of the noun f o r d i f f e r e n t i n t e r p r e t a t i o n s . 

Theories such as these concerning 'dead' metaphors have been 

superseded by contemporary t h e o r i e s of metaphor. Contemporary 

theory extends d e f i n i t i o n s of metaphor t o include metaphors from 

one end of the continuum (novel metaphors) t o those at the other 

(dead, or conventional metaphors), w i t h others f i t t i n g between 

these two p o l a r i t i e s according t o how f a r c r e a t i v e i n s i g h t i s 

c a l l e d upon f o r e i t h e r t h e i r c r e a t i o n , i n t e r p r e t a t i o n , or both. 

One might argue t h a t l a b e l l i n g metaphors which no longer, 

f o r many, r e q u i r e f u l l y conscious i n t e r p r e t a t i o n as being 'dead' 
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i s misleading, since the metaphors according t o which one l i v e s 

one's l i f e are extremely a c t i v e indeed, i n f l u e n c i n g one's l i f e -

view and a t t i t u d e s towards i t . This p o i n t was perceived by 

George E l i o t and elaborated by her as fo l l o w s : 

I t i s a s t o n i s h i n g what a d i f f e r e n t r e s u l t one gets by 
changing the metaphor! Once c a l l the b r a i n an i n t e l l e c ­
t u a l stomach, and one's ingenious conception of the 
c l a s s i c s and geometry as ploughs and barrows seems t o 
s e t t l e nothing. But then i t i s open t o someone else 
t o f o l l o w great a u t h o r i t i e s and c a l l the mind a sheet 
of white paper or a m i r r o r , i n which case one's know­
ledge of the d i g e s t i v e process becomes q u i t e i r r e l e v a n t , 

(quoted by Soskice 1989: 82/3). 

A d i s t i n c t i v e f e ature of conventional theory of metaphor, t o 

which the f o l l o w i n g s e c t i o n moves, i s t h a t metaphors ranging from 

the mundane t o profound can be found w i t h i n i t s system. 

3.06 Conventional Metaphors i n Conceptual Structures, 

a) Examples of Conceptual Metaphors. 

Theories concerning 'dead' metaphors emanate from 

t r a d i t i o n a l t h e o r i e s concerning metaphor: 'dead' ntetaphors are 

sa i d t o be metaphors which have l o s t t h e i r o r i g i n a l metaphorical 

meaning (3.05). 

However, i f these 'dead' metaphors are reassessed according 

t o contemporary t h e o r i e s of metaphor (Reddy 1993; Lakoff and 

Johnson 1980) f a r from being 'dead', they can be recognised as 

occupying a c e n t r a l , a c t i v e r o l e i n conventional language, 

comprising indeed many phrases which permeate everyday language 

and thought. 
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Everyday language i s , t o a large extent, s t r u c t u r e d around 

conceptual metaphors: new phenomena, ideas and suggestions are 

accommodated w i t h i n e x i s t i n g conceptual systems which, at least 

p a r t i a l l y , o f f e r a vocabulary which i s h e l p f u l i n understanding 

and e v a l u a t i n g new ideas (Ashton 1994a). 

Conceptual systems are constructed by means of experience, 

e i t h e r of physi c a l phenomena ( f o r example, of, water) or of 

c h a r a c t e r i s t i c elements of any a c t i v i t y ( f o r example, warfare or 

a g r i c u l t u r e ) . The f o l l o w i n g examples of conceptual metaphors 

were selected a t random from a l o c a l newspaper (JfewcastJe 

Journal, 13th March, 1996). 

Argument is Var Metaphors, 

* Major i n New Euro B a t t l e 

* the In f o r m a t i o n centre beat a l l competition 

* B a t t l e t o Save A r t s Centre 

* Union Leaders vow t o f i g h t c u ts 

* a new product has been developed which w i l l r e v o l u t i o n i s e the 
process of cleaning p a i n t spray guns 

* he attacked the system 

The 'war' metaphor i s an appropriate vehicle f o r expression 

i n t h a t the s t r u g g l e t o accomplish i s seen i n terms of attempting 

to defeat someone/something else: the 'something else' i s 

perceived as being an opponent, or a b a r r i e r t o progress. As i n 

warfare, s t r a t e g i e s are planned and put i n t o a c t i o n i n order t o 

achieve an o b j e c t i v e , and the whole operation i s conceived as 
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war. Thus, the concept of 'war' helps the s t r u c t u r i n g process 

f i n d form and meaning. 

Action is Water Metaphors 

* Awards Come Flooding In 

« Dole Sweeps I n 

* A Revolution sweeping a t e x t i l e s company has spawned m u l t i -
m i l l Ion pound orders 

* those unable t o a t t r a c t sponsorship are i n danger of d r a i n i n g 
away 

* there i s a vast r e s e r v o i r of e x p e r t i s e a v a i l a b l e i n the fforth 
East 

* Most people cannot t h i n k why we don't pump some of these 
l o t t e r y m i l l i o n s i n t o the NHS 

* ... i n a l e t t e r which was leaked 

Physical experiences of water provide a vocabulary and 

conceptual s t r u c t u r e according t o which several phenomena can be 

e f f e c t i v e l y communicated: these experiences include: 

water moves r a p i d l y ; 

water disappears from s i g h t (drains/leaks) i f a f r a c t u r e 
develops i n p i p e - l i n e s 

water can be s t a r e d i n large q u a n t i t i e s f o r f u t u r e use 

water can be spread t o other places (pumped) 

Business i s Agriculture 

* the c u r t a i n s and bedllnen manufacturer i s reaping the rewards 
of a new era 

* i t i s sponsorship t h a t beefs the p r i z e money 

* S y r i a i s r i p e f o r northern business 
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I n these examples, metaphors from the a g r i c u l t u r a l cycle provide 

a s t r u c t u r e according t o which business can be conceptualized: t o 

make p r o f i t s i s enlikened t o harvesting: e a r l i e r t o i l and labour 

are rewarded, w h i l s t sponsorship i s advocated i n tern© of 

f a t t e n i n g beef c a t t l e : the funds w i l l become s t e a d i l y l a r g e r . 

The ripeness of crops ( t h a t i s , crops ready f o r harvesting) are 

enlikened t o the Syrian economy which i s ready f o r business 

a c t i v i t y . 

I n a l l the above examples, statements about some area of 

a c t i v i t y - business, p o l i t i c s and finance - were made from w i t h i n 

a concept of another subject which provided p a r t i a l l y appropriate 

vocabulary and s t r u c t u r e . The reader was thereby c r e a t i v e l y 

Involved i n making the connections i n order t o make sense of the 

meaning of the statements. 

However, as Lakoff has shown, the use of any one metaphor i n 

communicating i n s i g h t and meaning must necessarily obscure other 

aspects of the subject under a n a l y s i s (1980: 10). Context, i s of 

v i t a l importance I n any i n t e r p r e t a t i v e exercise, i n c l u d i n g 

education (Donaldson 1978: 38; 71). I t i s impossible t o f u l l y 

e x p l i c a t e the use of the sentence, t h a t i s , the nature of the 

speech act performed i n an utterance of a sentence without 

reference t o the context. 'Context' Includes both the physical 

circumstances as they a c t u a l l y are, and as they are perceived t o 

be by the speaker, as are s o c i a l , c u l t u r a l and l i n g u i s t i c circum­

stances generally. 
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There can be l i t t l e doubt t h a t the Piagetian t e s t s concerning 

ten year o l d c h i l d r e n ' s i n c a p a c i t y t o understand proverbs i n ways 

c h a r a c t e r i s t i c of a d u l t s caused insurmountable d i f f i c u l t i e s 

because the proverbs were decontextuallsed. Because there were 

no contextual clues a v a i l a b l e , not s u r p r i s i n g l y the c h i l d r e n were 

unable t o perform s a t i s f a c t o r i l y (Piaget 1959 e d i t i o n : 146). 

The f o l l o w i n g s e c t i o n t h e r e f o r e analyses the various 

conceptual metaphors used i n a p a r t i c u l a r context, showing the 

appropriateness of the concepts used I n the process of 

communication and t h e i r e f f e c t i v e n e s s i n conveying meaning, 

b) Conceptual Metaphors: An Analysis of Contextual Usage. 

The f o l l o w i n g conceptual metaphors were used during a recent 

inter-Departmental U n i v e r s i t y meeting where the way i n which the 

two departments would combine was under discussion: 

Journey Concepts 

* i t w i l l give us a broad concensus of the way forward 

• t h i n g s w i l l c l e a r as we go along 

# we must get ourselves I n t o a p o s i t i o n from which we can 

make progress 

* what t h i s group i s moving towards i s consensus 

t we must get i t out of the way 

# we need t o move away from there 

* i s t h a t an acceptable way forward? 

* we are not i n a p o s i t i o n t o move forward 

• t h i s I s an on-going review 
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« we must progress along t h a t road 

The conceptual metaphor 'Decisions are Journeys' creates a 

climate f o r discussion which s t r u c t u r e s assertions i n a context 

w i t h which a l l speakers and l i s t e n e r s can i d e n t i f y . The v i s i o n 

i s progress, and the d e s t i n a t i o n of the journey successful 

u n i f i c a t i o n of the two departments concerned. However, 

underlying the statements i s awareness t h a t some roads might not 

lead t o the desired d e s t i n a t i o n , and i n a d d i t i o n i t could be too 

e a r l y i n the n e g o t i a t i o n s t o f o l l o w c e r t a i n 'routes'. 

Shipping Concepts 

* That could be a safe haven 

* We can f e r r y ideas around 

Just as ships a t sea are i n danger of s i n k i n g , wrong decisions 

could be di s a s t r o u s f o r the coming merger; ideas could be 

' f e r r i e d around' (the conduit metaphor) between people as the 

f e r r y s a i l s back and forward between two landings. The u l t i m a t e 

hope was t h a t the new, u n i f i e d Departn^nt would provide a place 

of employment safe from redundancy (a safe haven). 

Agricultural Concepts. 

* We have deep rooted problems 

* That i s an example of organic planning 

» We could k i l l programme areas 

» We need organic growth 

* We need t o judge whether the time i s r i p e 
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I n t h i s case, knowledge of a g r i c u l t u r e provided a s u i t a b l e 

concept f o r discussion of the dangers t o be faced i n the 

amalgamation: t h a t some problems of long duration ex i s t e d and 

needed t o be d e a l t w i t h was recognised, as was the need t o be 

c a r e f u l not t o ' k i l l ' new, promising plans any more than i t would 

be wise t o k i l l young animals which would b r i n g greater p r o f i t s 

when f u l l y matured; development from e x i s t i n g , successful 

arrangements were envisaged.as 'organic growth*. 

Con s t r u c t i o n / B u i l d i n g Concepts 

* we can c e r t a i n l y ensure we have adequate s t r u c t u r e s 

« we need sound foundations f o r the s t r u c t u r e s 

* we need p l e n t y t o o l s f o r the j o b 

* most important of a l l are the i n i t i a l frameworks 

* when we have got them o f f the ground 

Here, the b u i l d i n g i n d u s t r y provided appropriate, and convenient, 

concepts f o r the v i s i o n of the meeting: new ideas required form 

and t o endow them w i t h t h i s t o o l s were necessary. The 

a d m i n i s t r a t i v e systems planned were envisaged as 'frameworks' and 

's t r u c t u r e s ' , and i t was recognised t h a t these systems would 

re q u i r e sound foundations, or sound planning, i f they were t o 

support the needs of the new Department, 

c) The Function of Conceptual Metaphors 

As described by Lakoff and Johnson <1980: 3/6) conceptual 

metaphors work i n s u b t l e ways which t r a n s f e r experience from one 

domain i n order t o i l l u m i n a t e another, less f a m i l i a r . I n the 
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case of the U n i v e r s i t y planning meeting, diverse c o l l e c t i o n s of 

concepts were brought i n t o play, each containing appropriate 

conventional metaphors which c o n t r i b u t e d t o , and enriched, the 

discussion and decision making process. Had a s i n g l e conceptual 

metaphor exercised c o n t r o l over the discussion, important aspects 

of the meeting would have been obscured and not opened up f o r 

r e f l e c t i o n . 

Conceptual metaphors operate throughout everyday language 

use, comprising both the conventional and novel, although the 

former seem t o be more prevalent i n t h i s context than the l a t t e r . 

The wide use of conventional metaphors i n everyday language 

contexts i s characterised by the comparative ease w i t h which they 

can be i n t e r p r e t e d w i t h i n each conceptual metaphor. This i s a 

necessary requirement f o r conventional language where speed of 

thought and communication i s u s u a l l y a p r a c t i c a l necessity. I t 

seems t o be t h i s ease of i n t e r p r e t a t i o n which becomes, f o r some 

t h e o r i s t s , an i n d i c a t i o n t h a t these conventional metaphors are 

'dead', although as i n d i c a t e d e a r l i e r , (pages 102/105) they 

comprise an important means by which both thought and the 

language i n which i t i s expressed becomes v i t a l i s e d and endowed 

w i t h Increasing i n s i g h t . 

Whilst the conventional metaphors t o be found w i t h i n 

commonly used conceptual s t r u c t u r e s e n r i c h the dialogue and 

discussion, novel metaphors which have even greater power of t h i s 

k i n d do not f e a t u r e on more than several occasions. This could 
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be on account of the demands made by novel metaphors i n both 

c r e a t i v e and i n t e r p r e t a t i v e senses. Everyday discourse,, which i s 

f r e q u e n t l y , and a p p r o p r i a t e l y , of a u t i l i t a r i a n nature, requires 

immediate responses. I t i s h a r d l y s u r p r i s i n g t h a t novel 

metaphors are more c l o s e l y associated w i t h poetic, l i t e r a r y 

works, where deeper, p e n e t r a t i v e I n s i g h t and i n t e r p r e t a t i o n are 

appropriate. 

Nevertheless, as Lakoff has stated, i t I s from the r i c h 

domain of conventional, conceptual metaphorical systems t h a t 

novel metaphors f i n d b i r t h (Lakoff 1993: 228). Conventional 

language use, and the thought processes which u n d e r l i e i t , 

provide the foundations from which more profound I n s i g h t s 

(perhaps i n the form of novel metaphors) have the p o t e n t i a l t o 

develop. 

This i s not t o assert t h a t novel metaphors (or other forns 

of symbolic language) necessarily carry only one c o r r e c t meaning: 

indeed t h e i r power l i e s i n t h e i r Inherent freedom t o allow f o r 

i n d i v i d u a l I n t e r p r e t a t i o n . I t was f a i l u r e t o recognise the 

c r e a t i v i t y of the attempts of the c h i l d r e n t o match proverbs, 

coupled w i t h Piaget's b e l i e f t h a t there was necessarily one 

c o r r e c t answer, which led t o h i s conclusion t h a t c h i l d r e n of 

around ten years of age were unable t o i n t e r p r e t language i n ways 

acceptable t o the a d u l t world (page;- 76). The richness of t h e i r 

c r e a t i v e e f f o r t s remained unrecognised and t h e i r a b i l i t y was 

underestimated, A s i m i l a r misunderstanding pervades the work of 
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Goldman which focused on c h i l d r e n ' s t h i n k i n g I n the f i e l d of 

r e l i g i o n , and h i s t h e o r i e s are examined i n chapter seven. 

3.07 A Wew Theory of Metaphor! The Cantlpuum Theory. 

As pointed out, e x i s t i n g t h e o r i e s of metaphor are r e s t r i c t e d 

t o acceptance of the n o t i o n t h a t a l l metaphors are dependent upon 

two elements, e i t h e r or both of which provide the focus f o r the 

I n s i g h t or idea being communicated (page 89). However, t h i s 

assumption works only f o r a r e s t r i c t e d v a r i e t y of metaphors such 

as those used i n the examples provided from the w r i t i n g s of Black 

(1971) and Richards (1936: quoted Soskice 1989). 

The f o l l o w i n g elements are suggested as being appropriate 

f o r d e f i n i n g metaphors which include conventional metaphors, such 

as those described above (page 105/114).. The theory i s 

i l l u s t r a t e d by diagram (Appendix ]g:). 

* Metaphors express a new i n s i g h t which could not be expressed 

so v i v i d l y or accu r a t e l y i n any other way. The metaphor i s 

ne i t h e r a replacement, comparison, embellishment nor I n t e r a c t i v e 

means of expressing the ine x p r e s s i b l e . The inexpressible remains 

i n e x p r e s s i b l e and can only be communicated by means of a network 

of innumerable associations, or thought networks, the s t r u c t u r e 

of which i s dependent on I n d i v i d u a l i n s i g h t , and open f o r 

m o d i f i c a t i o n as a r e s u l t of discussion and f u r t h e r r e f l e c t i o n . 

» Innumerable associations are necessary because of the checks 

and balances which each provide f o r growing i n s i g h t s : no s i n g l e 
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metaphor can ever be adequate f o r expressing an i n s i g h t which 

transcends language. 

« I n t e r p r e t a t i o n s of metaphors are e s s e n t i a l l y i n d i v i d u a l 

because a l l a s s o c i a t i o n s (perceived r e l a t i o n s h i p s and patterns) 

depend on previous experiences and r e f l e c t i o n s on them. 

» Metaphors can be c l a s s i f i e d on a continuum which p o l a r i s e s 

the conventional w i t h the novel, but which i s f l e x i b l e . The 

dec i s i o n of where any metaphor should be c i t e d on the continuum 

depends upon the i n d i v i d u a l , c r e a t i v e e f f o r t which i s necessary 

t o reach an acceptable i n t e r p r e t a t i o n . I t i s wise t o hold a l l 

i n t e r p r e t a t i o n s as being p a r t i a l and p r o v i s i o n a l . 

« A l l metaphors possess the p o t e n t i a l t o be i n t e r p r e t e d at 

varying l e v e l s . The extent t o which t h i s i s possible i s , again, 

an I n d i v i d u a l matter which, h o p e f u l l y , develops through debate 

and c o n t i n u i n g r e f l e c t i o n (Ricoeur 1991: 375). 

A summary of the above suggests the f o l l o w i n g d e f i n i t i o n of 

the Continuum Theory of Metaphor: 

** associated networks of thought which, by drawing together 
on the basis of similarity, suggest an embodiment for 
developing, fresh insights, understanding or wisdom. 

This d e f i n i t i o n escapes the e a r l i e r l i t e r a l / f i g u r a t i v e 

r e s t r i c t i o n s which developed i n the cent u r i e s f o l l o w i n g the 

c l a s s i c a l w r i t e r s , and also from p o s i t i v i s t d e f i n i t i o n s which 

argued metaphor was merely language embellishment. 

I t s s i g n i f i c a n c e l i e s i n the scope i t provides f o r extending 

metaphor t o thought, r a t h e r than l i m i t i n g i t s a p p l i c a t i o n t o 
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language. I n a d d i t i o n the t r a d i t i o n a l 'double element' of the 

metaphor ( f o r example, Richard i s a lion) i s opened up i n ways 

which a l l o w f o r i n d i v i d u a l associations, or thought networks. 

This d e f i n i t i o n reveals the r e s t r i c t i v e nature of 

t r a d i t i o n a l t h e o r i e s of metaphor which, because of focusing 

e x c l u s i v e l y on those at the novel, poetic extreme of the 

continuum, f a i l e d t o recognise the conventional system which 

forms the s t r u c t u r e of everyday thought and language at the 

other. This l a t t e r provides a base from which t o extend and 

deepen r e f l e c t i o n and i t s communication f u r t h e r along the 

continuum towards engagement w i t h novel, poetic metaphor. 

Assertions of Piaget (page 73/74) concerning the assumed 

i n a b i l i t y of c h i l d r e n t o engage w i t h ' f i g u r a t i v e ' language cannot 

be accepted as a r e l i a b l e theory and h e l p f u l i n assessing t h e i r 

t r u e p o t e n t i a l . This i s because t h e i r d a i l y language use i s 

l i k e l y t o include conventional, metaphoric s t r u c t u r e s (page 

148/160). 

3.08 Sufflme^ry-

I n t h i s chapter d e f i n i t i o n s of metaphor as t r a d i t i o n a l l y 

accepted were presented, and argued as having emanated from 

r e s t r i c t e d readings of w r i t e r s from the c l a s s i c a l world which, 

when f u r t h e r r e s t r i c t e d by narrow t h e o r i e s influenced by 

p o s i t i v i s m c o n t r i b u t e d t o confusion concerning the s t a t u s of 

'dead' metaphors. Writings from the c l a s s i c a l world were shown 
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t o comprise much greater i n s i g h t s concerning the nature and 

f u n c t i o n of metaphor than has g e n e r a l l y been recognised. 

Contemporary t h e o r i e s concerning the metaphorical nature of 

thought, conceptual s t r u c t u r e s and the t r a n s f e r of these 

conceptual s t r u c t u r e s t o new domains of a c t i v i t y were examined. 

I t was discussed how the phrase 'dead metaphors', as used i n 

t r a d i t i o n a l t h e o r i e s of metaphor, i s extremely misleading. This 

i s because apparently 'dead' metaphors are very a c t i v e and 

comprise a huge, conventional metaphor!c system which profoundly 

i n f l u e n c e s both thought and conceptual s t r u c t u r e . 

The chapter concluded by emphasizing t h a t w h i l s t everyday 

language use i s r i c h w i t h conventional metaphors which are 

g e n e r a l l y organized i n t o conceptual s t r u c t u r e s , novel metaphors 

seem t o play a minor r o l e i n everyday discourse. However, i t was 

suggested t h a t the conceptual, metaphorical nature of thought 

networks provided the foundations from which novel metaphors 

could develop. 

A new theory of metaphor was o f f e r e d . The Continuum Theory, 

which, by removing the l i t e r a l / f i g u r a t i v e r e s t r i c t i o n s from 

d e f i n i t i o n s allowed them t o be replaced by a s s o c i a t i o n networks. 

These were discussed as being f l e x i b l e i n t h a t they allowed scope 

f o r i n d i v i d u a l i n t e r p r e t a t i o n a t diverse l e v e l s of p r o f u n d i t y a t 

appropriate p o s i t i o n s along the continuum. 

The f o l l o w i n g chapter opens the second p a r t of the thes i s . 

By analyzing s p e c i f i c l i f e - e v e n t s of the Informants, a c r i t i q u e 

i s developed of the c e n t r a l claims of Rousseau (1979 e d i t i o n ) and 
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Piaget (1959 e d i t i o n ) t h a t childhood I s i n h e r e n t l y d i f f e r e n t from 

adulthood. 



PART TWO: DATA PRBSBITATIOH: ADULT ABD 
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CHAPTER FOUE 

DATA PRESENTATIOK: ADULT AND CHILDREN'S PERCEPTIONS OF 
SIGNIFICANT LIFE EXPERIENCES. 

4.00 i f l t r p d v i c t i o n . 

The purpose of t h i s chapter i s t o Introduce the second 

s e c t i o n of the p r o j e c t , beginning by examining assertions of 

Rousseau (pages 53/57) and Piaget (page 66/79) t h a t childhood 

represents a phase of human development which i s I n t r i n s i c a l l y 

d i f f e r e n t from t h a t of adulthood (page 71). 

4.01 The Data CoUaction-

I t i s Plagetian psychology which has been p a r t i c u l a r l y 

s i g n i f i c a n t i n p r o v i d i n g the t h e o r e t i c a l foundation f o r the way 

i n which primary school education was t o develop (Plowden 1967; 

paragraphs 23, 50, 371, 521, 522, 530, 649). However, Piagetlan 

psychology was planned w i t h i n narrow parameters w i t h 

predetermined outcomes (page 70). His thought was overwhelmingly 

dominated by romantic notions of both c h i l d development and the 

wider development of society. Nevertheless, the t h e o r i e s 

constructed were expressed i n a s t y l e suggestive of an obje c t i v e 

research method, such as those encouraged by the pedological 

movement i n whose t r a d i t i o n s he was working (page 61). The 

conclusion was reached t h a t Piagetian theory i s very much more 

misleading f o r e d u c a t i o n a l i s t s than i s generally recognised, 

p a r t i c u l a r l y I n I n f e r r i n g t h a t childhood i s different from that 

of adulthood (page 70/71). 
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Whilst i t i s appreciated t h a t an observer might not a t t r i b u t e 

the same depths of p r o f u n d i t y t o the work of the c h i l d r e n as I 

di d , and t h a t a l l i n t e r p r e t a t i o n s of the data are inescapably 

s u b j e c t i v e i r r e s p e c t i v e of who might happen t o be the 

i n t e r p r e t e r . I t i s also t r u e t h a t the informants would have been 

l i k e l y t o have responded q u i t e d i f f e r e n t l y t o another observer. 

As I n d i c a t e d e a r l i e r , i t i s my b e l i e f t h a t the deeper one's 

acquaintance w i t h the i n d i v i d u a l , the greater i s the p o t e n t i a l 

f o r the development of one's i n s i g h t s i n t o the p o t e n t i a l of the 

other. I t i s the c r e a t i v e , i n d i v i d u a l i s t i c character of the 

person which ensures t o t a l o b j e c t i v i t y t o be an i m p o s s i b i l i t y . 

The data presented i n t h i s chapter comprises w r i t t e n accounts 

of l i f e events which were perceived as being s i g n i f i c a n t f o r the 

informants. The a d u l t informant data i s published (Cedarwood: 

undated), w h i l s t t h a t obtained from the c h i l d r e n was c o l l e c t e d 

over a period of three months' classroom work. Use of both sets 

of data enabled comparisons t o be made i n order t o examine the 

claims of Rousseau (page 53/57) and Piaget (pages 71/79) 

concerning d i f f e r e n c e s between the two groups. The ch i l d r e n ' s 

w r i t i n g was s t i m u l a t e d by discussions a r i s i n g from studies of 

c h i l d r e n ' s l i t e r a t u r e , p r i n c i p a l l y the V i c t o r i a n novels "What 

Katy Did" (Coolldge) and also " A l i c e I n Wonderland" ( C a r r o l l ) . 

Both of the s t o r i e s r a i s e subject matter of i n t e r e s t t o the 

c h i l d r e n , namely s t o r i e s of s i b l i n g r i v a l r y , r e l a t i o n s h i p s 

between f a m i l y members and f r i e n d s , and concerns about s e c u r i t y . 
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4.02 Data Analysis: Peer Relationships. 

a) Friendships 

The f o l l o w i n g c h i l d wrote at length about h i s ideas 

concerning f r i e n d s h i p : 

I f you have not got a f r i e n d t r y t o get one. I have 
two f r i e n d s . Scorer and Daniel. We play w i t h my 
cars outside on the ramp and we have fun. We are best 
f r i e n d s and we w i l l be f o r a long time. I l i k e 
p l a y i n g w i t h f i r e s w i t h my f r i e n d s . (Mark) 

Whilst t h i s piece of w r i t i n g incorporates w i t h i n i t 

something of the s p i r i t of the w r i t e r , e s p e c i a l l y the l a s t 

sentence, the reader i s l e f t wishing t o probe beneath the 

surface. For example, where were the f i r e s l i t , what form of 

enjoyment and excitement d i d they create, was there an element of 

mlschievousness inherent i n the a c t i v i t y or was i t i n some way 

p r i m i t i v e enjoyment of one of the elements? 

The idea of l o y a l t y i n the bond of f r i e n d s h i p was evident: 

A f r i e n d i s someone who cares about you and plays w i t h 
you and they should s t i c k up f o r you. ( K e l l y ) 

The f a l l o w i n g two pieces of w r i t i n g revealed a l i t t l e more 

about the nature of childhood f r i e n d s h i p s from the c h i l d ' s own 

perspective: 

I would t e l l my f r i e n d s i f I was i n t r o u b l e , but I 
would not t e l l my mam. I would t e l l my f r i e n d s things 
t h a t I could not t e l l my mam. I f I broke w i t h one of my 
f r i e n d s I would not t e l l my mam. (Janet) 

There i s much t h a t one i s l e f t f e e l i n g i t would be 

f a s c i n a t i n g t o know: f o r example, what kinds of confidences are 

c h i l d r e n l i k e l y t o share w i t h t h e i r f r i e n d s t h a t they could not 
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t e l l t h e i r parents? Why should a break i n f r i e n d s h i p be thought 

something unsuitable f o r parents t o know? 

Through the subsequent discussion and w r i t i n g stimulated by 

s p e c i f i c events from the novels mentioned above, the c h i l d r e n 

volunteered t o confide i n me concerns and i n t e r e s t s which they 

considered s i m i l a r t o those described i n the s t o r i e s Introduced 

t o them (4.01). 

b) Tensions within the Peer Group. 

My observations of Key Stage Two c h i l d r e n working together 

i n the classroom l e d me t o believe t h a t much of a c h i l d ' s mental 

energy i s taken up w i t h the s t a t e of t h e i r r e l a t i o n s h i p s w i t h 

f r i e n d s (and enemies), o f t e n t o the neglect of t h e i r classroom 

work. Research p o i n t s towards the s i g n i f i c a n c e of the s o c i a l 

s t r u c t u r e of the classroom which apparently eludes the notice of 

many teachers, or i s relegated as being 'nonsense'. Krappman 

w r i t e s : 

Even more a s t o n i s h i n g l y , there were many more.instances 
i n which the c h i l d i n need asked f o r . h e l p ( i . e . from a 
peer) i n a commanding tone, derogated the help given, 
or r i d i c u l e d the benefactor, mostly without any provo­
c a t i o n . These behaviours were observed i n s i t u a t i o n s 
r e l a t e d t o c h i l d r e n ' s s o c i a l a f f a i r s as w e l l as i n 
s i t u a t i o n s r e l a t e d t o i n s t r u c t i o n . 

(1992: 173/186). 

As Krappman i n d i c a t e s (1992: 178), because of changing 

working methods i n the primary classroom, f o r example by way of 

c o l l a b o r a t i v e group work, problem-solving a c t i v i t i e s and less 
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t e a c h e r - i n i t i a t e d l e a r n i n g , the 'peer world has Invaded the 

classroom even more than before'. 

The data i n d i c a t e d , however, t h a t tensions l i k e these were 

not created by the classroom: they seem t o be an i n t e g r a l part of 

the process of l e a r n i n g t o s o c i a l i s e and form r e l a t i o n s h i p s w i t h 

other people. 

The importance of peer pressures was s i g n i f i c a n t f o r the 

c h i l d r e n whom I taught. Brian wrote: 

Yesterday I f e l t miserable because (my f r i e n d s ) would not 
play w i t h we and they tease me. 

He went on t o say t h a t when teased i t made you 'want t o 

f i g h t ' . David described how: 

I have a dread when someone i s going t o get you and they 
are chasing a f t e r you and you f e e l l i k e they are going t o 
get you. Someone has been s p i t e f u l t o me f o r no reason. 
I f e e l l i k e I am going t o get them. 

Physical t h r e a t s are f r e q u e n t l y made by one c h i l d t o another 

and cause much concern. Linda wrote: 

I f e l t safe when I got home because a g i r l c a l l e d Janet 
was going t o k i c k me i n . 

She could not o f f e r a reason f o r t h e . t h r e a t , maintaining she 

hardly knew Janet at a l l . Andrew, described how he and h i s f r i e n d 

had played h a p p i l y together a l l day but the f o l l o w i n g morning at 

school: 

my f r i e n d was s p i t e f u l because he wouldn't l e t me play 
a gane because he d i d n ' t l i k e me. 

What had caused the sudden d i s l i k e ? Possibly something 

unconnected w i t h Andrew, such as the f a c t of Sean having played 
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w i t h other c h i l d r e n before Andrew's a r r i v a l , leading t o h i s 

e l i m i n a t i o n from the new peer gi'oup. Behaviour of t h i s k i n d can 

be bew i l d e r i n g and h u r t f u l t o the i n d i v i d u a l , even though they 

themselves are l i k e l y t o engage i n s i m i l a r patterns o f play 

without t h i n k i n g about i t . The collapse of f r i e n d s h i p s among 

young c h i l d r e n can be traumatic, producing f e e l i n g s of jealousy, 

l o n e l i n e s s and depression (Erwln 1993: 221), 

Paul wrote a t len g t h concerning his. emotional l i f e : 

I f e e l miserable when I am beaten up by my big brother. 
I can't do anything or h e ' l l Just do i t even more t o me. 
I f e e l bad-tempered when I'm being beaten up or sent t o 
the shop. When t h a t happens I f e e l bad tempered or upset. 
I f e e l as though I want t o cry but I can't. I also f e e l 
as though I am burning up Inside me. When I f e e l no-one 
cares about we I t h i n k I am not wanted. Nobody does 
anything t o cheer you up. 

This l a s t observation i s echoed by Andrew, who st a t e d tha t : 

Once I thought no-one cared about me and I was nearly 
c r y i n g . 

Sometimes i l l n e s s (whether r e a l or imagined?) can b r i n g a 

c e r t a i n amount of s a t i s f a c t i o n w i t h i t : John commented: 

I f e l t cared f o r when my mam looked a f t e r me when I 
was i l l . 

This was i n c o n t r a s t t o the time when: 

I was bored when no-one would l e t me play. I f e l t 
t h a t everybody was against me. 

Conversely, John himself f e l t s p i t e f u l when he behaved s i m i l a r l y 

towards another c h i l d : 

I f e l t s p i t e f u l when I d i d not l e t someone play w i t h me. 
I f e l t t h a t something might happen t o me. 

Linda remembered, at the age of nine, i n c i d e n t s t h a t had 
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taken place f i v e years e a r l i e r , when she had been i n the I n f a n t 
Department: 

Once when I was i n the I n f a n t s there was a g i r l 
who always had sonething h o r r i b l e t o say t o me and 
one day she s a i d something t h a t made me very angry, 
r f e l t l i k e having a f i g h t w i t h her. 

Just what was s a i d was not revealed. Simon's adsery was 

spotted by h i s mother, who was able t o o f f e r a s o l u t i o n . He 

wrote: 

I was miserable when I had nothing t o do, and then 
my mam t e l l s me t o wash the dishes! 

c) Children's Perceptions of Adult Authority. 

Children's concerns, however, do not s o l e l y r e l a t e t o t h e i r 

own v a r i e d moods and those of t h e i r peers. I n t e r e s t and 

c u r i o s i t y can lead t o tensions ' I n case they are found out'. 

When hearing about the changes i n size experienced by A l i c e 

during her time i n Wonderland, the c h i l d r e n expressed concern 

t h a t she might be the wrong size when she got hone, and would, i n 

consequence, be i n t r o u b l e w i t h her parents. Chastisement f o r 

naughtiness or f o r being mischievous i s a prospect which they do 

not welcome. C l a i r e wrote: 

I was very worried when I had my mam's gold ear-rings 
i n and I took them out and snapped one of them. Then I 
buried them i n the s o i l . I l o s t ray nana's wedding r i n g . 
I t was on the dressing t a b l e and I t r i e d i t on but I t was 
too b i g , and i t f e l l o f f my f i n g e r . When I look a t her 
r i n g s i t makes me scared and she always says * I have l o s t 
my wedding r i n g ' . 

Simon's problem was q u i t e d i f f e r e n t , but r e a l enough f o r him: 

I go out w i t h Melanle and I don't want my mam and dad t o 
f i n d out. They both t h i n k I am too young t o have a g i r l 
f r i e n d . 
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John, when spending a weekend a t the f a m i l y caravan, had been 

amazed when a g i r l on the s i t e suggested t h a t they 'should go out 

together', a suggestion which had taken him q u i t e by surprise. 

However, t h i s romance came t o an abrupt end, f o r a few weeks 

l a t e r he wrote the f o l l o w i n g sad l i n e s : 

When I was at the caravan at the weekend my g i r l f r i e n d 
t o l d a boy t o shake some metal ladders when I was going 
down the cl i m b i n g frame. She said i t f o r a joke. I n my 
mind I thought t h a t I should push the boy. When I got 
down I f e l l out w i t h the g i r l . Later on I was c r y i n g 
because I f e l t s t u p i d f o r f a l l i n g out w i t h her. 

John confided i n me l a t e r t h a t he had not t o l d h i s parents a 

t h i n g about t h i s , and never intended t o do so. The reason he 

gave was s i m i l a r t o t h a t o f f e r e d by Simon: he was sure they would 

t h i n k he was too young t o have a g i r l f r i e n d . 

The inner thoughts of James concerning h i s f r i e n d s were 

d i f f e r e n t : he described h i s a n x i e t i e s about them: were they 

tru s t w o r t h y ? Did they have good times w h i l s t he was made t o go 

to bed e a r l y by h i s mother? The f o l l o w i n g i s an example of how 

c h i l d r e n w i l l r e f l e c t i f the subject i n question i s important 

enough t o them: 

When I was w a i t i n g f o r Ian, while he got ready, I 
thought what i s he r e a l l y l i k e ? I n the house i s he 
moody, or happy or greedy? I thought i s he r e a l l y 
s t u p i d or does he j u s t put i t on? (James) 

d) Children and Anlwals. 

As could be expected, the death of a pet i s something which 

i s r e a l l y d i s t r e s s i n g f o r c h i l d r e n : they consider t h e i r pets t o 

be f r i e n d s of a s p e c i a l kind, and t h e i r deaths can be v i o l e n t 
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assaults on the s t a b i l i t y of t h e i r l i v e s . Brian described how he 

learned of the death of h i s r a b b i t : 

I f e l t miserable when my r a b b i t died. When I got up 
i n the morning I heard a knock on the door. I opened 
i t . A boy sai d ' i s t h a t your r a b b i t ' ? He pointed t o 
the middle of the road. 

Lisa described at length what happened the evening when her dog 

was knocked by a car: 

I was very worried when my dog got knocked over. I was 
pl a y i n g out and my dad and s i s t e r had gone t o get my nana 
and they took the dog. They d i d not put a lead on the 
dog. When they got back my s i s t e r was g e t t i n g out of the 
car too so my dad went i n t o the house because my s i s t e r 
was g e t t i n g him but Toby got out of the car too. Toby 
j u s t kept on running and went onto the main road. Then a 
car came and knocked him over. My s i s t e r ran home and 
t o l d my dad and he took a towel and went and picked him up 
and my mum, dad and s i s t e r took him t o the vet's. I 
stayed a t the next door neighbour's house. I was very, 
very worried. 

e) Other Concerns. 

David's concerns were connected w i t h h i s love of music. As 

t h i s was something of a m i n o r i t y i n t e r e s t i n t h i s p a r t i c u l a r 

school - e s p e c i a l l y f o r a boy - he became something of a t a r g e t 

f o r teasing: 

What I am t h i n k i n g i s music. W i l l I get my music t e s t s 
r i g h t ? W i l l I become a music teacher? My uncle and a l l 
of my f a m i l y t h i n k I might get on TV, on the 'Young 
En t e r t a i n e r of the Year'. I keep t h i n k i n g t h a t I w i l l 
never get a piano. My mam says I might get one f o r my 
b i r t h d a y or Christmas present. Everyone c a l l s me a cissy 
because I l i k e music. I j u s t Ignore them. 

The support of the f a m i l y was very important t o t h i s c h i l d , 

and he p e r s i s t e d w i t h h i s i n t e r e s t I n music. Of s i g n i f i c a n c e i n 

t h i s p a r t i c u l a r case was the c h i l d ' s f r i e n d l y p e r s o n a l i t y . He 
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b u i l t up a group of f r i e n d s of h i s own, and i t was t h i s small 

group which gave him the s e c u r i t y a t school which was so 

necessary t o h i s happiness. 

4.03 Data I n t e r p r e t a t i o n ; Peer Relationships. 

The outstanding f e a t u r e of the above data concerns anxiety. 

This becomes a focus, f o r example, through c h i l d r e n ' s worries 

t h a t f r i e n d s might have been g u i l t y of deception, because i f 

i s o l a t e d from one's peers i t i s a l l too easy t o become a t a r g e t 

f o r b u l l y i n g . As i n d i c a t e d by Krappman, a s u r p r i s i n g feature of 

classroom observations concerned the d e l i b e r a t e i n t e n t i o n of 

c h i l d r e n t o attempt t o h u m i l i a t e others, even i n t r i v i a l ways 

(Krappman 1992: 179). 

The experience of David was t o discover t h a t h i s love of 

music l e d t o teasing because, f o r h i s peers, an i n t e r e s t such as 

t h i s was unusual and considered ina p p r o p r i a t e f o r the male r o l e . 

His success i n being able t o s u c c e s s f u l l y ignore them would 

u l t i m a t e l y depend upon other aspects of h i s p e r s o n a l i t y and how 

f a r they enabled him t o become accepted w i t h i n the peer s e t t i n g . 

Anything perceived as a t h r e a t t o a l i f e s t y l e which seemed 

t o be reasonably secure and s a t i s f y i n g required some response, 

and the degree of appropriateness of the response had important 

i m p l i c a t i o n s f o r the f u t u r e happiness of the i n d i v i d u a l 

concerned. Perhaps a h e l p f u l d e f i n i t i o n of wisdom concerns the 

a b i l i t y of i n d i v i d u a l s t o make decisions which are l i k e l y t o 

c o n t r i b u t e p o s i t i v e l y t o the q u a l i t y of l i f e : t o be able t o 
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d i s c e r n as a r e s u l t of r e f l e c t i o n . Of i n t e r e s t , nevertheless, i s 

how i n d i v i d u a l s perceive happiness: whether personal contentment 

and f u l f i l m e n t through sensing oneself t o be i n c o n t r o l of 

others, f o r example, or through successful e f f o r t s t o maintain 

what had become understood t o be f a m i l i a r and secure, whether 

f r i e n d s h i p s , or ownership of healthy pets. M o t i v a t i o n seemed t o 

depend upon i n d i v i d u a l i n t e r p r e t a t i o n of experience, leading t o 

personal values. 

The thoughts of the c h i l d r e n were d i r e c t e d towards e i t h e r a) 

preserving the status quo i f t h i s was desirable, or s t r i v i n g f o r 

improvement i n the f u t u r e . Thus, one could look back t o past 

experiences and decisions made, or r e f l e c t i o n s which were 

st i m u l a t e d by them, as experiences upon which t o draw i n the 

f u t u r e . R e f l e c t i o n on experience can provide a network of 

understanding which could be h e l p f u l i n informing reactions t o 

any f u t u r e experiences of a s i m i l a r nature. 

What i s s i g n i f i c a n t f o r personal values, nevertheless, i s 

how one conceptualizes the experiences: what are the personal 

b e n e f i t s of having f r i e n d s h i p s which are secure and on a basis of 

mutual t r u s t , or a l i f e s t y l e where one i s able t o pursue one's 

i n t e r e s t s without persecution by others? I s there anything t o be 

gained by being a b u l l y ? What I s valued would seem t o be 

s e c u r i t y , whether a t t a i n e d w i t h the support of t r u s t e d f r i e n d s , 

by freedom from b u l l y i n g or by becoming a b u l l y oneself. 
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W r i t t e n accounts of pre-adolescent f r i e n d s h i p s d i d not occur 

among the data produced by the a d u l t informants. When i t was 

suggested t h a t the l a d i e s might l i k e t o w r i t e about childhood, 

the r e s u l t a n t s c r i p t s were concerned s o l e l y w i t h f a m i l y 

r e l a t i o n s h i p s (Cedarwood: undated). This could be because, f o r 

many, f r i e n d s h i p s formed i n the primary school are f l e e t i n g 

r e l a t i o n s h i p s , o f t e n broken, w h i l s t f a m i l y r e l a t i o n s h i p s exert a 

con t i n u i n g i n f l u e n c e over l i f e , both economically and s o c i a l l y . 

However, i t i s from t h e i r f r i e n d s t h a t c h i l d r e n l e a r n how t o form 

r e l a t i o n s h i p s : peers are the source of companionship, 'a face of 

r e a l i t y and a measure of e q u a l i t y ' (Roffey e t a l 1994: 7). 

4.04 Data Analysis: Family Relationships, 

a) Background to the Data Collection. 

Hot a l l of the i n t e r e s t s and concerns of the c h i l d r e n 

focused around t h e i r own everyday, personal r e l a t i o n s h i p s , 

however. They were keenly aware of r e l a t i o n s h i p s which e x i s t e d 

between f a m i l y members. This data c o l l e c t i o n was sti m u l a t e d by 

discussion f o l l o w i n g Jane Eyre's adventures a t Lowood School, 

(Bronte) and also the a c t i v i t i e s of Katy i n "What Katy Did" 

(Coolidge). 

I t must be stressed t h a t w r i t i n g about f a m i l y l i f e was an 

o p t i o n a l a c t i v i t y . The c h i l d r e n were given a l t e r n a t i v e 

a c t i v i t i e s which very few of them chose t o take up but i n f a c t , 

out of the whole class only two chose t o exercise the option. I 

suspected t h i s was because they were desirous of completing some 
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u n f i n i s h e d work which they had enjoyed doing the previous day, 

and not because they were u n w i l l i n g t o produce the type of 

w r i t i n g suggested. 

The f o l l o w i n g w r i t t e n accounts of t h e i r perspectives of the 

parental r e l a t i o n s h i p were given t o me i n privacy and I d i d not 

r e a l i s e t h a t the c h i l d r e n had chosen t o dwell on t h i s p r i v a t e 

aspect of l i f e i n t h e i r w r i t i n g . I was curious when one c h i l d 

came t o me and asked i f he could w r i t e 'what happened' on a sheet 

of paper ' i n case anybody picks up my book and reads what I put'. 

I t o l d the r e s t of the c h i l d r e n t h a t they were welcome t o w r i t e 

on paper i f they wished, and w i t h only one exception, everyone 

d i d so. A l l names which the c h i l d r e n revealed and which could be 

used t o i d e n t i f y i n d i v i d u a l s have been a l t e r e d , 

b) Behaviour Within the Family. 

What became obvious t o me was t h a t the c h i l d r e n s u f f e r e d 

much, personally, when t h e i r parents were i n dispute but the 

tendency was t o keep the i n f o r m a t i o n t o themselves. 

Kerry described what happened when her parents had 

disagreements which l e d t o s i l e n c e between them: the c h i l d r e n i n 

the f a m i l y e v i d e n t l y became used as go-betweens. She wrote: 

When my parents f i g h t I hate i t because they shout and 
my dad slams the door of the l i v i n g room and t u r n s the TV 
up high. But sometimes I l i k e them because they laugh and 
c a r r y on, but when they f i g h t they don't speak t o each 
other at a l l and my brothers and s i s t e r s and I have t o 
take messages t o each of them. 

Jennie wrote the f o l l o w i n g l i n e s about a time when she had 
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witnessed her f a t h e r a t t a c k another man: 

My dad i s kind and helps everyone. He has ups and downs 
but they blow over soon. He never shouts at people but 
one day he made me cry when we went t o my grandma's. He 
saw the man who punched my uncle and he ran outside and I 
ran a f t e r him. My dad asked the man why he had done i t . 
My uncle had l o t s of s t i t c h e s i n h i s eye. My dad s t a r t e d 
t o punch him and he ran o f f and he was bleeding. When we 
got back home I ran u p s t a i r s . My dad came up and he would 
get anybody who was p i c k i n g on e i t h e r my s i s t e r or me. 

Of p a r t i c u l a r s i g n i f i c a n c e i n the above are the l a s t two l i n e s : 

they r e f l e c t the c h i l d ' s b e l i e f i n the s o l i d i t y and s e c u r i t y of 

the f a m i l y u n i t , which i s apparently perceived as pr o v i d i n g a 

bulwark against supposed t h r e a t s from other members of the 

community and perhaps by s o c i e t y generally. Of i n t e r e s t t o me 

p a r t i c u l a r l y was when the next day Lee, whose f a t h e r had been i n 

dispute w i t h another man, came t o me o f f e r i n g f u r t h e r 

i n f o r m a t i o n : he announced t h a t he and h i s dad 'were going out 

t o n i g h t t o get t h a t man, and we are t a k i n g base-ball bats and 

a l l ' . 

Kel l y ' s experience took a d i f f e r e n t focus, which was echoed 

i n the w r i t i n g done by other c h i l d r e n : 

When I was a l i t t l e g i r l I used t o l i v e i n the f l a t and 
my mam had a j o b but she d i d n ' t get very much money. My 
mam had t o pay a l l of the b i l l s as w e l l . My dad used t o 
come home and t e l l my mam t o give him money. She used t o 
give him money because she would otherwise get beaten up 
by him when he was drunk. When he di d n ' t have any 
money he used t o go t o the Pub and have a d r i n k on the 
H.P. My mam went t o the pub t o see him and she had 
to pay pounds t h a t he owed. I t h i n k a l l dads and mams 
should be kin d and l o v i n g . 

I t should be noted t h a t K e l l y asked me t o destroy t h i s s c r i p t , 

but I gained her permission t o make my own hand-written copy of 
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i t . The r e s u l t of the parental c o n f l i c t can be gleaned from 

another s c r i p t w r i t t e n by the c h i l d . I t could well be t h a t the 

c h i l d had been t o l d these t h i n g s by her mother when she asked why 

she and her f a t h e r were l i v i n g apart. 

She l a t e r wrote the f o l l o w i n g , which i s s i m i l a r t o the 

account w r i t t e n by Sean which f o l l o w s i t i n t h a t both c h i l d r e n 

endeavoured t o stop p a r e n t a l f i g h t i n g : 

I have no grandparents. They are a l l dead. I only have 
my mam and dad. My dad i s always arguing w i t h my mam and 
he beat me up by punching me because I sai d t h a t my mam 
could do without t h a t because she had an awful day at 
work. Then when i t was too much f o r her she t o l d my dad 
t h a t she wanted a separation so my dad has l e f t . He has 
a f l a t a t . I don't go t o see him because he h i t s nie 
f o r nothing. The house i s up f o r sale and when we move my 
mam and I w i l l be alone. I'm glad because i t s always my 
mam t h a t decorated and paid a l l the b i l l s and a l l my dad 
wanted t o do was watch h i s video and l i s t e n t o h i s 
records. I s t i l l love my dad but I don't want t o see him. 

Sean wrote: 

When my parents f i g h t I am worried i n case my dad leaves 
home. I t e l l them t o stop i t but i t i s no good. They 
j u s t send me t o bed and once when they were f i g h t i n g I 
got scared. I thought 'what am 1 going t o do' and I 
s t a r t e d c r y i n g . Then my mam t o l d my brother o f f (he i s 
lolder than me) and he s a i d he was going t o leave home and 
I d i d n ' t want him t o go. I went u p s t a i r s and a l l of h i s 
cl o t h e s were ready and I ran downstairs and t o l d them t o 
stop f i g h t i n g . They took no notice so I s a i d t h a t my 
brother was le a v i n g home. They both ran u p s t a i r s and t o l d 
him not leave home. But I s t i l l love my mam and dad and 
they made f r i e n d s again. 

This very sad s t o r y , bad enough as i t was, d i d not reach 

the depths of despair which the f o l l o w i n g experiences describe. 

What I s p a r t i c u l a r l y d i s t u r b i n g i s t h a t the c h i l d (Andrea) 
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accepts the s i t u a t i o n i n which she has found h e r s e l f ; what I 

found a s t o n i s h i n g was t h a t she a c t u a l l y wished t o w r i t e about i t : 

My dads are c a l l e d Graham, Geordie and Steven and I w i l l 
have another dad c a l l e d J e f f soon. I don't r e a l l y l i k e 
any of my dads because I only r e a l l y know one of them but 
he has l e f t the house and i s l i v i n g i n . When I was 
l i t t l e I was adopted and my r e a l mam i s my auntie and my 
r e a l a untie i s my mam. My r e a l dad i s c a l l e d George but 
I don't c a l l him dad. I c a l l my uncle dad. I t h i n k the 
whole idea of dads i s h o r r i b l e and stupid. Mams are a l l 
r i g h t , but they are not r e a l l y much b e t t e r than dads. 

Fortunately, a t a l a t e r time, when the c h i l d r e n heard how 

kind A l i c e ' s older s i s t e r had been when she brushed the leaves 

o f f A l i c e ' s face w h i l s t she was sleeping, and how kin d Katy's dad 

and aunt had been t o the c h i l d r e n , they were w i l l i n g t o discuss 

t h e i r parents i n a much more p o s i t i v e l i g h t . Here are some of 

the remarks; 

My mam and dad have never done anything but kind 
t h i n g s t o me. My dad has always backed me up 100% 

(Tom). 

I f e l t safe when my dad saw a boy's mam because her son 
was th r e a t e n i n g ms (John). 

Children absorbed and remembered times when they f e l t t h a t 

t h e i r parents had t r e a t e d them u n j u s t l y . Occasions such as these 

came t o t h e i r minds when hearing of the i n j u s t i c e s u f f e r e d by 

Jane Eyre a t the hands of her cousin, John Reed. For example, 

Janet described an experience she had which had taught her 

something a d d i t i o n a l about her f a t h e r : 

My f a t h e r has a very short temper. I found t h i s out when 
I was hel p i n g him f i x h i s bike. I was p l a y i n g w i t h ray car 
when i t h i t a p i l e of mud. My dad shouted a t me and sent 
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me i n . 

Kerry described a time when her fa t h e r had a v i o l e n t 

argument w i t h one of her s i b l i n g s : 

Then one time my s i s t e r had j u s t got a new leather 
Jacket and she was going t o wear i t f o r the r o l l e r - r l n k 
but my dad s a i d 'no*. So she went stamping up s t a i r s 
and my dad followed her up. Then he s t a r t e d t o h i t her 
down s t a i r s . I nearly c r i e d because he was h i t t i n g her 
so hard. 

Karl resented a time when he f e l t t h a t h i s mother had t r e a t e d him 

u n f a i r l y . Fo doubt h i s mother f e l t extremely harrassed at the 

time, but t h i s was h i s d e s c r i p t i o n of what happened: 

I do not l i k e my mam because she always shouts and 
argues w i t h me. When I have only one t o y down she 
says 'Put i t back, boy, now' i n a r e a l l y loud voice. 
When my f r i e n d s want t o play w i t h me I say 'Please can 
my f r i e n d s come i n please?' and she says 'No'. 

Health probleinB are very s i g n i f i c a n t f o r c h i l d r e n , and they are 

extremely s e n s i t i v e concerning them. Brian wrote at length about 

h i s s k i n c o n d i t i o n , eczema: 

I t worries me because i t might not go away. I have 
had i t since I was a baby, Last month and t h i s month 
I have been t o the doctor's about s i x times so I have 
missed a l o t of schooling because of my sk i n . At 
school when people see i t they get as f a r away as 
possible because they t h i n k they might catch i t but 
they can't. I have t o take t a b l e t s and put cream on. 
1 have about f i v e d i f f e r e n t kinds of cream. Yesterday 
i t s t a r t e d bleeding so I had t o stay o f f school. 

Attempts made by parents t o 'make l i g h t ' of physical ailments can 

be d i s t r e s s i n g f o r c h i l d r e n . The f o l l o w i n g i s Craig's account of 

h i s experience and h i s r e a c t i o n s t o i t : 

My dad keeps making fun of me because I have a problem. 
He keeps c a l l i n g me names because of i t . My mam says he 
i s only j o k i n g but I don't t h i n k so. He keeps shouting 
a t me. I go t o see a s p e c i a l i s t about the problem. She 
i s c a l l e d Dr. XX. I once t o l d her t h a t ray dad keeps 
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making fun of me and when we l e f t the Health Centre my 
mam t o l d me t h a t I was q u i t e cheeky. I want my dad t o be 
n i c e r than he i s . I t h i n k t h a t a l l dads should be nice 
and shouldn't pick on t h e i r c h i l d r e n . 

Two c h i l d r e n chose t o w r i t e about t h e i r grandfathers. These 

are t h e i r observations: 

My grandad i s great. He i s always f a l l i n g asleep and he 
loves gardening. He hates other exercise, Just l i k e me. 
He doesn't get angry or shout. (Sarah). 

The same c h i l d continued by c o n t r a s t i n g her grandfather's 

behaviour w i t h t h a t of her f a t h e r : 

My dad shouts a l o t and he always argues. He threatens 
t o h i t me and I t e l l him t o go away and get l o s t . Some­
times he i s nice and he t r i e s t o help me but I hate i t . 
My mam hates noise and she loves l i s t e n i n g t o the news. 
She l i k e s t o sleep and t o cook and t o sew. 

Janet described her grandfather, moving on t o t e l l an anecdote 

about one of h i s f r i e n d s : 

My grandad goes t o the pub every Sunday and my grandma 
does not l i k e him going because he has a f r i e n d and he 
says t h a t he w i l l h i t anybody who gets i n the way and 
he t r e a t s h i s c h i l d r e n badly. I n f a c t , he does not have 
h i s c h i l d r e n any more because they are i n homes. Once he 
threatened t o touch me, my two s i s t e r s and my brother. 
When I see grandad's f r i e n d coming I cross over the road. 

A common theme t o a l l of these pieces of w r i t i n g i s a wish 

f o r peace between parents, grandparents, s i b l i n g s , and the 

community gener a l l y , no doubt because peace i s envisaged as 

b r i n g i n g w i t h i t greater personal happiness and s e c u r i t y . 

However, the actu a l making of peace i s something beyond the 

c h i l d r e n ' s c r e a t i o n , as most of them had grown t o r e a l i s e . In 

s i t u a t i o n s such as those described, what a l t e r n a t i v e s were 

a v a i l a b l e t o them except t o become defensive towards oneself. 
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one's f a m i l y , or, i n the case of the breakdown of the marriage, 

towards the chosen parent? 

4.05: Data I n t e r p r e t a t i o n : Family Relationships. 

The informants described tensions which e x i s t e d w i t h i n the 

f a m i l y u n i t , and they were perceived as t h r e a t s t o the form of 

personal s e c u r i t y and happiness w i t h which the c h i l d r e n were 

f a m i l i a r and w i t h which they f e l t they could cope. 

Parental q u a r r e l l i n g , t h e r e f o r e , brought w i t h i t a n x i e t i e s 

t h a t the q u a r r e l s would lead t o parental separation. This had 

been found i n e a r l i e r research (Ashton 1989: 26/29). In 

a d d i t i o n , the informants were ready t o pronounce against what 

they believed t o be the i n j u s t i c e of parental behaviour: Craig, 

f o r example, considered h i s f a t h e r ' s comments about h i s medical 

problem t o be i n s e n s i t i v e and inappropriate, w h i l s t Sarah 

declared h e r s e l f j u s t i f i e d , apparently, i n t e l l i n g her f a t h e r t o 

'get l o s t ' when he shouted at her or t r i e d t o t e l l her what t o 

do. 

The Informants also f e l t deep concern t h a t s i b l i n g s should 

not be excluded from the f a m i l y u n i t : thus Kerry found h e r s e l f 

a c t i n g as mediator between her elder s i s t e r and f a t h e r . 

Perhaps the most s t r i k i n g anecdote, from Andrea, concerns 

her experiences of f a t h e r s . Her adoptive mother (her n a t u r a l 

mother's s i s t e r ) e n t e r t a i n e d several male f r i e n d s who were 

accounted f o r as 'dads', but the c h i l d was not deceived. 

I n d i c a t i n g i n her w r i t i n g her d i s s a t i s f a c t i o n concerning the 
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r o l e s of both f a t h e r s and mothers. I n s t a b i l i t y i n a d u l t 

r e l a t i o n s h i p s , w h i l s t seeming from the c h i l d ' s perspective t o be 

t h r e a t e n i n g t o s e c u r i t y , could w i t h emotionally mature c h i l d r e n 

(who could be mature i n t h i s way because of the parental 

i n s t a b i l i t y ) cause them t o develop profound i n s i g h t s i n t o e t h i c a l 

questions. I n the case of K e l l y , her experience of f a t h e r s l e d 

her t o confusion: she loved her f a t h e r , but because of her 

experiences had no wish t o see him. 

Experiences of f a m i l y l i f e are r e f l e c t i v e of s i m i l a r 

p a t t e r n s t o those found i n data c o l l e c t e d from a d u l t informants 

(4.06). Parental i n s t a b i l i t y and dissonance w i t h i n the f a m i l y 

u n i t l e d t o perceptions of t h r e a t s t o the e x i s t i n g , f a m i l i a r 

s t r u c t u r e s w i t h i n which l i f e was led. What where valued were the 

people and circumstances which had provided the informants w i t h 

the measure of s e c u r i t y which they considered themselves t o 

have.Their e f f o r t s , except perhaps i n the cases of Andrew and 

K e l l y , were d i r e c t e d towards the preservation of the f a m i l y u n i t . 

These c h i l d r e n had experiences which seemed t o have convinced 

them t h a t new d i r e c t i o n s were des i r a b l e i f , indeed, l i f e was t o 

be b e t t e r . 

O v e r a l l , the s t r u c t u r e given t o the a s s i m i l a t i o n of the 

experiences was s i m i l a r t o t h a t described above; the hope was 

t h a t by the e f f o r t of i n d i v i d u a l s present, circumstances would 

improve and s t a b i l i t y would be achieved and, presumably, 

maintained. The hope was t h a t l i f e would be secure i n the 
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f u t u r e . The acute perceptions of the c h i l d r e n concerning the 

r e a l i t i e s which comprised t h e i r present l i v e s d i d not support the 

t h e o r i e s of Eousseau t h a t : 

. , . (the c h i l d ) does not know even the nanie of h i s t o r y , 
or what metaphysics and morals are. He knows the 
e s s e n t i a l r e l a t i o n s of man t o t h i n g s but nothing of the 
moral r e l a t i o n s of man t o man. He hardly knows how t o 
generalize ideas and hardly how t o make abstractions. 

(Rousseau 1979 e d i t i o n : 207). 

Conversely, the data i n d i c a t e d a deep, personal involvement i n 

a l l forms of human r e l a t i o n s h i p s and a capacity f o r making 

judgements on them. The informants showed a genuine concern both 

f o r t h e i r own personal r e l a t i o n s h i p s and those of others known t o 

them, and as the data revealed, the informants f r e q u e n t l y showed 

greater s e n s i t i v i t y t o r e l a t i o n s h i p s than d i d some of t h e i r a d u l t 

counterparts whose w r i t i n g i s analysed below. 

4.06: D a t a A n a l y s i s ; A d u l t B x p e r i e n p a s . 
The source of the data c o l l e c t e d from a d u l t s , and the reasons 

f o r using i t i n t h i s t h e s i s has been described e a r l i e r (1.02). 

The purpose of t h i s women's w r i t i n g group was described as being 

t o help them: 

discover the l i b e r a t i n g e f f e c t of s e l f - o r g a n i z a t i o n 
and t o rediscover self-esteem through having the chance 
t o exercise dormant s k i l l s . (Cedarwood undated: 5). 

The w r i t i n g produced by members of the group provides an 

i n f o r m a t i v e account of experiences undergone, and t h e i r e f f e c t s 

on the q u a l i t y of l i f e of everyone concerned. 

a) Memories of School. 
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One w r i t e r describes her memories of her f i r s t day at 

school. The experiences are s i m i l a r t o those reported by the 

c h i l d informants: f e a r of u n f a m i l i a r people, new surroundings and 

- perhaps most of a l l - f e a r of being parted from her mother: 

I remember my f i r s t day at school, s i t t i n g i n the 
school h a l l w i t h my mother, w a i t i n g f o r my name t o be 
c a l l e d then being taken t o the classroom t o meet my 
teacher. I screamed and hung on t o my mother, t e r r i f i e d 
of being l e f t there w i t h a l l those new faces. This went 
on f o r weeks and weeks. (Cedarwood undated: 26). 

Relationships between f a m i l y members were concerns 

f r e q u e n t l y expressed, the most common problem being the parental 

r e l a t i o n s h i p : 

When I was l i t t l e I used t o come i n from school and 
watch my mam and dad f i g h t i n g not knowing what was 
happening. I t r e a l l y shocked me, e s p e c i a l l y when other 
people can hear your mam and dad arguing i n the s t r e e t s . 

(Cedarwood undated: 62) 

The l a s t sentence i s s i g n i f i c a n t , r e f l e c t i n g as i t does concern 

l e s t any weakness w i t h i n the f a m i l y s t r u c t u r e was being p u b l i c l y 

revealed. The perceived t h r e a t t o the w r i t e r ' s s e c u r i t y i s 

obvious. The v i o l e n t nature of f a m i l y l i f e was described thus: 

I have l i v e d w i t h violence from being a c h i l d because my 
dad always used t o h i t and beat my mother up. I remember 
the f a c t also t h a t she seemed t o accept being beaten up 
as though I t never happened ... I s t a r t e d running away t o 
get away from dad because he never ever showed me or my 
brother any love. I f he got the chance t o beat me up he 
would. I know I d i d a l o t of bad thi n g s but t h a t was 
because he never ever s a i d anything nice about me. 

(Cedarwood undated: 57) 

This type of t u r b u l e n t home background was a common theme 

f o r these a d u l t s , as I t had been f o r the c h i l d r e n . Another 
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w r i t e r expressed her memories of her mother who was held i n 

considerably lower esteem than her f a t h e r : 

Mam was the wicked one. She picked on us b i g ones, 
s i x of us a l l together and she had a l l the t r o u b l e 
while dad was out a work. We were l i k e angels when 
he came i n and t r i p s w i t h him were great because we saw 
our mam a l l the time. (Cedarwood undated: 2 4 ) . 

The f o l l o w i n g informant found h e r s e l f having t o care f o r her 

grandmother who s u f f e r e d from cancer, a duty which was found t o 

be extremely onerous because of i t s i n t e r f e r e n c e w i t h her own 

l i f e . The e f f e c t s of the experience (and perhaps a g u i l t y 

conscience) continued t o t r o u b l e her twenty e i g h t years l a t e r : 

Although I loved her very much I gained my freedom w i t h 
her death. For the f i r s t time I could do what I wanted, 
I was not r e s t r i c t e d by a timetable. For some years a f t e r 
her death I had nightmares t h a t I was s t i l l l ooking a f t e r 
gran and she would not l e t me l i v e i n my own house. 
Twenty-eight years l a t e r i f I am p a r t i c u l a r l y upset I 
s t i l l have t h i s nightmare. (Cedarwood undated: 2 2 ) . 

An informant had an I l l e g i t i m a t e baby when aged f i f t e e n ; the 

presence of the baby d i d not i n t e r f e r e w i t h her l i f e s t y l e because 

her mother brought i t up as her own. She expressed her 

experience as f o l l o w s : 

My mam bought everything f o r the baby and then when she 
a r r i v e d , a bouncing l i t t l e g i r l , my whole f a m i l y was over 
the moon because i t was a l l grandsons at the time and EBUIB 
- t h a t i s my daughter - was the f i r s t grand-daughter. 
Even my s i s t e r was so happy she bought her a l l s o r t s . And 
s t i l l t o t h i s day she i s s t i l l s p o i l e d o f f them even 
though I have another three c h i l d r e n now a t the age of 20. 

(Cedarwood undated: 2 3 ) . 

Many of the a d u l t w r i t e r s recreated the type of home l i f e from 

which they had s u f f e r e d themselves when c h i l d r e n , i n t h a t they 
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themselves now s u f f e r e d a t the hands of a v i o l e n t partner as 

t h e i r own mothers had done e a r l i e r . The f o l l o w i n g w r i t e r 

describes the f i r s t time her husband p h y s i c a l l y abused her: 

The f i r s t time he h i t me I was shocked. I t was on a 
Saturday morning. My mam canK down t o see i f I was 
a l l r i g h t and when she saw the black eye and the b r u i s i n g 
on my face she wanted t o know how I t happened. I t o l d her 
I knocked myself against the door. (Cedarwood undated: 

54). 

This experience was s i m i l a r t o t h a t described by another 

w r i t e r : 

When Danny got sent t o p r i s o n I was glad. Glad f o r the 
peace. But I knew i f I d i d n ' t f i n d somebody else by the 
time he got out he would come back home t o me and the kids 
and s t a r t where he l e f t o f f a l l over again. Honestly, we 
couldn't cope w i t h l i f e l i k e t h a t again. 

(Cedarwood undated; 54). 

The i n t e r e s t i n g question which a r i s e s i s why these people 

became caught i n t h i s v i c i o u s c i r c l e of unhappy f a m i l y l i f e . 

Research i n t o the s i g n i f i c a n c e of s o c i a l background would form an 

a d d i t i o n a l p r o j e c t outside of the focus of t h i s t h e s i s . 

Nevertheless, what was of s i g n i f i c a n c e was t o come t o understand 

how f a r the experiences described i n the above sections were 

c h a r a c t e r i s t i c of the human s i t u a t i o n , rather than of any 

p a r t i c u l a r c h ronological age. Rousseau set out t o convince 

readers t h a t childhood was s i g n i f i c a n t l y d i f f e r e n t from adulthood 

(Rousseau 1979 e d i t i o n : 90), ideas which, as discussed have been 

extremely s i g n i f i c a n t i n the development of c h i l d psychology 

throughout the succeeding two c e n t u r i e s (pages 18/20). And yet 

t h i s data c o l l e c t i o n i n d i c a t e s t h a t a d u l t perceptions of 
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s i g n i f i c a n t l i f e events concern the need f o r s e c u r i t y , and i n 

t h i s are l i t t l e d i f f e r e n t from those of the c h i l d informants. 

4. 07 Data I n t e r p r e t a t i o n : Experiences of Adult and Chil d 

A s i g n i f i c a n t d i f f e r e n c e between c h i l d and a d u l t informants 

was very much concerned w i t h t i n e s c a l e : t o ten year o l d c h i l d r e n 

the world of adulthood seems very f a r away, probably because the 

leng t h of t h e i r e n t i r e l i v e s a t t h i s time must be nearly doubled 

before they can reach i t , and t o them a t ten years of age t h i s 

seemed t o be an extremely remote goal and i r r e l e v a n t t o t h e i r 

present s i t u a t i o n . 

The most s t r i k i n g f e a t u r e s of the data c o l l e c t i o n , however, 

were t h e i r s i m i l a r i t i e s . The o v e r a l l d i f f e r e n c e seems t o be one 

of ac t u a l content r a t h e r than of v a r i e t y : f o r example, adults 

expressed concern over breaks i n f r i e n d s h i p , but these were the 

f r i e n d s h i p s of t h e i r a d u l t l i v e s , o f t e n w i t h husbands or boy­

f r i e n d s . The circumstances leading t o dispute were l i k e l y t o be 

q u i t e d i f f e r e n t t o those leading t o peer c o n f l i c t i n childhood. 

I f the example of John i s considered, and the circumstances 

which l e d t o h i s broken romance, i t i s cle a r t h a t i ) a d u l t s would 

be u n l i k e l y t o be cli m b i n g up a frame as t h i s boy was, and 11) 

t h a t pushing the frame would have been u n l i k e l y t o be so 

up s e t t i n g f o r them as i t was f o r him. Nevertheless, what was 

important was the quarrel which r e s u l t e d , and evidence i s t o be 

found copiously which shows t h a t q u a r r e l s of t h i s type broke out 
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among a d u l t s r e g u l a r l y f o r v a r i e t i e s of reasons. I n the case of 

the a d u l t s , c o n f l i c t u s u a l l y arose from disputes w i t h husbands or 

partners, (Cedarwood undated: 25; 54; 61),or w i t h f a m i l y members 

because of teenage pregnancy leading t o i l l e g i t i m a t e b i r t h 

(Cedarwood undated: 25), although on occasions the b i r t h of an 

i l l e g i t i m a t e baby was believed t o have united f a m i l y members 

(Cedarwood undated: 21; 25). 

The d e t a i l contained i n the n a r r a t i v e s i s not of nearly such 

s i g n i f i c a n c e as the outcome, which f o r many seemed t o pose a 

t h r e a t t o personal s e c u r i t y , t h a t i s , the c o n t i n u a t i o n of d a i l y 

l i f e i n I t s r e l a t i v e l y safe, f a m i l i a r p a t t e r n , or being forced t o 

adapt t o changing circumstances. I n the case of the adu l t 

informants, examples include the b i r t h of a new baby, or fears 

the husband or partner i s beginning t o f e e l trapped i n the 

r e l a t i o n s h i p (Cedarwood undated: 52; 61), w h i l s t the c h i l d 

informants described f a m i l y tensions (Andrea; K e l l y ) , or mi s t r u s t 

of f r i e n d s (James; John). The underlying psychology i s s i m i l a r 

i r r e s p e c t i v e of c h r o n o l o g i c a l age, although the a c t u a l d e t a i l i s 

d i f f e r e n t . 

The e f f o r t s of both a d u l t s and c h i l d r e n were d i r e c t e d 

towards e i t h e r maintaining the f a m i l i a r , reasonably secure 

circumstances of t h e i r d a i l y l i v e s against perceived t h r e a t s , 

whether posed i n the form of peers, neighbours, s i b l i n g s , i l l n e s s 

or parents. 
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Further research among neighbourhoods representative of 

various s o c i a l and c u l t u r a l communities i s another area of 

research which could enable new understandings emerge of the 

apparent urge of many t o r e t a i n the f a m i l i a r i n preference t o 

f a c i n g the unknown. 

On t h i s basis, no evidence was found i n the data t o support 

the view of Rousseau (1979 e d i t i o n : 90) t h a t the types of 

concerns of childhood, the a b i l i t y of the c h i l d r e n t o reason 

concerning them, or the way i n which they were expressed, were 

s i g n i f i c a n t l y d i f f e r e n t from those of adults. A d d i t i o n a l l y , 

support was not found e i t h e r f o r the statement from Plowden 

concerning eleven year o l d c h i l d r e n ' s ' f a i r l y crude and concrete 

sense of j u s t i c e ' (1967: 25), which was based on Plagetian 

psychology (Plowden 1967: 20). Conversely, some of the 

c h i l d r e n ' s comments and apparent re a c t i o n s t o parental 

q u a r r e l l i n g , f o r example, showed even a t the young age of ten 

years they had, i n several instances, the capacity t o t h i n k more 

c l e a r l y and l o g i c a l l y than d i d the adults. 

O v e r a l l , the experiences undergone by the c h i l d r e n were both 

r i c h and va r i e d , p o s i t i v e and negative, r e f l e c t i n g concern f o r 

t h e i r personal f u t u r e and t h a t of t h e i r f a m i l i e s . The d r i v i n g 

f o r c e f o r t h e i r e f f o r t s t o r e t a i n the s e c u r i t y which they 

perceived i n t h e i r l i v e s provided a focus f o r e f f o r t and concern. 

L i f e was thereby given meaning, but whether r e f l e c t i o n concerning 
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the possible truth of t h i s neaning was l i k e l y t o develop i s 

impossible t o assess. C e r t a i n l y t h i s i s an area I n which 

Religious Education could be a major c o n t r i b u t o r . 

The data a n a l y s i s and i n t e r p r e t a t i o n p o i n t s t o two 

s i g n i f i c a n t f i n d i n g s : 

1. The experiences of the informants (a d u l t and c h i l d ) d i f f e r e d 

i n content, r a t h e r than v a r i e t y . Most of the experiences 

described were c l o s e l y connected t o a n x i e t i e s about t h e i r basic 

s e c u r i t y . 

2. l o evidence was found t o support t h e o r i e s of Rousseau (1979 

e d i t i o n ) or of Piaget (1959 e d i t i o n ) , mirrored by Plowden (1967: 

25) t h a t l i f e f o r the c h i l d d i f f e r e d s i g n i f i c a n t l y from t h a t of 

the a d u l t . Rather, the content of the experiences undergone 

i n d i c a t e d t h a t those s i g n i f i c a n t f o r childhood developed i n t o 

corresponding equivalents f o r a d u l t s ; f o r example, r e l a t i o n s h i p 

dilemmas predominated, but whereas i n childhood these were 

focused on f r i e n d s h i p s and the s u r v i v a l of the f a m i l y , i n 

adulthood the focus was more concerned w i t h the d e t a i l of 

r e l a t i o n s h i p s w i t h i n the f a m i l y u n i t : the s i g n i f i c a n c e of 

f r i e n d s h i p s and peer r e l a t i o n s h i p s diminished i n importance. 

Nevertheless the s u r v i v a l of the f a m i l y u n i t was important t o 

a l l , a d u l t or c h i l d . However, the o v e r a l l value concerned the 

need f o r s e c u r i t y , and t h i s was dominant i n both childhood and 

adulthood. 
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4. 08 Summary. 

In t h i s chapter the experiences of the informants, 

recorded I n w i ^ i t i n g as examples of s i g n i f i c a n t l i f e events, were 

analysed and i n t e r p r e t e d according t o t o p i c . I t was found t h a t . 

I n c o n t r a s t t o the assertions of Rousseau (1979 e d i t i o n ) and 

Plaget (1959), echoed by Plowden (1967: 25), the v a r i e t i e s of 

experiences undergone by the two groups of informants d i d not 

d i f f e r s i g n i f i c a n t l y I n v a r i e t y . However, the a c t u a l d e t a i l of 

the content of the events recorded d i f f e r e d between the two 

groups. This basic d i f f e r e n c e i s r e f l e c t i v e of the respon­

s i b i l i t y placed on a d u l t s concerning p r o v i s i o n of s e c u r i t y f o r 

both t h e i r c h i l d r e n and themselves. 

The f o l l o w i n g chapter of the t h e s i s concerns an assessment 

of data i n order t o i d e n t i f y any evidence of the use of metaphor 

i n the s t r u c t u r i n g of thought and concepts and i t s expression i n 

w r i t i n g . 
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CHAPTER FIVE 

DATA PRESENTATION: IMFORMAITS' USE OF CONVENTIONAL METAPHOR 
IN EVERYDAY LANGUAGE CONTEXTS. 

5.00 I n t r o A u g t j L n f t . 
The previous chapter, by analysing and i n t e r p r e t i n g data, 

argued t h a t t h e o r i e s of Rousseau (1979 e d i t i o n ) and Piaget (1959 

e d i t i o n ) were misleading I n t h e i r suggestions t h a t the nature of 

childhood thought d i f f e r e d s i g n i f i c a n t l y from t h a t of adulthood. 

The purpose of t h i s chapter I s t o a s c e r t a i n the extent t o 

which the informants used conventional metaphors i n t h e i r w r i t t e n 

d e s c r i p t i o n s of s i g n i f i c a n t l i f e events. The f u n c t i o n of the 

metaphors used i s considered, p a r t i c u l a r l y e f f e c t s they could 

have i n shaping and i n f l u e n c i n g opinions and the development of 

values. 

5.01 The P a t a C o l l e c t i o n 
The nature of the data c o l l e c t i o n (Appendices A, B and 

Cedarwood Undated) has been described i n an e a r l i e r chapter 

(1.02). For the purposes of t h i s chapter these w r i t i n g s were 

analysed according t o the f o l l o w i n g c r i t e r i a : 

1. To a s c e r t a i n the extent t o which the Informants used conven­

t i o n a l metaphor (as defined i n 3.06) i n t h e i r e x p o s i t i o n ; 

2. t o examine the f u n c t i o n of metaphor i n the s t r u c t u r i n g of 

experiences; 

3. t o analyse the possible i n f l u e n c e s of the metaphors on the 

way i n which people conceptualize and develop values (3.05). 

5.02 Data Analysis; Informants' Use of Conventional Metaphor 
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a) Introduction, I n chapter three (3.06) t h e o r i e s concerning 

the way conventional metaphor i s used i n everyday expression were 

presented and analysed, using data c o l l e c t e d from newspapers and 

dialogue recorded d u r i n g an Inter-Departmental meeting. I t was 

shown t h a t metaphor i s by no means confined t o poetic, l i t e r a r y 

expression, but r a t h e r pervades everyday uses of language. 

I n t h i s s e c t i o n , the data provided i n Appendices A and B, 

together w i t h published m a t e r i a l (Cedarwood undated) I s analysed. 

The conventional metaphors i d e n t i f i e d are c l a s s i f i e d and 

presented f o r a n a l y s i s w i t h i n the appropriate conceptual 

metaphors. 

Language can be perceived as representing e f f o r t s t o 

communicate perceptions of p a t t e r n s and r e l a t i o n s h i p s ( t h a t i s , 

thought networks) i n various l e v e l s , from the profound t o the 

mundane. Since ideas do not come t o anyone j u s t 'from the a i r ' , 

some degree of thought must u n d e r l i e a l l expression. Extending 

d e f i n i t i o n s of metaphor t o encompass conventional, standard 

speech acts i s a method f o r both p e n e t r a t i n g l a y e r s o f language 

use i n order t o assess both the phenomena or experience against 

which concepts develop, and a l s o the possible l a y e r s of thought 

which u n d e r l i e them. 

As o u t l i n e d e a r l i e r , novel metaphors (which category 

comprises a huge v a r i e t y of metaphors which vary considerably i n 

p r o f o u n d i t y ) probably r e f l e c t p a r t i c u l a r l y authentic thought, 

w h i l s t the conventional metaphors analysed i n t h i s chapter are 
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examples of the l e a s t profound. Nevertheless t h e i r existence i n 

everyday speech r e f l e c t s the complex nature of both thought and 

language c o n s t r u c t i o n . This has In d i c a t e d an important base from 

which both could be developed, moving towards a developing 

a b i l i t y t o use novel metaphor which i s dependent on r e f l e c t i o n , 

Imaginative, c r e a t i v e i n s i g h t and i n c r e a s i n g l y profound 

perceptions of r e l a t i o n s h i p s (Lakoff and Johnson 1980: 13; 

Cameron 1991; 1996). 

b) Orientational Concepts. The conceptual metaphor most 

prevalent was of an o r i e n t a t i o n a l focus ( s p a c i a l i z a t l o n ) (Lakoff 

and Johnson 1980: 14/24). Throughout d a l l y l i f e , from an e a r l y 

age, human beings experience space: as babies they are l i f t e d up 

and l a i d down. Up q u i c k l y becomes associated w i t h more: f o r 

example, a young c h i l d q u i c k l y learns t o believe t h a t a high p i l e 

of something (say sweets) probably contains more than would a low 

p i l e ; a high p i l e of t e n pence pieces obviously i s worth more 

than a low p i l e of s i m i l a r coins. 

In conventional metaphors, these experiences provide 

concepts which are t r a n s f e r r e d t o a d i f f e r e n t focus i n order t o 

formulate a method of s t r u c t u r i n g understanding. I t i s t h i s 

process of t r a n s f e r which g r a d u a l l y b u i l d s up conceptual 

networks. Thus: 

» My mam comes t o pick me up (accompany the c h i l d - Brian) 

Just as a baby i s l i f t e d up by an a d u l t , the c o l l e c t i o n of an 

i n d i v i d u a l by someone else i s expressed as a 'pick up*. 
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This e a r l y concept e a s i l y acquires d i f f e r e n t connotations: 

up becomes associated w i t h knowing more ( c h i l d r e n go up i n t o a 

'higher' c l a s s each September) w h i l s t younger c h i l d r e n ( w i t h less 

experience) are i n lower classes because they are assumed t o know 

Jess. I t i s a small c r e a t i v e step from here t o begin t o 

associate up w i t h greater experience, and down w i t h less. Hence, 

t o v i s i t one's mother i s conceptualized as going up w h i l s t she i s 

s a i d t o cojue down t o see her daughter or son: 

« My mam came down t o see i f I was a l l r i g h t (C^darwood undated: 

54). 

To leave the f a m i l y home t o venture i n t o the world outside 

(perhaps envisaged as being f u l l of danger, excitement and 

mystery) i s conceptualized as being down: 

* ... w a i t i n g f o r the t a x i s t o take you down t o the "Clarendon" 

(Cedarwood undated: 12). 

« I went down f o r Lee (James) 

« When I am walking down the s t r e e t (Sean) 

« I went down t o the o f f i c e (Cedarwood undated: 62) 

A v i l l a g e near t o the housing estate was b u i l t on the other side 

of the r a i l w a y l i n e . Thus the o r i e n t a t i o n changed conceptually: 

» You've got t o go over t o Percy Main (Cedarwood undated: 45). 

This can be t r a n s l a t e d as i n d i c a t i n g Percy Main i s 'across' the 

r a i l w a y l i n e : t h e r e f o r e one 'goes over' t o the v i l l a g e , r a t h e r 

than 'up' or 'down' t o i t . 
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For those people who had experience of l i v i n g south of the River 

Tyne, l i v i n g n o r t h of t h i s boundary was conceptualized as being 

'up' : 

« My dad had. t o move h i s j o b up here t o Forth Shields (Cedarwood 

undated: 26) 

* He brought me back up here t o l i v e (C^darwood undated: 26) 

Thus, movement n o r t h I s conceptualized as 'up', w h i l s t presumably 

south would be 'down'. This o r i e n t a t i o n I s suggested on maps, 

where n o r t h i s I n d i c a t e d s p a t i a l l y upwards, south downwards and 

east and west 'across'. 

O r l e n t a t l o n a l metaphors were used ext e n s i v e l y t o describe 

mood and ejootlon. Feelings of bad-temper, moodiness and 

f r u s t r a t i o n were conceptualized as being down, no doubt because 

of up being associated w i t h p o s i t i v e phenoiena, such as more, 

great e r or b e t t e r experience, w h i l s t down holds negative 

connotations: savings going down I n d i c a t e s less money, w h i l s t 

'low q u a l i t y ' i n d i c a t e s i n f e r i o r i t y . Applied t o emotional 

concerns, the f o l l o w i n g examples were i d e n t i f i e d : 

* My dad has h i s ups and downs. They blow over soon (Jennie) 
* When I get down I say t o myself ' i t s t h i s house, or i t s the 

k i d s or my husband ((^darwood undated: 52) 

« Things don't seem t o be p i c k i n g up (Cedarwood undated: 64) 

« I'm r i g h t down i n the dumps (Cedarwood undated: 52) 

« I t can make the k i d s f e e l s i c k and down (Cedarwood undated: 
61) 
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The use of the phrase 'beat me up' was frequent I n 

d e s c r i p t i o n s of ph y s i c a l violence: 

« I f e e l adserable when I am g e t t i n g beaten up o f f my brother 

(Paul) 

« I was worri e d I would get beaten up o f f some b u l l i e s (Mark) 

» He began beatingup (.Cedarvood undated: 53) 

* My dad always used t o h i t and beat lay mjtber up (Cedarwood 

undated: 57) 

In these examples, the word up r e f l e c t s a d i f f e r e n t conceptual 

base. Just as up I n d i c a t e s 'more', 'more', can be i d e n t i f i e d w i t h 

'a l o t ' . Therefore, t o be 'beaten up' means t o be 'beaten a 

l o t ' , t h a t I s , t o be badly beaten. 

On two occasions the word 'round' was used metaphorically, but 

w i t h two d i s t i n c t meanings: 

« My head is spinning round and round (Paul) 

* She asked me t o c a l l round (Cedarwood undated: 11) 

I n the f i r s t case, the conventional metaphor i s used s l i g h t l y 

more c r e a t i v e l y than I n the second w i t h the r e s u l t t h a t i t s 

meaning i s not e x p l i c i t : the reader i s urged t o i n t e r p r e t . I n 

the second case, t o go 'round' simply means t o ' v i s i t ' , and the 

metaphor has a s i m i l a r meaning t o go 'down' or 'across'. 

These conventional metaphors are connected w i t h , and 

developed from, experiences of physical o r i e n t a t i o n . They become 

endowed w i t h other, s l i g h t l y d i f f e r e n t meanings so t h a t the 

concept can be extended t o a d i f f e r e n t subject and thereby 
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brought i n t o the conceptual, metaphorlc framework of 

understanding. 

c) Cbntalner Concepts. 

Conceptual metaphors which perceive the person, or family 

unit, as a container were used frequently, p a r t i c u l a r l y by the 

adult informants. Examples of the former Include: 

» I feel I am burning up Inside jne (Paul) 

» Inside ay wind I f e l t l i k e h i t t i n g the boy (John) 

» I t (the music) reached inside people (Cedarwood undated: 9) 

» I had had enough of life packed with people (Cedarwood 

undated: 22) 

« I Just l e t i t build up inside me (Cedarwood undated: 52) 

For the adults, domestic t i e s were sometimes seen as a 

curtailment of personal l i b e r t y : 

« I was t i e d to the house (Cedarwood undated: . 52) 

» I'm not stuck in the house a l l the time (Cedarwood undated: 
61) 

« He wanted his freedom and nothing was going to stand in 
his.way (Cedarwood 1990: 53) 

This i s why the domestic s i t u a t i o n was perceived i n terms of a 

container, even a trap or prison. 

The end of a relationship was perceived i n terms of a family 

member being 'thrown out' of the home. In these examples, the 

'home' i s perceived i n terse of, for example, a k e t t l e which i s 

emptied of i t s unwanted contents: 

* Or else throw the man out (Cedarwood undated: 61) 

* I've never had contact with my mam or-dad since they threw ae 
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out of the bouse (Cedarwood undated: 26) 

On occasions conceptual metaphors s i g n i f i e d that the housing 

estate was an e n t i t y i n i t s e l f , d i s t i n c t from the 'outside' and 

hosti l e world: 

« That's when the TV and Press came to poke their noses la 
(Cedarwood undated: 46) 

* You've got to go across to Percy Main (see above, and 
Cedarwood undated: 45> 

With container metaphors, physical experiences of containers 

are transferred to l i f e i t s e l f : the concept undergoes development 

i n order to accommodate experiences such as powerful emotion 

(which are perceived as being 'inside'); dispelling of family 

members for one reason or another (being 'thrown out'). The 

function of the metaphors seems to be i n finding expressions 

which are appropriate to certain circumstances, adapting s l i g h t l y 

the concept involved and applying i t to the new idea. The new 

idea then becomes assimilated within existing conceptual 

networks. These expressions are passed from one generation to 

another, building up, i n a l l probability, forms of expression 

which possess regional characteristics. Cultural t r a d i t i o n s 

according to which the expressions have developed are so embedded 

within the communities concerned that the metaphorical nature of 

the expressions do not require conscious interpretation, but 

nevertheless t h e i r metaphorical nature I s clear, 

d) Journey Metaphors. 

The concept of l i f e as a Journey i s well known and easily 

applied t o l i f e ' s events because everyone i s familiar with 
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journeys, whether they consist of foreign tr a v e l , v i s i t s to 

friends or family, stories of Journeys from l i t e r a t u r e , or simple 

Journeys to the local shopping centre or school. Life as a 

Journey i s a conceptual notion. Each Journey has a s t a r t i n g 

point, whether the home, school or workplace, with events taking 

place on the Journey I t s e l f which involve one i n decision making. 

The destination may be planned or i t may possess only dim r e a l i t y 

far i n the future. Whatever the case, the concept i t s e l f 

provides a conceptual framework within conventional language use. 

The following are examples: 

» He wanted his freedom and nothing would stand i n his way 

(Cedarwood undated: 53) 

The husband of the informant, according to her perception, saw 

his domestic r e s p o n s i b i l i t i e s as barriers to his 'journey of 

l i f e ' , that i s , 'his way' and freedom to pursue i t . She 

continued by describing how he allocated a l l r e sponsibilities, 

f o r debt payments, child-rearing and housing concerns to her i n 

order that he could proceed unimpeded on his 'way'. 

In a similar manner, another informant described how her 

grandmother's death was a personal release for her; 

« I gained my freedom with her death (Cedarwood undated: 22) 

Earlier, the informant bad described how,, from an early age, she 

had been given the r e s p o n s i b i l i t i e s associated with carlngv^pr 

her grandmother who suffered from^^ancer, and ^ s housebound. 

These responsibillties^^meant^ that: 
* I did |io$ have the care-free freedom most teenagers enjoy 
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(Cedarwood undated: 22) 
The grandmother's death meant freedom was obtained from: 

* the monotonous round of work and nursing (Cedarwood undated: 
22) 

Instead of the cir c u l a r , everyday routines associated with her 

t i e s , death opened up 'the road ahead' for the granddaughter. 

The b i r t h of an i l l e g i t i m a t e baby into the household (the 

mother was a f i f t e e n year old) was found to be a much more 

positive event than the informant had feared. She perceived the 

b i r t h as an ' a r r i v a l ' , the beginning of a new Journey: 
« My mam bought everything f o r the baby, and when she arrived 

a bouncing baby g i r l , the whole family was over the moon 
(Cedarwood undated: 23). 

Emotionally, the family was given a boost: they were 'over the 

moon* and evidently the kinship t i e s were strengthened, since 

e a r l i e r i n the account the informant described how she had 

anticipated trouble on account of her pregnancy. 

Disease was conceptualized as an unwelcome v i s i t o r : the wish 

was that I t would go on a Journey, and thus 'go away*: 

» I t worries me because i t might not go away (Brian) 

The hot temper of one father was described i n terms of length: 

• My father has a very short temper (Karl) 

Here, tempers are conceptualised i n terras of Journeys, short and 

long. 

The following statement i s similar, i n that a Journey helps 

the informant conceptualise her relationship with her husband: 

* My husband and I were walking the fine line between 
nervous exhaustion and nervous breakdown (Cedarwood undated: 
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22) 

The Journey - that i s , the relationship - I s equated with a walk 

along a tight-rope, fraught with iiranlnent danger. 

In a l l of these examples, experience and understanding of 

Journeys allows other experiences t o be drawn into the 

conceptual, metaphorlc network, but for t h i s to be done, s l i g h t 

modifications are made to the connotations normally applied to 

the s i t u a t i o n , 

e) \lar Xetaphors. 

The concept of war being a state where one has enemies who 

w i l l thwart one's ambitions at any opportunity, with the result 

that one must always be either prepared to attack or defend 

personal Interests, i s one which can be found t o structure and 

inform understanding of l i f e ' s events: 

« I f e l t everyone was against, me (John) 

t i f someone was picking on my family . . . (Jennie) 

« he would stick up for her (Jennie) 

* dads shouldn't pick an their children (Craig) 

In a l l of these examples, the children perceived t h e i r family as. 

Ideally, a unit which provided security against the h o s t i l i t y of 

the outside world. The Isol a t i o n f e l t by John was caused by not 

having someone to play with, leading to the feeling that he was 

i n opposition t o others. Jennie and Craig commented on what they 

considered to be a form of victimisation. For them, t h i s was 

visualised as 'picking': Just as t h i s word indicates precision i n 

the i d e n t i f i c a t i o n of something t o be tackled, for example the 
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removal of a thorn from a finger, i n a similar way they f e l t 

people were i d e n t i f i e d and attacked i n various ways. To 'stick 

up' f o r someone involved support resembling voting, where one 

'stuck up' one's hand i n order to register the vote. Jennie used 

t h i s concept to accommodate her understanding of loyalty. 

Vhen w r i t i n g about the l i f e of the community on her part­

ic u l a r housing estate, an adult Informant conceptualized e f f o r t s 

to win satisfactory maintenance as war: 

» I f they want something done they've to put up a fight them­
selves (Cedarwood undated: 45). 

Another adult described, i n a double metaphor, how she f e l t when 

her husband shouted at her 'once too often': 

* A switch deep Inside me was flicked on to rebellion (Cedarwood 

undated: 22). 

In a l l of these examples, attempts to reta i n order i n an 

otherwise chaotic existence, both physically and emotionally, was 

conceptualized i n terms of war. The 'Argument i s War' metaphor 

provides an example of a conceptual metaphor which i s inherently 

dangerous. This i s because i t has the power to influence and 

form attit u d e s to l i f e generally which are pot e n t i a l l y 

destructive rather than positive, a point which i s developed 

l a t e r i n t h i s chapter (page 165). 

f ) Other Conventional Metaphors Identified. 

Among other conceptual metaphors used by the Informants are 

the following. Gambling involves r i s k i n g losing one's money i n 
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the hope of gaining more: t h i s concept was transferred to 

emotional support provided by parents: 

« He (his father) has backed me up 100% (Tom) 

« She t o l d me aZie would be behind me (.Cedarviood undated: 23) 

In the l a t t e r example, being 'behind' refers to the money 

usually placed on horses: In t h i s case, the concept i s modified 

s l i g h t l y to associate the idea of 'backing' with 'support*. 

The building industry provides conceptual metaphors which 

allow emotional turmoil t o f i n d structure and a means of 

expression: 

» Since I've broken up with my boyfriend (Cedarwood undated: 14) 

Just as building i s normally associated with creation, the 

opposite of destruction, the f a i l u r e of a relationship i s 

perceived as demolition. 

5.03 Data Interpretatipp; The FMBction of CQnyentlpaal Metaphor 

a) Jntrodi/ction, In the l i g h t of the above data analysis, 

support could not be found for Lakoff's assertion that the 

addition of a conventional metaphor to a statement did not add to 

i t s perceived meaning (1980: 170). Rather, classifying conven­

t i o n a l metaphors within conceptual relationships indicates that 

t h e i r creation has the propensity to add considerably to the way 

i n which people view t h e i r l i v e s and develop values. 

Furthermore, use of conventional metaphor within conceptual 

systens constitutes very early uses of language (Itarschak and 

Kail 1985: 54). 
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b) Conventional Metaphor Within Everyday Language. 

The above data analysis indicates that everyday, conven­

t i o n a l language comprises, to a sig n i f i c a n t extent, conventional 

metaphors which can be c l a s s i f i e d conceptually. These conceptual 

networks consist of understandings and insights which have become 

unified through the association of ideas. The basic Ideas 

develop from experiences of several types, for example physical 

experiences of space, time or t r a v e l , or more abstract phenomena 

such as warfare. 

Subtle modifications are made to i n i t i a l concepts, such as 

perceptions of 'up' and 'down', allowing new experiences to be 

conceptualized and integrated within the conceptual network. In 

t h i s example, 'up' can be understood as more, a l o t , better and 

even happier. 

As stated by Lakoff, metaphor i s primarily composed of 

thought: metaphor i n language i s secondary (1993: 208). This i s 

because of the r e f l e c t i o n which underlies the perception of 

relationships between experiences. Words themselves are 

creatively redefined and endowed with new meanings. 

I t i s for t h i s reason that the 'conduit metaphor' can be 

misleading (Sosklce 1989: 6; Reddy 1993: 165/201). An example of 

the use of the conduit metaphor comes from a BBC Ifews Broadcast, 

1.00 pm on 15th A p r i l , 1996. When reporting on latest develop-
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ments i n the Israeli/Lebanese Var, i t was stated "the message i s 

certa i n l y getting across", i n the context of bombings by I s r a e l i 

troops apparently e f f e c t i v e l y disrupting Lebanese society. 

However, what was the message conveyed by the bombings? The 

dangers inherent i n t h i s use of the conduit metaphor include 

reinforcing s i m p l i s t i c ideas that a straight-forward message 

actually existed which could be "got across" by violence. Super­

f i c i a l thinking about extremely complex international Issues i s 

thereby encouraged, with an additional inherent danger which was 

described by Reddy as follovra: 

This model of communication o b j e c t i f i e s meaning i n a 
misleading and dehumanizing fashion ... I t Influences us 
to t a l k and think about thoughts as i f they had the same 
kind of external, intersubjectlve r e a l i t y as lamps and 
tables. (1993: 186). 

As he continues, the conduit metaphor i s p a r t i c u l a r l y dangerous 

i n that i t : 

neglects the crucial human a b i l i t y to reconstruct thought 
patterns on the basis of signals (Reddy 1996: 18). 

I f samples of viewers were to be Interviewed and asked what 

they considered the message of the I s r a e l i bombings to be, 

assumptions encouraged by the conduit loetaphor - that there was a 

single 'message' which violence communicated - could be revealed 

as misleading and po t e n t i a l l y dangerous. 

Rather than words being perceived as 'containers', the 

carr i e r s of meanings which can be transferred from one person to 

another d i r e c t l y , each recipient becomes actively involved i n the 
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process of interpretation. This i s because, as creative beings, 

people w i l l always relate new s t i m u l i to existing experiences and 

networks, and so reinterpret. 

The data analysis indicates that conventional metaphors form 

a considerable portion of everyday language and that children are 

introduced to i t s use from an early age. These conventional, 

conceptual network systems are so embedded i n the culture of 

communities that, s u p e r f i c i a l l y , t h e i r metaphoric nature can 

easily pass unnoticed. Children i n h e r i t everyday phrases and 

expressions which rapidly become an essential part of t h e i r 

thought process and vocabulary. 

The data analysis did not provide any support for theories 

of Piaget (1959 edition) that children of ten years of age 

d i f f e r e d s i g n i f i c a n t l y from adults i n t h e i r a b i l i t y t o Interpret 

symbolic language. Conversely, evidence suggested that t h e i r use 

of conventional metaphor In w r i t i n g was similar to that of 

adults, r e f l e c t i v e of c u l t u r a l t r a d i t i o n s within the community. 

Further research, which analysed conventional metaphor use i n 

speech, as against writing, could well reveal conventional usage 

to be more prevalent i n the former since young children 

especially, when struggling to apply language i n a written form, 

are often unable to write as f l u e n t l y as they speak. 

In addition, the way i n which the thought processes worked 

for the children did not suggest differences from that of adults. 

What was s t r i k i n g were the s i m i l a r i t i e s . Evidence was not 
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forthcoming, therefore, t o support assertions by Rousseau, such 

as: 

Childhood has i t s ways of seeing, thinking and feeling 
which are proper to i t . Nothing i s less sensible than 
to want to substitute ours for theirs. 

(1979 edition: 90). 

Vhat could be interpreted as incapacity f o r dealing with 

abstract ideas could, i n a l l . l i k e l i h o o d , r e f l e c t limited 

experience. Therefore, any system of education would be well 

advised to i d e n t i f y and build upon existing conceptual networks 

i n order to develop pupils' potential for engaging i n imaginative 

thought and speech in. ways which develop creative r e f l e c t i o n , 

c) The Significance of Conventional Metaphor for Reflection. 

Conventional metaphor, l i k e novel metaphor, allows i t s user 

to understand r e l a t i v e l y abstract, or unfamiliar, subject matter 

i n terais of established metaphorical concepts. This a c t i v i t y 

Involves the extension of the existing concepts by subtle adjust­

ments being made to key words and phrases. The effect of t h i s i s 

to construct networks for thinking which are both subtle and 

creative, Informative and lo g i c a l . 

This conceptual system, rather than comprising 'dead' 

metaphors (e.g. as discussed i n Cooper 1986: 118/139), i s very 

much alive, providing thought structures which enable the thinker 

to both conceptualize and express conceptual insights i n 

language. Moreover the networks are, on account of t h e i r 
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creative construction, f l u i d and provisional with regard to any 

knowledge which i s assimilated and endowed with meaning. 

Nevertheless, conventional metaphorical language has several 

l i m i t a t i o n s , consideration of which are important f o r education 

especially. 

d) Limitations of the Conventional Metaphoric System. 

1) Whilst conventional metaphoric concepts allow people to 

understand new phenomena by re l a t i n g i t to those more familiar, 

r e s t r i c t i o n of conceptualization within too few networks could 

lead to lim i t e d vision and distorted perceptions of r e a l i t y . 

This i s p a r t i c u l a r l y dangerous i n the l i g h t of the theories of 

Reddy (1993) concerning the conduit metaphor working i n human 

thought and understanding, where meanings of words are perceived 

to be l i t e r a l and constant, rather than p a r t i a l and creative. 

The o r i g i n of the problem l i e s i n the development of ea r l i e r 

l i t e r a l / f i g u r a t i v e d i s t i n c t i o n s of language use by p o s i t i v i s t s 

(pages 95/102). 

An example can be provided by considering the Var conceptual 

metaphor (pages 158/159). The particular focus of t h i s metaphor 

i s to perceive others as a threat to one's own security and 

contentment, which could lead to p a r t i c u l a r l y unnecessarily 

aggressive behaviour and perceptions of l i f e generally. 

Examples of the 'War' conceptual metaphor abound. In The 

Times (15th A p r i l , 1996) competition between supermarkets was 

described In the language of war: 
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Tesco i s reducing the cost of baked, beans to 3p a t i n 
from today i n the la t e s t round of the supermarket 
price-cutting war. 

Elsewhere i n the same newspaper, p o l i t i c a l matters were 

reported within the same conceptual structure: 

While new Labour was trumpeting an overwhelming 
victory i n Tamworth ... 

There are at least two points which endow metaphor with 

enormous powers f o r influencing thought and attitudes: 

1) t h e i r frequency of presentation; 

2) t h e i r apparent appropriateness. 

How far the conceptual metaphor of war happens to be 

appropriate f o r either trade or p o l i t i c s i s very much open to 

debate, but there i s l i t t l e doubt that i t s use contributes 

powerfully to the development of attitudes toward both. 

The more appropriate the application of any particular 

metaphor seems to be, the more often i t w i l l be used i n 

expression, and therefore both of the above two points reinforce 

each other. I t i s f o r t h i s reason that the question as to 

whether, i n fact, certain conceptual metaphors are appropriate 

needs to be regularly asked. To help balance the inadequacy of 

any single one, many metaphors are necessary to correct and 

modify concepts and insights which evade direct description 

(Vatson 1987: 219). 

11) As discussed, conventional metaphor constitutes a 

considerable portion of everyday speech and language. However, 
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much of i t s imagery has become so obvious that i t s metaphorical 

nature has. become dilu t e d and accepted within everyday language 

conventions. The resul t has been for these extreii»ly subtle, 

creative networks to lose t h e i r powers to stimulate conscious 

interpretation since t h i s i s done automatically, at a 

subconscious level. 

In addition, perhaps because of t h i s gradual absorption of 

conventional metaphors within everyday language, t h e i r users have 

become unable to evaluate the various meanings which the 

metaphors create. The conduit metaphor (Reddy 1993) unhelpfully 

suggests that the metaphors actually convey 'facts'. 

The a c t i v i t i e s described i n the following chapter were 

designed In order to obtain data which would help assessment of 

the informants' a b i l i t y to work with novel metaphor which, as 

described by Lakoff i s 'an extension of our everyday, 

conventional system of metaphorical thought' (1993: 246) and 

possessed with powers of extending understanding.to greater 

depths of insight.. 

5.04 iSuillMry. 

The data analysis provided evidence that the informants' use 

of everyday language supported current theories that conventional 

metaphors occupy a large part of not only language use but also 

the thought networks which underlie i t (Lakoff and Johnson 1980; 

Lakoff 1993). Conventional metaphors constitute an important 

component of conceptual systems which allow-new ideas and 
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experiences to become conceptualized i n terms of the more 

familiar. Nevertheless, on account of the i n a b i l i t y of any one 

conceptual metaphor to communicate insights adequately, others 

are necessary to provide balances and checks to interpretations. 

As a res u l t of the data interpretation, support was not 

found f o r either Rousseau (1979 edition) or of Piaget (1959 

e d i t i o n ) , where i t was asserted that childhood thought, and the 

a b i l i t y t o engage with symbolic language, differed s i g n i f i c a n t l y 

from that of adults. 

The l i m i t a t i o n s of conventional uses of language were 

mentioned at the end of the chapter. These included dangers 

associated with the conduit metaphor leading to assumptions 

encouraging i n f l e x i b l e perceptions of r e a l i t y . 

The following chapter provides data analysis concerning the 

c h i l d informants' a b i l i t y t o learn to both interpret novel 

metaphors of others and to create t h e i r own. 
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CHAPTER SIX 
DATA PRESEHTATIOlf: THE CAPACITY OF CHILD IHFORMAHTS 

TO UHDERSTAND NOVEL KETAPHOR 

6.00 Introduction. 

The previous chapter did not f i n d support for theories 

such as those found i n the writings of Rousseau and Piaget, 

that: 
a) the content of childhood experiences was s i g n i f i c a n t l y 

d i f f e r e n t from that of adults; 

b) that children's reflections and use of language was 
confined within concrete parameters. 

Conversely, i t was found that: 

c) the differences i n experiences concerned content rather 
than variety; further, that the way in which descriptions 
of experiences were structured were similar, r e f l e c t i n g 
basic needs connected with security; 

d) conventional metaphor comprised a sig n i f i c a n t element of 
the language used i n written accounts of significant l i f e 
events by both adult and c h i l d Informants. 

This chapter develops the investigation by analysing the 

function of novel metaphor i n helping deepen perception and 

thought. By in t e r p r e t i n g data collected from the c h i l d 

informants an assessment Is made of t h e i r capacity for 

extending t h e i r use of conventional metaphor into the creation 

and interpretation of novel metaphor. 

6.01 gpyeJ, Metaphpr. Thnught and Language 

Lakoff made the point that u n t i l the late 1970s, 

discussion about metaphor referred to what i s now understood 

as novel metaphor because: 
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the huge system of conventlonal metaphor had 
barely been n o t i c e d (Lakoff 1993: 237). 

Hovel metaphor has been described as the beginning of 

o r i g i n a l thought: 

O r i g i n a l pieces of t h i n k i n g have, I suppose, 
nearly always been s t a r t e d on metaphor (Empson 1951: 

339 >. 

A s i m i l a r p o i n t i s made by Lakoff: 

Metaphor allows us t o understand a r e l a t i v e l y abstract 
or I n h e r e n t l y unstructured subject matter i n terms of 
a more concrete, or a t l e a s t more h i g h l y s t r u c t u r e d 
subject matter (1993: 245). 

The reason f o r t h i s has been given as f o l l o w s by Ricoeur: 

These models then have the h e u r i s t i c power of "redescr-
I b i n g " a r e a l i t y i n accessible t o d i r e c t d e s c r i p t i o n . 

(1991: 369). 

Hovel metaphor has been described as d i f f e r i n g from 

conventional metaphor only i n t h a t i t i s an extension of i t : 

Poetic ( i . e . novel) metaphor i s , f o r the most p a r t , an 
extension of our everyday, conventional system of met-
aphoric thought. (Lakoff 1993: 246). 

Hovel metaphor has the f o l l o w i n g e f f e c t : 

Ricoeur sees metaphor as an act of semantic 
pertinence, the c r e a t i o n of new meaning (Baynes, e t a l 
1991: 353).. 

Regarding i n t e r p r e t a t i o n , however, i t would seem t h a t 

context i s v i t a l , since novel metaphor comprises m u l t i p l e 

meanings, r a t h e r t h a n . l i t e r a l and f i g u r a t i v e ones (Bicoeur 

1991: 375). To use novel metaphor i s t o t h i n k c r e a t i v e l y and 

t o develop thought beyond the boundaries of conventional 

language i n ways which can i l l u m i n a t e past experience, d a i l y 
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a c t i v i t y and t o what we f e e l we know and believe (Lakoff and 

Johnson 1980: 139). 

Here are examples: 

• Quine's philosophy i s a large continent, w i t h Biount-
a l n ranges, deserts, and even a few Okefenokee Swamps. 

(Putnam 1991: 235). 

One immediately t r i e s t o equate t h i s philosophy w i t h the 

images provided: i t i s extensive and v a r i a b l e (a large 

c o n t i n e n t ) ; i t has p a r t s of p r o f o u n d i t y (mountain ranges) but 

i n places I t I s easy f o r the reader t o become trapped 

(swamps). The d e s c r i p t i o n i s powerful and e x c i t i n g , t a k i n g 

one f a r from conventional imagery. 

» Home i s where one s t a r t s from. 
( E l i o t 1987: 209) 

E l i o t sums up neatly, through novel metaphor, the 

conventional metaphoric s t r u c t u r e s of the w r i t i n g of the 

c h i l d r e n and ad u l t s : home provides the base from which a l l 

a c t i v i t i e s develop; i t i s a secure base, from where one 

receives sustenance, r e s t and s h e l t e r . L i f e Issues f o r t h from 

home on i t s journey. The metaphor ' l i f e i s a Journey' i s 

developed by b r i n g i n g together the 'journey' idea w i t h 'home', 

a symbol of s t a b i l i t y . Perceptions of both ' l i f e ' and 'home' 

are enhanced by t h e i r i n t e r p l a y as r e l a t i o n s h i p s are sought. 

• Before I s r a e l f i n a l l y reached the stage where she was 
able t o choose a k i n g who would be acceptable t o a l l 
the t r i b e s a t once, there were a number of experiments 
i n kingship. (Thompson 1982: 99). 
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Numerous metaphors are used i n the above passage: the 

I s r a e l i t e people are p e r s o n i f i e d as a woman moving towards 

m a t u r i t y which, when accomplished, would be able t o choose an 

acceptable king, Just as the nature woman i s able t o enter 

i n t o marriage on adulthood. 

* The n i g h t waxed o l d (Drayton 1973: 103). 

In the above l i n e , a t t e n t i o n i s a r r e s t e d because the 

usual metaphor of n i g h t as the end of a journey, or the 

t w i l i g h t of l i f e I t s e l f , i s depicted as a beginning: t h i s i s 

because the n i g h t was old : o l d age i s overtaken, according t o 

C h r i s t i a n c u l t u r e , by r e b i r t h . The reader f e e l s i n t r i g u e d t o 

discover what w i l l f o l l o w n i g h t , u s u a l l y envisaged as the end 

of a l l t h i n g s : time i s u s u a l l y thought t o have come t o an end. 

Lunar symbolism (by using the word 'waxed') i n d i c a t e s f u l l n e s s 

which w i l l be f o l l o w e d by de c l i n e (waning), possibly the small 

hours of the morning, or the beginning of a new day. 

How do the above metaphors c o n t r i b u t e towards s t i m u l a t i n g 

deeper r e f l e c t i o n about l i f e I t s e l f ? F i r s t l y , everyone i s 

f a m i l i a r w i t h journeying, or laoving from one t o place or 

another, a l b e i t confined t o t r a v e l between home and the 

housing estate's shopping centre. The metaphors b u i l d upon 

t h i s s t r u c t u r e by extending the concepts which they have 

created t o other f i e l d s : i n these examples home as a place 

from which l i f e sets o f f , I s r a e l as a s t a t e gradually becoming 

p o l i t i c a l l y mature and n i g h t as being the forerunner of a new 
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day, r a t h e r than an end of.a journey. Hovel metaphors are 

complex i n t h a t a f a m i l i a r concept i s used as a basis on which 

new concepts w i l l be formed and given s t r u c t u r e by the 

c r e a t i o n of new metaphors. 

As s t a t e d , the w r i t i n g of the informants was l a r g e l y 

based on conventional metaphor (pages 166/167). That c h i l d r e n 

d i d not use novel metaphors could be used t o c l a i m proof f o r 

the work of Goldman who stressed the ' l i t e r a l * nature of t h e i r 

thought p r i o r t o adolescence (1964: 76/80). However, as the 

a d u l t s d i d not do so e i t h e r , the question which arose 

concerned not so much t h e i r i n c a p a c i t y t o use novel metaphor 

as the lack of past o p p o r t u n i t i e s f o r s t i m u l a t i n g and enabling 

language use move beyond conventional parameters, the l a t t e r 

being adequate f o r ord i n a r y discourse but l i m i t i n g f o r deeper 

r e f l e c t i o n . 

However, the. question remained: had the c h i l d r e n the 

a b i l i t y t o i n t e r p r e t and create novel metaphors, and i f so, 

were the metaphors e f f e c t i v e . i n e n r i c h i n g t h e i r perceptions of 

l i f e ? 

6.02 Background t o the Data C o l l e c t i o n . 

A c e n t r a l aim when c o l l e c t i n g the data was t o gain 

evidence of c h i l d r e n ' s p o t e n t i a l , i n cont r a s t t o evidence of 

achievement (page 48). I n order t o e l i c i t the necessary data, 

i t was t h e r e f o r e decided t o conduct the research 
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according t o action research methodology (Cohen and Manion 

1994: 183). 

I t was shown e a r l i e r (page 80) t h a t Piagetian theory 

encouraged the r o l e of the teacher t o be perceived as one of 

l e a r n i n g f a c i l i t a t o r . This i s r e f l e c t i v e of Piagetian notions 

of pre-adolescent c h i l d r e n ' s progress through i n t e l l e c t u a l 

stages where they are deemed t o be unable t o respond t o d i r e c t 

teaching: hence the change i n the teacher's r o l e . 

My research, however, was d i r e c t e d t o i n v e s t i g a t i n g t h i s 

c l a i m by assessing c h i l d r e n ' s a b i l i t y t o respond t o d i r e c t 

teaching and also t o assess the extent t o which they were able 

t o extend and develop these newly acquired s k i l l s i n ways 

which were both c r e a t i v e and i l l u m i n a t i v e of i n s i g h t I n t o 

t h e i r understanding of personal concerns and i n t e r e s t s . 

6.03 Data Analysis: Children's R e f l e c t i o n s , as 

Expressed Througli flovel Jfetaphor. 

a) Theoretical Background 
I wished t o discover s p e c i f i c a l l y : 

a) the exte n t t o which the c h i l d r e n were able t o engage i n 
the use of novel metaphors. 

b) The exte n t t o which any use of novel metaphors c o n t r i b u t e d 
t o deepening r e f l e c t i o n . 

The f o l l o w i n g data c o l l e c t i o n r e s u l t e d from classroom 

work which began w i t h an i n v e s t i g a t i o n - of the Poverty Problem. 

The data are presented i n a way r e f l e c t i v e of the a c t i v e 

research method which i s appropriate f o r the primary school 
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teacher, and I s concerned not only w i t h the assessjnent of 

achievement but also w i t h r e f l e c t i o n on possible p o t e n t i a l , a 

requirement f o r the planning of f u t u r e lesson m a t e r i a l . 

I t i s not s u r p r i s i n g t h a t i n a c u l t u r e such as t h a t of 

the western world where money has become Indispensable, f o r 

many, as the means of a c q u i r i n g a cojnfortable l i f e s t y l e , 

poverty should hold f a s c i n a t i o n f o r people. This could be 

because i n extreme cases poverty acts as a warning of what 

could happen i f one became d e s t i t u t e and unable t o support 

oneself. I t I s also t r u e t h a t , no matter how a f f l u e n t s ociety 

becomes, there w i l l always be some who scarcely have the means 

t o s u bsist. I n a d d i t i o n , there are those who seem t o choose 

t o be poor, l i v i n g the l i f e of a vagrant. Thus, perceived 

values are i n c o n f l i c t w i t h those advocated by, f o r example, 

the media and p o l i t i c a l agencies f o r s o c i e t y generally. 

Vagrancy i s a subject which appeals t o the imagination of 

young c h i l d r e n e s p e c i a l l y , I n c o n f l i c t ,as. i t i s w i t h the 

values f r e q u e n t l y held, f o r example t h a t . a f f l u e n t l i v i n g 

r e f l e c t s a successful l i f e . I wished t o i n v e s t i g a t e , 

t h e r e f o r e , how the c h i l d r e n responded t o the challenge 

presented by vagrancy t o conceptual metaphors such as Money i s 

Success and a l s o t o the extent t o which they could both 

understand novel metaphors of others and construct t h e i r own. 

b) Tie I>ata CoJiection and Analysis. 

The i n v e s t i g a t i o n s commenced w i t h class discussion. 
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Many of the c h i l d r e n had seen people begging on the 

s t r e e t s when they had accompanied t h e i r parents shopping. 

They were eager t o describe the various instruments which they 

had seen them p l a y i n g , the p a r t i c u l a r s i t e s where the various 

beggars h a b i t u a l l y were t o be seen and the comments which they 

had heard them make t o passers-by. Some of the c h i l d r e n 

thought of beggars as f i g u r e s of fun: comments concerning 

t h e i r p h y s i c a l appearance and c l o t h i n g were commonplace and 

r e f l e c t i v e , perhaps, of the n o t i o n t h a t here were people who 

had f a i l e d t o succeed i n ensuring the q u a l i t y of l i f e had met 

even basic standards of r e s p e c t a b i l i t y . 

There was much confusion concerning the reasons f o r 

poverty, and they d o u b t l e s s l y r e f l e c t e d some of the a t t i t u d e s 

expressed by t h e i r parents and grandparents. Brian said, f o r 

example. 

People are poor because they spend a l l t h e i r , money on 
tabs and d r i n k s . They should save t h e i r money instead 
of wasting i t . 

Conversely, Lisa f e l t i t was: 

the government's f a u l t because they should keep the gas 
b i l l s down. 

That o l d people were poor was g e n e r a l l y agreed, although 

the c h i l d r e n were unable t o provide reasons t o support t h i s 

opinion. There was a general chorus of 'no' when i t was 
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suggested t h a t being a beggeur could have something good about 

i t , such as l i v i n g outside or not having t o worry about b i l l s . 

I f e l t r a t h e r concerned a t the a t t i t u d e so f r e q u e n t l y 

expressed t h a t i t was q u i t e acceptable t o view beggars seen i n 

the s t r e e t s as being l e g i t i m a t e t a r g e t s f o r r i d i c u l e . I n 

order t o deepen the c h i l d r e n ' s ideas about t h i s I Introduced 

t o them the poem 'Meg Merrilees' (Keats 1972 e d i t i o n : 406). 

Poetry I s a recognised medium .for sharpening perceptions of 

experience and developing s e n s i t i v i t y because i t seeks f o r 

meaning i n the experiences I t recreates and I l l u m i n a t e s (Hall 

1989: 12). I t i s f o r t h i s reason t h a t poetry i s an 

indispensable component of the curriculum, an i n s i g h t 

discussed elsewhere ( f o r example. H a l l 1989; Walter 1989). 

As w i t h any metaphor, those used i n t h i s poem hold t h e i r 

power by i n v o l v i n g the r e a d e r - a c t i v e l y i n i n t e r p r e t a t i o n . 

Nevertheless metaphor can only be successful i n conveying 

meaning i f the Imagery used has some f a m i l i a r i t y f o r the 

reader: i t i s the q u a l i t y of the Imagery which w i l l enable the 

c r e a t i v e c o n s t r u c t i o n of possible meaning t o take place. The 

next step - and. p u p i l s f r e q u e n t l y need encouragement t o take 

i t - i s t o a l l o w great examples from the world of l i t e r a t u r e 

t o s t i m u l a t e the imagination (as advocated, f o r example, by 

P r i e s t l e y 1992: 34). 

The e f f e c t of t h i s i s described by Ricoeur: 

These nmdels (novel metaphors) have the h e u r i s t i c power 
of " r e d e s c r i b i n g " a r e a l i t y inaccessible t o d i r e c t 
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d e s c r i p t i o n (Ricoeur 1991: 369). 

When teaching Meg Merrilees t o the c h i l d r e n I read the 

poem t o them (they a l l had a copy) and we discussed what kind 

of person Meg imjst have been, and why we thought what we did. 

Everyone agreed she l i v e d outside and was probably a tramp. I 

asked the c h i l d r e n , i n order t o f i n d out how they were 

attempting t o deal w i t h the numerous metaphors used by the 

poet, i f she was lone l y . They reckoned not: t h i s because she 

had some brothers and s i s t e r s . I asked how a woman's s i s t e r s 

could be trees? A few c h i l d r e n s a i d they weren't r e a l trees: 

she was very close t o nature. Sarah took i t upon h e r s e l f t o 

t e l l the cl a s s t h a t because she loved nature she always had 

pl e n t y of company - b i r d s , animals and a l l growing things. 

This was a very i n t e r e s t i n g idea t o the c h i l d r e n . I 

asked them what k i n d of t h i n g s she d i d w i t h a l l her spare 

time, and Mark pointed out she used t h i n g s from nature t o earn 

a l i v i n g : making mats from rushes. He said she f i l l e d i n her 

time by reading, but not from a reaJ book: she loved wandering 

around the churchyard reading grave-stones. When I asked the 

c h i l d r e n i f any of them had ever done t h i s they were eager t o 

r e l a t e t h e i r experiences: i t became obvious t h a t gravestones 

and churchyards were places they loved t o wander around. 

Because of t h i s i n t e r e s t , some weeks l a t e r I arranged a 

v i s i t t o a l o c a l church, and we undertook a graveyard survey, 

reading the names of those burled there and discussing what 

they could have been l i k e d u ring t h e i r l i f e on earth. The 
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f o l l o w i n g day, I reminded the c h i l d r e n about Meg Merrilees and 

we re-read the poem. We then discussed the various tramps 

they had seen i n the. l o c a l town centres, and I c o n t r i b u t e d my 

own experiences of tramps seen i n various c i t i e s . 

Some c h i l d r e n wondered i f any of the people burled i n the 

churchyard could have been tramps. I suggested they could 

Imagine some of them had been, and could they w r i t e a poem 

about them i n the way John Keats had w r i t t e n about Meg 

Merrilees. The f o l l o w i n g are examples of the work which 

r e s u l t e d , some of which i s provided i n Appendix B (a). 

Lavender L i l y . 

L i l y was a flower g i r l . 
Her house was i n the a i r ; 
Sweet lavender she picked g l a d l y 
Without a s i n g l e care. 
Her shop i t was the s t r e e t s ; 
A f t e r noon and a f t e r morn 
Wearing her shoes, a l l t a t t e r e d and t o r n . 
She walked t o see her mother yew 
Who once, i n olden days, she knew. 
Her bed was the moorland- grass 
On mountainside or i n the pass. 
Her f i n g e r s were the summer breeze 
Her voice l i k e r u s t l i n g i n the trees. 
Her face was p r e t t y , l i k e the swan. 
Her s p a r k l i n g eyes, a lake. 
Her o l d white dress and purple shawl 
She bought once from an ancient s t a l l . 
Her soul, God r e s t I t , i t has l e f t -
People say ' i t was f o r the best'. 
They found her i n the lavender f i e l d 
With her flo w e r s as her f i n a l s h i e l d . 

The poet, Sarah, o f f e r e d the f o l l o w i n g explanation f o r her 

l i n e s a t my request: 

« Her house was in the air: she l i v e d outside i n the open, so 
the a i r was l i k e her house. 
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« .ffer s i o p i t was the streets: t h a t the s t r e e t was l i k e a 
g i a n t shop where she could p i c k up and choose out of bins and 
g u t t e r s . 
« She walked to see her mother yew. t h i s means she was close 
t o nature and she f e l t l i k e the yew t r e e was her mother. 
* Her fingers were the summer breeze: her hands were s o f t and 
gentle l i k e a summer breeze. 
» Her voice like rustling in the trees: her voice was c r i s p 
and c h e e r f u l . 
« Her face was pretty as a swan: she was very p r e t t y . 
» Her sparkling eyes a lake: her eyes were b r i g h t and 
s p a r k l i n g . 
» With her flowers as a final shield: the flowers were around 
her, p r o t e c t i n g her from sun, r a i n , bugs and beetles. 

The c h i l d ' s poem d i s p l a y s a l e v e l of sympathy f o r the 

vagabond which i s romantic i n focus, resembling Keats' own 

s t y l e : her i n t e r e s t i n the vagabond i s thoroughly impersonal 

i n t h a t she i s not emotionally involved i n the woman's 

poverty, but sees her approach t o death as a gradual immersion 

w i t h i n nature. This s t y l e may be found i n some of 

Wordsworth's verse, f o r example, 'Margaret, or the Ruined 

Cottage'. 

How reasonable i s i t t o i n t e r p r e t Keats' poem as an 

attempt t o r e c o n c i l e extreme poverty and vagrancy w i t h the 

metaphor ' L i f e i s a Journey', s p i r i t u a l i t y and immersion i n 

nature being the v e h i c l e f o r t r a v e l ? C e r t a i n l y Sarah's poem 

'Lavender L i l y ' can be understood i n t h i s way, but there i s 

also a reproof i n the concluding l i n e s : t h i s gentle person 

whose 'face was p r e t t y as a swan' had no greater p r o t e c t i o n on 

the occasion of her death than sweet-smelling lavender: her 

f e l l o w creatures had abandoned her t o nature. 
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This Imaginative c h i l d made the request l a t e r t h a t week 

t h a t she should w r i t e another poem, on the grounds t h a t she 

'had had an idea'. I t should be noted t h a t Sarah was very 

s e n s i t i v e t o the countryside, and was an avid reader whose 

l e i s u r e time was l a r g e l y spent reading nineteenth century 

novels. She was reading an unabridged version of Jane Eyre 

a t home I n bed, i n s p i r e d t o do so by the abridged e d i t i o n 

which she had heard i n the classroom. This was her second 

poem: 

Mary's Ghost. 

She died i n pain 
So she rose again. 
Up I n the highlands. 
High on the moor. 
Mourning her death, 
A sou1. so poor. 
Deep i n the mist 
With shawl on shoulder 
Neither l i v i n g nor dying. 
Not even growing older. 
Her voice i s not heard 
But seen i s her ghost -
F l o a t i n g on the mist 

Of the Moor. 

The Influence of Meg Merrilees on the c h i l d ' s Imagination 

i s obvious, p a r t i c u l a r l y i n Lavender Lily. However, w h i l s t 

she f o l l o w e d the p a t t e r n used by Keats, there can be no doubt 

t h a t the novel metaphors she used were of her own.creation. 

Mary's Ghost can be. seen t o be a development of her thought: 

w h i l s t the pathos of the l i n e s r e f l e c t s both the s i t u a t i o n of 

Meg and of L i l y , Sarah has added t o i t the dimension of 
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mystery by t u r n i n g the former vagabond i n t o a ghost: the l i v e s 

of both L i l y and Meg had come t o an. end, and the reader i s l e d 

t o understand they are a t r e s t , but not so wi t h Mary, who f o r 

some reason (perhaps because of her treatment by other people) 

I s compelled t o wander the earth, seeking peace: the c h i l d 

t o l d me t h i s was why she sai d she was 'a soul so poor'. The 

s o c i a l reproof i s clear . 

During these lessons, two boys asked i f they could each 

w r i t e poems w i t h the same t i t l e : t h i s because they made i t up 

themselves and s a i d they thought i t was 'good, because both 

the words begin w i t h T: people w i l l remember i t ! ' The 

f o l l o w i n g poems are the r e s u l t s of t h e i r work. 

Tramp Ted. 

Ted was a tramp 
Walking towards death's door. 
He remembers h i s f a m i l y 
Which doesn't love him any more. 
He rummages i n bins 
Looking f o r t i t - b i t s t o eat: 
Anything he f i n d s i s a r e a l t r e a t . 
At n i g h t he can't get t o sleep -
There i s no blanket. 
When at l a s t he does die 
The world around won't n o t i c e -
Just as before ( B r i a n ) . 

The composer of the above poem had always been e x t r e n ^ l y 

troublesome i n school, showing i n t e r e s t only i n f o o t b a l l . His 

provocative behaviour took the form of mlschievousness and 

restlessness, and he had been s a i d by many of h i s teachers t o 

be extremely immature. However, when Introduced t o the use of 
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metaphor, a new dimension of h i s p r i v a t e r e f l e c t i o n opened up 

as he found he could communicate h i s ideas and he showed 

himself t o be a c h i l d of q u i t e profound thought. His poem i s 

r e f l e c t i v e of q u i t e profound l e v e l s of s e n s i t i v i t y t o the 

absence of love and the coming of death because of poverty, 

the cause of which could be l a i d a t society's door. 

The f o l l o w i n g l i n e s were w r i t t e n by h i s f r i e n d , Simon; 

Tramp Ted. 

His house i s a doorway, 
His bed a box. 
He walks the s t r e e t s searching 
Bins f o r food. 
I f he gets any money he 
Spends i t a t the pub. 
His seat i s a dump. 
His search i s f o r blankets 

To keep him warm. 

Again, the impact of Jfe^- Merrilees on the c h i l d ' s 

imagination had been s i g n i f i c a n t , and provided him w i t h a 

means by which he could express.his i n s i g h t s i n t o the 

p r a c t i c a l r e s u l t s of poverty. 

O v e r a l l , the above poems r e f l e c t d i s s a t i s f a c t i o n 

concerning the vagrants: the i m p l i c a t i o n s are t h a t s o c i e t y has 

i n some way neglected t o care f o r i t s numbers, since the 

vagrants described were forc e d t o make the best of the na t u r a l 

comforts they found a v a i l a b l e : t h e i r f e l l o w s had been 

u n w i l l i n g t o c o n t r i b u t e t o t h e i r wellbelng. 
b) Understanding Other Aspects of Life Through Novel 

Metaphors. 
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The tone of Margaret's poem, was q u i t e d i f f e r e n t from the 

above examples, although produced during.the same lesson. She 

loved Christmastime because, as she said, 'people are usually 

good-tempered and you always enjoy t h i n g s more'. Judging by 

t h i s comment, i t i s possible t h a t the f o l l o w i n g poem 

provides a p e r s o n i f i c a t i o n of Christmas, although i t i s 

extremely u n l i k e l y t h a t the c h i l d had ever heard of t h i s term: 

She i s Christmas. 

She i s l i k e Christmas. 
She sparkles and t i n k l e s . 
She i s l i k e a l i t t l e f a i r y on top of 

a Christmas t r e e . 
I f . she waves her magic wand 
A l l the l i t t l e Christmas f a i r i e s w i l l con» t o 

her, 

Because she i s my Queen, and always w i l l be. 

The hea r t of the. poem i s t h a t the Christmas Tree ornament 

does much t o create an ethos of happiness.. L i f e i s . w o r t h 

l i v i n g , and i t i s such t h i n g s as the ornanent and what i t 

represents which make i t so. 

The f o l l o w i n g poem, w r i t t e n by JameSj i s on a theme 

popular w i t h c h i l d r e n : t h a t i s , t h a t the wind i s something 

l i k e a nmnster which i s t r y i n g t o get i n s i d e your house. 

Imagery such as t h i s i s comforting when you know t h a t no reaJ 

t h r e a t e x i s t s t o one's s e c u r i t y , a t l e a s t of t h a t p a r t i c u l a r 

type. The imagined t h r e a t i s invented purely f o r 

psychological comfort and enjoyment, perhaps becoming i n the 

unconscious a symbol f o r a l l the t h r e a t s which seem more 
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r e a l i s t i c . The associated hope i s t h a t they, too, w i l l be 

e q u a l l y unfounded. 

Children are u s u a l l y quick t o understand the imagery 

when i t i s pointed out t o them but i t i s not so common t o f i n d 

them able t o express t h e i r understanding i n words as d i d t h i s 

c h i l d : 
The Wind. 

The wind I s a monster 
Howling under the doors. 
Creaking and c r a c k l i n g under 
The f l o o r s . 
Over go t r e e s w i t h a mighty crash -
The wind roars on, pleased! 

I asked James i f the wind r e a l l y had claws and scales, as 

dragons and monsters i n pantomimes u s u a l l y have, but he 

laughed and explained t h a t i n h i s poem he meant the wind was 

JiJre a loonster: i t wasn't one i n r e a l l i f e . 

Simon wrote the f o l l o w i n g poem i n the l a s t few days of 

term when Sports Day was about t o take place. I t should be 

noted t h a t he was q u i t e outstanding at s p r i n t i n g , and he was 

c l e a r l y hoping t o win, although he could not f e e l t h i s was a 

c e r t a i n outcome: 
Waiting f o r My Turn 

I t s hard t o wait f o r your t u r n 
To run t o win or lose. 
When you do lose 
You s i t out and wait 
And where you s i t you 
Shiver and shake, 
Freezing. Suddenly you are an 
Ice-cube, standing 
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Quite s t i l l . 

The e f f e c t s of nerves on t h i s c h i l d ' s performance were, 

i n f a c t , minimal, but nevertheless before the event he had 

s u f f e r e d inwardly because of sheer enthusiasm, no doubt 

b e l i e v i n g l i f e would be enhanced by a win, and attempted t o 

use c r e a t i v e ntetaphors t o convey sonething of h i s f e e l i n g s . 

The f o l l o w i n g poems were s t i m u l a t e d one summer afternoon 

because of the appearance of a f l y on the classroom window. 

I t was attempting, i n some desperation, t o escape i n t o the 

world outside of the window pane. A group of g i r l s expressed 

t h e i r sadness a t i t s s u f f e r i n g , even though Sarah argued t h a t 

no-one had asked i t t o come i n . Margaret was concerned about 

the pain I t might have been f e e l i n g , and how h o r r i b l e i t must 

be t o Just d i e and leave your body behind t o dry up i n the 

dust on the wi n d o w - s i l l . I suggested t h a t the c h i l d r e n might 

l i k e t o w r i t e e i t h e r a poem or a d e s c r i p t i o n of the f l y ' s 

p l i g h t . The f o l l o w i n g r e s u l t e d . 

The Trapped F l y . 

Where has i t been? 
Vhy has i t come? 
Banging and weeping 
Against the window, 

a l l day long. 
Vhy, on t h i s c e r t a i n day? 
I t s beginning has come. 

The above, w r i t t e n by Andrew, i s a r e f l e c t i o n on the 

r e a l i t y of death: why should i t occur j u s t then, and was death 

a new beginning? The f o l l o w i n g idea no doubt had been 

strengthened by cl a s s work r e c e n t l y completed about B i b l i c a l -
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and other - evidence f o r the r e s u r r e c t i o n of Jesus, and can be 

found i n the other poems w r i t t e n on the subject of the f l y . 

K e l l y ' s poem, below, i s most i n t e r e s t i n g because her 

ideas have a P l a t o n i c i n f l u e n c e . Some days before I had shown 

the c h i l d a p i c t u r e of Michelangelo's sculpture 'The Dying 

Slave', the theme of which I had explained t o her a t her 

request: t h a t the idea of the scu l p t u r e was t h a t when the 

slave died, h i s s p i r i t would be f r e e d from h i s body. The idea 

i s c e n t r a l t o the ending of the poem and r e f l e c t i v e of the 

a b i l i t y of c h i l d r e n t o t r a n s f e r l e a r n i n g t o new s i t u a t i o n s i f 

s t i m u l a t e d t o do so by the lesson content and context: 

The Trapped F l y 

The f l y w i l l t r y t o get out 
But there i s no hope. 
So hot, trapped -
As i t d r i e s and s t a r t s t o d i e 
I t f i n a l l y gives i t s l a s t s igh 
And i t s soul i s f r e e . 

The hopelessness of escape from the m a t e r i a l world i n a 

ma t e r i a l form i s contrasted w i t h the freedom of i t s soul on 

physic a l death, q u i t e a profound idea f o r r e f l e c t i o n by a ten 

year o l d . Attempts t o 'Make L i f e Better' seemed doomed t o 

f a i l u r e ! 

Sarah's poem on t h i s subject was q u i t e d i f f e r e n t i n t h a t 

she attempted t o give the f l y a means of communication and 

appeal t o people. This appeal was acted on by the group 
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because the c h i l d r e n captured the t o r t u r e d f l y i n a paper 

towel and released i t through an opened window! She wrote: 

The Trapped F l y 
Help! Help! What can I do? 
Ko-one w i l l help me. 
Hot even you! 
Help, help, trapped i n a room. 
Soon I'11 be dying 
Instead of j u s t f l y i n g ... 
What can I say? Vhat can I do? 
Please help me ... I'm asking you! 

I t i s i n t e r e s t i n g t o speculate why young c h i l d r e n f i n d 

i n s i g h t and emotion so much easier t o express through the 

medium of poetry. C e r t a i n l y by the age of between ten and 

eleven, and probably much e a r l i e r , c h i l d r e n seem t o l e a r n t o 

associate the expression of f e e l i n g s w i t h poetry, w h i l s t prose 

i s associated w i t h p l a i n d e s c r i p t i o n , despite the richness of 

conventional metaphor I n I t s c o n s t r u c t i o n (pages 105/112). An 

important reason f o r t h i s , no doubt, i s connected w i t h 

assumptions they have absorbed from e a r l y l i f e concerning the 

apparent prosaic s t y l e of everyday prose which u s u a l l y has a 

u t i l i t a r i a n purpose and the p o e t i c s t y l e of poetry which seems 

t o have a n o n - u t i l i t a r i a n f u n c t i o n , r e l a t i n g instead t o 

i n s i g h t s and i n t e r p r e t a t i o n of experience ( H a l l 1989: 16). 

To help them apply the use of metaphor t o w r i t i n g which 

i s not i n the form of verse takes a considerable amount of 

thought, planning, and the p r o v i s i o n of numerous examples of 

w r i t i n g which uses metaphor i n t h i s l a t t e r way. 
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The only c h i l d r e n i n t h i s p a r t i c u l a r group who used 

metaphor i n a prose context were Mark and Karl. 

The f o l l o w i n g are examples of how they attempted t o apply 

t h e i r new s k i l l s when w r i t i n g about the events of Whitsuntide. 

Mark wrote: 

When the d i s c i p l e s found the Lord was a l i v e the 
d e v i l came out and love went i n . New l i f e s t a r t e d 
t o grow i n s i d e of them a l l . 

Karl's w r i t i n g concerning the events s h o r t l y a f t e r the 

c r u c i f i x i o n were described metaphorically too: 

When they found t h a t Jesus had gone the hand of the 
d e v i l reached deep down i n s i d e and took away t h e i r 
hope. That ni g h t a man appeared and they knew i t 
was Jesus. They went i n t o the lane and t o l d the 
people how t o l i v e i n peace. 

6.04 Data I n t e r p r e t a t i o n : Children's R e f l e c t i o n s as 

Expressed Through ffTgyel Metaphpr 

The c h i l d r e n ' s a b i l i t y t o engage i n the use of c r e a t i v e 

metaphors may be assessed by t h e i r achieveii»nts. They were 

able t o : 

a) Work i n contexts which were appropriate on account of the 

f a m i l i a r focus of lesson m a t e r i a l . Because the c h i l d r e n had 

a l l developed values associated w i t h the problem of poverty, 

they were able t o extend t h e i r experiences by p r o j e c t i n g t h e i r 

i n t e r e s t s i n t o new f i e l d s . The use of c r e a t i v e metaphor 

enabled them do t h i s i n ways which were c r e a t i v e and 

s t i m u l a t i n g because t h e i r thoughts were free d from the 

c o n s t r a i n t s found w i t h i n conventional metaphor usage. 
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b) The c h i l d r e n had been able t o apply t h e i r newly developed 

s k i l l s i n w r i t t e n language t o other f i e l d s , such as t h e i r 

personal f e e l i n g s concerning w i l d l i f e , and personal 

experiences such as those developed from sports days. 

c) The a b i l i t y of the c h i l d r e n f o r using language 

s y m b o l i c a l l y exceeded profoundly the l i m i t a t i o n s I n d i c a t e d by 

Piagetlan psychology (Piaget 1959 e d i t i o n : 137/8). Their 

success may be accounted f o r by the appropriateness of 

context, the f a c t t h a t they had been taught the use of novel 

metaphor and t h a t they were encouraged t o apply t h e i r s k i l l s 

t o areas of l i f e which, held I n t e r e s t , f o r them. Throughout the 

research, I d i d not f i n d evidence t o support the claims of 

Piaget regarding c h i l d r e n ' s i n a b i l i t y t o i n t e r p r e t or create 

symbolic language i n acceptable ways (Piaget 1959 e d i t i o n : 

137/8). 

d) The data a n a l y s i s and i n t e r p r e t a t i o n r e f l e c t e d t h a t 

c h i l d r e n ' s p o t e n t i a l f o r developing t h e i r achievements through 

d i r e c t teaching, i f planned w i t h i n appropriate contexts, 

exceeded expectations i n d i c a t e d throughout Piagetlan theory. 

6. 05 RiiTinnar-y 

This chapter presented the r e s u l t s of data c o l l e c t e d as a 

r e s u l t of work c a r r i e d out w i t h the ten year o l d Informants 

according t o i n t e r p r e t a t i v e / a c t i o n research methods, but 

s p e c i f i c a l l y w i t h i n the case-study approach (page 49). 
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Their achievements exceeded l i m i t a t i o n s of. the a b i l i t y of 

te n year o l d c h i l d r e n f o r engaging w i t h ' f i g u r a t i v e language' 

as i n d i c a t e d by Piaget (1959 e d i t i o n : 137/8). I n a d d i t i o n , 

a s s e r t i o n s of Rousseau (1979 e d i t i o n : 90) concerning the 

i r r e l e v a n c e t o c h i l d r e n of the a r t of r e f l e c t i o n d i d not f i n d 

support. Conversely, the informants showed t h a t they could be 

very c r i t i c a l and r e f l e c t i v e of experiences undergone and they 

were able t o communicate t h e i r values by using novel metaphor. 

The f o l l o w i n g , and f i n a l , s e c t i o n of the t h e s i s provides 

data a n a l y s i s and i n t e r p r e t a t i o n which assesses the researches 

of Ronald Goldman (1964; 1965) i n t o pre-adolescent c h i l d r e n ' s 

a b i l i t y t o engage w i t h B i b l i c a l m a t e r i a l . The s e c t i o n begins 

w i t h a chapter c r i t i c a l l y examining Goldman's work. 
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CHAPTER SEVEir. 

ASSUMPTIONS UHDBRLYIITG THE RESEARCH OF GOLDMAN INTO 
THE RELIGIOUS THINKING OF CHILDHOOD 

7.00 I n t r o d u c t i o n . 

This chapter presents an i n v e s t i g a t i o n of the background 

t o the researches of Ronald Goldman which were focused on 

Religious Education (1964; 1965). These t h e o r i e s continue t o 

be c i t e d as s i g n i f i c a n t f o r understanding c h i l d r e n ' s r e l i g i o u s 

t h i n k i n g over t h i r t y years a f t e r t h e i r p u b l i c a t i o n ( f o r 

example, Bastlde 1987: 18/23; Miles 1996), although t h e i r 

Plagetian base has been c o n t i n u a l l y shown t o be unsound ( f o r 

example, Bryant 1982; Minney 1985; Petrovlch 1988; Clark 

1995). A reason f o r the sustained p o p u l a r i t y of Goldman's 

t h e o r i e s could be because there has not been any large scale 

research i n t o the i n t e l l e c t u a l p o t e n t i a l of c h i l d r e n f o r 

understanding r e l i g i o n since t h e i r p u b l i c a t i o n over t h i r t y 

years ago (Petrovlch 1988a). 

Because of t h i s c o n t i n u i n g i n t e r e s t i n the work of 

Goldman, an examination of the o r i g i n s of assumptions upon 

which they were based i s provided i n order t h a t t h e i r 

usefulness as a means of understanding c h i l d r e n ' s r e l i g i o u s 

t h i n k i n g can be assessed. The chapter concludes w i t h a survey 

of the longer term i n f l u e n c e s of Goldman's work on Religious 

Education. 

7.01 BachgrquM t,n Gnlriiiian'^ ResearfiAes-

a) The Perceived Need for New Approaches to Religious 
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Education.. 

Bonald Goldman was by t r a i n i n g a research psychologist 

whose work i n the area of Religious Education, published 

between 1964/1965, stemmed from a wider i n t e r e s t i n the 

I n t e l l e c t u a l and emotional development of the young (Goldman 

1965: b i o g r a p h i c a l note). C i t e d as a more s p e c i f i c reason f o r 

the research was h i s "concern f o r the e f f e c t i v e n e s s of 

Be l l g l o u s Education", although e f f e c t i v e n e s s f o r wJliat was not 

c l a r i f i e d (Goldman 1964: x l ) . 

Several f a c t o r s combined t o convince many people 

associated w i t h education i n the middle of the t w e n t i e t h 

century t h a t f r e s h t h i n k i n g and new. approaches t o Religious 

Education were required. 

The Plowden Report (1967) expressed d i s s a t i s f a c t i o n w i t h 

the use of the t i t l e " R eligious I n s t r u c t i o n " as used i n the 

Education Act of 1944, p r e f e r r i n g instead "Religious 

Education" (1967: 203). Whilst changing ' i n s t r u c t i o n * t o 

'education' i n the educational context of the school was 

e n t i r e l y appropriate, t h i s change was also r e f l e c t i v e of a 

growing r e c o g n i t i o n of shortcomings i n teaching u^thods which 

presented p u p i l s w i t h m a t e r i a l f o r study w h i l s t f a l l i n g t o 

help them l e a r n how t o i n t e r p r e t I t . 

This i s i l l u s t r a t e d i n the f o l l o w i n g statement which was 

published f o u r t e e n years before the Plowden Report (1967). I t 

was argued t o be des i r a b l e t h a t a move away from ' mere 

s c i p t u r e teaching' should be made: 
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' i t i s the duty of the school t o place before 
i t s p u p i l s a r a t i o n a l statement of C h r i s t i a n b e l i e f , 
s u i t e d of course t o t h e i r age and a b i l i t i e s ' ( C u r t i s 

1953 e d i t i o n : 382). 

The perceived importance of ' r a t i o n a l i s i n g ' statements of 

C h r i s t i a n b e l i e f demonstrates a c o n t i n u i n g Influence of 

p o s i t i v i s m . For the content of Religious Education - or any 

other subject - t o be i n t e l l e c t u a l l y respectable i t was 

thought necessary, by some, t o present i t i n the language 

approved by s c i e n t i f i c method, a concern c e n t r a l t o the 

nineteenth century pedaloglcal movement (pages 60/63). 

Rational statements were deemed t o be safe, and t h e r e f o r e 

respectable, i n a s c i e n t i f i c sense because of t h e i r assumed 

o b j e c t i v i t y (page 58). 

The other p o i n t r a i s e d by C u r t i s concerns s u i t a b i l i t y of 

lesson m a t e r i a l according t o p u p i l s ' 'ages and a b i l i t i e s ' . In 

f a c t s i m i l a r ideas had been put forward nearly three hundred 

years e a r l i e r by John Locke, whose words f o l l o w the Preface 

f o r an Agreed Syllabus of R e l i g i o u s Education published I n 

1966: 

As f o r the B i b l e , which c h i l d r e n are u s u a l l y employed 
i n , t o exercise and Improve t h e i r t a l e n t I n reading, I 
t h i n k the promiscuous reading of i t through by 
chapters as they l i e i n order, i s so f a r from being of 
any advantage t o c h i l d r e n , e i t h e r f o r the p e r f e c t i n g 
t h e i r reading or p r l n c i p l l n g t h e i r r e l i g i o n , t h a t 
perhaps a worse could not be found. For what pleasure 
or encouragement can I t be t o a c h i l d , t o exercise 
himself i n reading those p a r t s of a book where he 
understands nothing? 

(From a l e t t e r of John Locke, 6th February, 
1686, quoted i n West Riding Agreed Syllabus 
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of Religious Education 1966: I x ) 

A p o i n t i m p l i e d by^John Locke, and r a i s e d by the Plowden 

Committee, concerned the i n t e l l e c t u a l capacity of c h i l d r e n f o r 

engaging w i t h the Bible: what was the appropriate time f o r 

i n t r o d u c i n g c e r t a i n m a t e r i a l s t o pu p i l s ? (Plowden 1967: 

207/8). The assumption t h a t chronological age was of 

significant importance f o r the s e l e c t i o n of n a t e r l a l does not 

seem t o have been questioned. I t was the child who was unable 

t o cope w i t h B i b l i c a l m a t e r i a l , not the adu l t . Further 

research among a d u l t s which examines t h i s b e l i e f would 

c o n t r i b u t e valuable i n s i g h t i n t o assumptions concerning an 

area of l e a r n i n g which are taken f o r granted, ra t h e r than 

being the subject of systematic i n v e s t i g a t i o n s . 

Goldman's work comprised an attempt t o provide an account 

of how the i n t e l l e c t u a l c a p a c i t i e s of p u p i l s f o r i n t e l l e c t u a l 

development ( i n h i s case, the development of r e l i g i o u s 

t h i n k i n g ) f o l l o w e d maturatlonal sequences i n a way s i m i l a r t o 

t h a t of physical development (Goldman 1965: 77/192). His 

researches were t h e r e f o r e t i m e l y i n t h a t they corresponded 

w i t h statements made by Plowden on the same subject (1967: 

9/10). 

Also expressed by the Plowden Committee was the no t i o n 

t h a t the content of Agreed Syllabuses of Religious Education, 

which had been introduced during the decade f o l l o w i n g the end 

of World War I , 'discourage teachers from t h i n k i n g out schemes 
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f o r themselves' (Plowden 1967: 205). The Plowden Committee 

continued by quoting one witness who wrote as f o l l o w s : 

I n almost every case the s y l l a b u s was based on f a c t u a l 
knowledge which i t was f e l t a c h i l d ought t o have . . . 
Educational thought today i s questioning whether the 
basis ought not r a t h e r t o be the development of 
r e l i g i o u s concepts, and the meeting of the r e l i g i o u s 
needs of c h i l d r e n a t each p o i n t i n t h e i r l i v e s (Plowden 

1967: 208). 

The work of Ronald Goldman was c i t e d as being an example 

of ' i n v e s t i g a t i o n on these l i n e s ' which was i n progress at 

t h a t time (Plowden 1967: 208). Despite the c a l l f o r ' r a t i o n a l 

s t a t e n ^ n t s of C h r i s t i a n i t y ' t o be presented t o p u p i l s (page 

194 above) u n c e r t a i n t y and confusion e x i s t e d as t o whether 

c h i l d r e n could a c t u a l l y deal w i t h ' f a c t u a l knowledge' of 

r e l i g i o n although no c l e a r statements were issued concerning 

what a ' f a c t u a l account' could comprise. Subsequent 

developments i n the form of the Phenomenological Movement 

(pages 215/216) represented e f f o r t s t o reform teaching 

approaches I n Re l i g i o u s Education i n t h i s d i r e c t i o n . However, 

the question which gained prominence at t h i s time concerned 

whether a t t e n t i o n ought t o be d i r e c t e d towards developing 

r e l i g i o u s concepts? 

The work of Goldman favoured the l a t t e r approach, but on 

account of the r e s t r i c t e d perceptions w i t h i n which h i s 

t h e o r i e s were developed, t h e i r educational value i s considered 

t o J u s t i f y c r i t i c a l a n a l y s i s . 
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7.02 Gnldgan's Research Base I n Plftgetian Psycbqlggy. 

a) Goldaan's Research Method and liaterials. 

Goldman's method of c o l l e c t i n g data was based upon the 

P i a g t l a n model, since: 

... as much of the data t o be evaluated was s i m i l a r i n 
nature t o the problems used by Piaget the c l i n i c a l -
i n t e r v i e w used f r e q u e n t l y by Piaget served as a model, 
and a technique was developed t o apply t o i n d i v i d u a l 
p u p i l s . (Goldman: 1964: 36) 

His s t a t e d aim was as f o l l o w s : 

To see whether Piaget's three stages could be applied 
t o the realm of r e l i g i o u s t h i n k i n g , I selected f i v e 
questions from the B i b l e s t o r i e s i n The Picture and 
Story Religious Thinking Test, and the responses 
t o these were scored independently by those 
p s y c h o l o g i c a l l y t r a i n e d and conversant w i t h Piaget's 
Ideas. (Goldman: 1964: 51) 

The aim o f Goldman's i n i t i a l research was e x p l i c i t l y 

shown t o be an i n v e s t i g a t i o n i n t o whether the claims of Piaget 

concerning i n t e l l e c t u a l stages of development were relevant t o 

Relig i o u s Education. They d i d not question the validity of 

the 'stages' or whether I t was r e a l i s t i c t o confine c h i l d r e n ' s 

development w i t h i n the narrow parameters which Piaget had 

created (pages 69/71). As pointed out by Petrovich, Piaget's 

stages o f development are only found when h i s p a r t i c u l a r 

t e s t i n g techniques are used (1988a; 47). 

ffevertheless, t o t h i s end Piagetlan I n t e r v i e w techniques 

were used t o constr u c t research mat e r i a l s . These comprised 

p i c t u r e s and questions w i t h m u ltiple-choice answers which 

r e l a t e d t o Goldman's versions of three Bible n a r r a t i v e s , 
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Moses and the Burning Bush, the Red Sea Crossing and the 

Temptations of Jesus (Goldman 1964: 247/259). 

The p a r t i c u l a r s e l e c t i o n of B i b l i c a l m a t e r i a l made by 

Goldman has been c r i t i c i s e d . For example, Petrovlch made the 

p o i n t t h a t the s e l e c t i o n represented: 

u n f a m i l i a r or strange m a t e r i a l , beyond the c h i l d r e n ' s 
o r d i n a r y experience. A l l three s t o r i e s depict e x t r a ­
o r d i n a r y events, or miracles, and are t h e r e f o r e h i g h l y 
u n f a m i l i a r t o a l l but those c h i l d r e n who have been 
i n i t i a t e d I n t o the conventions of how such events ought 
t o be understood (1988a: 47). 

A d d i t i o n a l l y , Watson quotes from H i l l i a r d , who argues t h a t the 

c h i l d r e n were u n l i k e l y t o be able t o respond t o the task i n 

ways which would have found approval by Goldman: 

I t would need an exceptional t h e o l o g i c a l m a t u r i t y i n a 
c h i l d or adolescent t o p o i n t out t o the questioner t h a t 
he could not r e a l l y give any answer t o t h i s k i n d of 
question i n the terms i n which i t i s asked and w i t h a l l 
the assunqjtions i t seems t o make (quoted Watson 1987: 

163). 

Given these circumstances, i t i s hardly s u r p r i s i n g t h a t the 

f i n d i n g s of Goldman r e f l e c t e d Piagetlan theory i n t h a t the 

responses of c h i l d r e n t o h i s research questionnaires Indicated 

'powers of thought develop i n a f a i r l y p r e d i c t a b l e sequence' 

(Goldman 1965: 45). This statement i s r e f l e c t i v e of Piagetian 

theory: 
the stages of development we have described 
always succeed one another i n the same order, as do 
t h e i r substages which i s c l e a r enough proof of the 
• n a t u r a l ' and spontaneous character of t h e i r sequential 
developuent (Piaget 1991 e d i t i o n : 12). 
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Given the s e l e c t i o n of m a t e r i a l which comprised the 

research questionnaires underpinning the work of Goldman, 

Important questions ought t o be asked concerning t h e i r 

r e l i a b i l i t y f o r h e l p i n g teachers assess c h i l d r e n ' s 

I n t e l l e c t u a l capacity f o r r e l i g i o u s t h i n k i n g . Perhaps what i s 

even more u r g e n t l y r e q u i r e d i s a reassessment of the 

r e l i a b i l i t y of the Piagetian t e s t i n g procedures on which they 

were based, p a r t i c u l a r l y t h e i r relevance f o r educational 

purposes (pages 71; 79). 

Although readers were assured t h a t the researcher working 

w i t h the c h i l d r e n was ' f r i e n d l y and i n t e r e s t e d but n e u t r a l , 

encouraging and p r a i s i n g e f f o r t throughout' (Goldman 1964: 

250), the content of the research m a t e r i a l s was not n e u t r a l . 

As s t a t e d by Goldman himself, these had been constructed 

d e l i b e r a t e l y because 

'the discussion of each question w i t h each c h i l d 
revealed the p o s s i b i l i t i e s of checking the c h i l d ' s 
mode of t h i n k i n g by Piagetian. methods ((joldman 1964: 
51). 

Thus Piag e t l a n theory was sanctioned by Goldman's research as 

e n l i g h t e n i n g f o r the teacher concerning reasonable p u p i l 

expectations i n R e l i g i o u s Education. 

b) Goldman's Perceptions of Childhood. 

Another example of (joldman's u n c r i t i c a l acceptance of 

Piagetlan research nethod and conclusions, i s found i n h i s 

agreement w i t h Piaget's erroneous n o t i o n t h a t childhood 
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represents an unsophisticated, credulous stage of human 

development, r e f l e c t i v e of p r i m i t i v e s o c i e t i e s (page 70/71). 

For example, when discussing c h i l d r e n ' s responses t o the 

wonder of l i f e g enerally, Goldman states: 

Since the sense of awe, or.the f e e l i n g of the numin­
ous of the young c h i l d i s strong, although s t i l l i n a 
p r i m i t i v e form, t h i s n a t u r a l sense of mystery should be 
respected (1964: 234). 

Again, he used the f o l l o w i n g statement t o support h i s 

view of the p r i m i t i v e nature of childhood: 

I t i s o f t e n s a i d t h a t c h i l d r e n are s i m i l a r t o the prim­
i t i v e s i n t h e i r approach t o the holy (1964: 116). 

Associated w i t h t h i s are h i s views t h a t childhood i s i n f e r i o r . 

I n t e l l e c t u a l l y , t o adulthood. For example, he w r i t e s of 'the 

move forward from the e a r l y stages of fantasy' which: 

l i b e r a t e s him from the t r i v i a l i t y of so imjch c h i l d i s h 
thought but also l i m i t s him at a new l e v e l t o t h i n k i n g 
i n terms of s p e c i f i c s . He i s not I n t e r e s t e d i n 
p r i n c i p l e s but i n f a c t (Goldman 1964: 236). 

He i s q u i t e d e c i s i v e about t h i s i n f e r i o r i t y of c h i l d r e n ' s 

thought i n c o n t r a s t t o the more enlightened s t a t e of the 

a d u l t : 

I t i s c l e a r t h a t because the forms of thought used by 
c h i l d r e n are c h i l d i s h and Immature, c h i l d r e n ' s 
r e l i g i o u s ideas and t h e i r concepts w i l l also be 
c h i l d i s h (1964: 67). 

Again, (Joldman i m p l i e s t h a t a d u l t , r a t i o n a l thought i s 

superi o r t o the supposed 'fantasy' of childhood, the l a t t e r 

being g r a d u a l l y replaced by the former: 

where the n a t u r a l world i s concerned, t h e r e f o r e , 
i t i s probable t h a t the ( p u p i l ) conceives of i t i n 
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terms of d u a l i s t i c systems ... one system I s composed 
of growing l o g i c a l - s c i e n t i f i c concepts where a r t l f i c -
i a l l s m i s g r a d u a l l y being abandoned f o r a more r a t i o n a l 
view (Goldman 1964: 114). 

Vhat i s suggested by Goldman i s t h a t childhood i s an 

imaature, or e a r l y stage w i t h i n a long progressional sequence 

towards the m a t u r i t y of adulthood which f i n d s expression i n 

s c i e n t i f i c t h i n k i n g . Thus childhood i s characterised as a 

period dominated by ' p r e - s c i e n t i f I c l i m i t a t i o n s ' (Goldman 

1964: 229). 

There i s l i t t l e j u s t i f i c a t i o n i n c o n t r a s t i n g c r e a t i v e 

achievement (which Goldman appears t o confuse w i t h 'fantasy'> 

w i t h the development of 'a l o g i c o - s c i e n t i f i c thought system' 

(Goldman 1964: 114), and even more s i g n i f i c a n t l y f o r i n f e r r i n g 

t h a t the l a t t e r i s superior, or representative of greater 

i n t e l l e c t u a l m a t u r i t y than the former, as a survey of some of 

the great works of l i t e r a t u r e w i l l c l a r i f y (Ashton 1993a: 

168). A t t i t u d e s which attenrpt t o do so are r e f l e c t i v e of the 

narrow perspectives of p o s i t i v i s m (pages 95/102 ). 

A f u r t h e r problem, which was also discovered i n 

Piagetian psychology, concerns a confusion between perceptions 

of the c r e a t i v e capacity of many c h i l d r e n and romantic 

a s s e r t i o n s concerning childhood (pages 69/71). This i s 

r e i t e r a t e d i n the f o l l o w i n g statement of Goldman: 

Their innocent and r a t h e r naive assumptions about a l l 
kinds of t h i n g s make them both endearing and exasp­
e r a t i n g creatures t o l i v e w i t h (Goldman 1965: 34). 
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Goldman's romantic notions of childhood are remarkably 

s i m i l a r t o the sentiments expressed by Rousseau: 

Love childhood; promote i t s games, i t s pleasures, i t s 
amiable i n s t i n c t . Who among you has not sometimes 
r e g r e t t e d t h a t age when a laugh i s always on the l i p s 
and the soul i s always a t peace? Why do you want t o 
deprive these l i t t l e innocents of the enjoyment of a 
time so short ...? (1979 e d i t i o n : 79). 

As e a r l i e r discussions of c h i l d r e n ' s concerns and 

experiences i n d i c a t e d , however, t h e i r perceptions of l i f e do 

not d i f f e r s i g n i f i c a n t l y from those of a d u l t s (page 146). 

What would J u s t i f y c o n s i d e r a t i o n I s not so much the content of 

experiences but the deeper emotional dilemmas which become 

p a r t of t h e i r human i n t e r p r e t a t i o n . This suggests t h a t the 

nature of childhood does not d i f f e r so s i g n i f i c a n t l y from t h a t 

of adulthood as romantic w r i t e r s would suggest. 

Although disguised i n the s t y l e of s c i e n t i f i c method and 

n e u t r a l i t y which was i n accord w i t h a p r e v a i l i n g p o s l t i v l s t 

ethos (Goldman 1964: 248), h i s researches were a c t u a l l y 

r e p r e s e n t a t i v e of h i s own personal, romantic v i s i o n of 

childhood which was s i m i l a r t o t h a t of Piaget who i n t u r n had 

developed romantic ideas drawn from Rousseau's w r i t i n g s (page 

79). 

7.03 Qoldian; Cgnfualpn getvfeea Potential and Achievement and 
TwQ Modes of ThAnking. 

a) Confusion 1: Potential and Achievement. 
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A f u r t h e r important question which needed t o be asked 

by (joldman before c a r r y i n g out the t e s t s concerned 1) the 

opportunities experienced by the c h i l d f o r having l e a r n t 

what was t o be t e s t e d and then t e s t i n g 11) how f a r the 

c h i l d r e n ' s l e a r n i n g had been e f f e c t i v e . 

To t e s t c h i l d r e n ' s a b i l i t y of i n t e r p r e t a t i o n i n areas 

where they had not had o p p o r t u n i t i e s t o le a r n , and t o use the 

f i n d i n g s t o i n d i c a t e i n a b i l i t y t o do so i s obviously absurd. 

This emphasises questions already r a i s e d concerning the 

v a l i d i t y of any e m p i r i c a l research c a r r i e d out w i t h c h i l d r e n 

which t e s t s present l e a r n i n g and understanding but uses the 

data c o l l e c t e d t o make prog n o s t i c a t i o n s about p o t e n t i a l (page 

48). Goldman's pre p a r a t i o n i n t h i s respect was l i m i t e d t o 

e n q u i r i n g whether or not the informants had heard the Bible 

s t o r i e s he Intended t o use before the occasion of the t e s t 

(Goldnian 1964: 214 >. 

Confusion i s apparent between these two areas, t h a t i s 

between a) l e v e l s of l e a r n i n g achieved and b) p o t e n t i a l f o r 

l e a r n i n g new m a t e r i a l . There i s l i t t l e J u s t i f i c a t i o n f o r 

a s s e r t i n g achieven»nt t o be a t r u s t w o r t h y i n d i c a t o r of 

p o t e n t i a l . This p o i n t becomes p a r t i c u l a r l y obvious i f one 

considers, f o r example, the p o s s i b i l i t y of a non-swimmer 

l e a r n i n g t o swim: t o argue t h a t because the i n d i v i d u a l could 

not do so before being taught does not j u s t i f y the b e l i e f t h a t 

s/he could not be taught t o do so. I n a s i m i l a r way, t o 
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maintain t h a t c h i l d r e n are unable t o understand proverbs, 

metaphor or any of the tropes because they are unable t o do so 

on the occasion of a t e s t should not be taken as proof t h a t 

they do not have the potential to learn. This s u b t l e t y seems 

t o have escaped Goldman's a n a l y s i s as i t had done t h a t of 

Piaget. 

b) Confusion 2: Goldman's Meaning of 'Thinking'. 

A f u r t h e r question which a r i s e s concerns the type of t h i n k i n g 

which Goldman was i n v e s t i g a t i n g , whether logical reasoning or 

t h i n k i n g associated w i t h opinion and belief. This was not 

made c l e a r by him. 

The research of Goldman was deemed t o be concerned w i t h 

'what a c h i l d i s able t o grasp i n t e l l e c t u a l l y ' (1964: x i ) , and 

one which the t i t l e of h i s f i r s t p u b l i c a t i o n suggested: 

"Religious Thinking From Childhood t o Adolescence" (Goldman: 

1964). However, as pointed out by Petrovich there i s 

ambiguity concerning how Goldman was using the word 

' t h i n k i n g ' ; whether as i ) the use of reasoning powers t o form 

V, concerns, make judgements and draw inferences or i i ) t h i n k i n g 

as opinion, or a t t i t u d e t o in f o r m a t i o n , as expressed i n value 

judgements (1988a: 45/46). Whilst h i s s t a t e d i n t e r e s t was i n 

t h i n k i n g of type (a) h i s r e a l i n t e r e s t seems t o have been i n 

type (b), which i s concerned not so much w i t h l o g i c a l t h i n k i n g 

c apacity as w i t h opinions and b e l i e f s , p a r t i c u l a r l y as they 

r e l a t e d t o ideas about three B i b l e s t o r i e s , Moses and the 
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Burning Bush, The Red Sea Crossing and The Temptations of 

C h r i s t . 

This confusion i n p e r c e i v i n g w i t h which k i n d of t h i n k i n g 

Goldman's researches was concerned may be cleared by r e f e r r i n g 

t o h i s research m a t e r i a l s , where one of the statements t o be 

read t o the informants was: 

When I ask you questions Just t e l l me what you t h i n k , 
there are no r i g h t and wrong answers - i t i s n ' t an 
exam of any kind. Just t e l l me what you t h i n k . 

(Goldman 1964: 248). 

Rather than being about 'what a c h i l d can grasp 

i n t e l l e c t u a l l y ' (Goldman 1964: x i ) , i t i s obvious t h a t he was 

r e a l l y concerned w i t h opinions and b e l i e f s expressed at the 

t i n e of the t e s t , r a t h e r than w i t h what they could be enabled 

t o comprehend by teaching. The confusion i s , t h e r e f o r e , 

confirmed as o u t l i n e d on page 204: there was an apparent 

i n a b i l i t y t o d i s t i n g u i s h between p o t e n t i a l and achievement. 

What Goldman's research d i d i n v e s t i g a t e were c h i l d r e n ' s 

c r e a t i v e responses t o m a t e r i a l s which c a l l e d f o r s o p h i s t i c a t e d 

l e v e l s of t h e o l o g i c a l i n s i g h t . Responses t o the 

questionnaires were then presented as examples of p u p i l s ' 

l i m i t e d i n t e l l e c t u a l p o t e n t i a l , presented i n a pseudo-

s c i e n t i f i c research framework of s t a t i s t i c s , f o r example, a 

t a b l e comparing ch r o n o l o g i c a l age groupings w i t h ' f u l l 

l i t e r a l i s m ' and 'near f u l l l i t e r a l i s m ' (Goldman 1964: 77) 

which, s u p e r f i c i a l l y , seemed t o be value-free but i n a c t u a l i t y 



206 

was modelled on a framework v i r t u a l l y c e r t a i n t o produce pre­

determined outcomes (Goldman 1964: 250). 

7.04 Goldman's Perceptions of R e l i g i o n . 

a) Goldman's Perceptions of the Nature of Religion 

Goldman proclaimed r e l i g i o n t o be: 

fundamentally a p a t t e r n of b e l i e f , and not an i n t e l l ­
e c t u a l formula ... the emotional aspect of r e l i g i o u s 
t h i n k i n g i s of great importance (Goldman: 1964: 31). 

I t i s the emotional content of r e l i g i o n , leading t o b e l i e f , 

which i s important f o r h i s research emphasis, r a t h e r than 

i n t e l l e c t u a l understanding. This i s unremarkable given t h a t 

Goldman apparently d i d not consider r e l i g i o n t o have an 

i n t e l l e c t u a l base. Consequently f o r him, r e l i g i o n repres­

ented: 

a way of l i f e t o be l i v e d , not a s e r i e s of f a c t s t o be 
l e a r n t (Goldman 1965: 6 ) . 

A p o t e n t i a l d i f f i c u l t y which t h i s statement opens up, 

e s p e c i a l l y f o r those i n f l u e n c e d by a p o s i t i v i s t ethos, i s how 

t o r e c o n c i l e t h i s view of a r e l i g i o u s i n t e r p r e t a t i o n of l i f e -

t h a t i s one concerned e n t i r e l y w i t h f e e l i n g s - w i t h the other 

described by Goldman as a more mature ' l o g i c o - s c i e n t i f i c 

thought system' (Goldman 1964: 114). 

This statement of Goldman i s r e f l e c t i v e of the 

f a c t / o p i n i o n d i v i d e r e f e r r e d t o e a r l i e r (pages 13/15) and the 

basis of the assumption upon which the d i v i s i o n r e s t s , namely 

the narrow p o s i t i v i s t view t h a t s c i e n t i f i c experiments, using 
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instruments and s t a t i s t i c s were the only means of I d e n t i f y i n g 

' f a c t s ' which were n e u t r a l and value-free (page 59). The 

ab s u r d i t y of t h i s n o t i o n may, o f course, be understood through 

recognising t h a t the human mind cannot be eli m i n a t e d so 

d e c i s i v e l y , e n t e r i n g as i t does i n t o a l l aspects of enquiries, 

whether s c i e n t i f i c or the a r t i s t i c a l l y c r e a t i v e . A l l 

hypotheses are dependant on the human a b i l i t y t o o f f e r 

i n t e r p r e t a t i o n s of r e s u l t s which are l i k e l y , i n due course, t o 

be shown as mistaken or inaccurate, a poi n t mde c l e a r by 

numerous s c i e n t i s t s , f o r example (Hawking 1993: 10; Popper 

1972: 355). 

However, the view of r e l i g i o n held by Goldman was 

undoubtedly focused upon a f f e c t i v e responses t o l i f e . I t was 

recommended t h a t 

More conscious attempts may be made through music, 
dancing, p a i n t i n g and c r e a t i v e work t o help c h i l d r e n 
t o f a n t a s i s e t h e i r way i n t o r e l i g i o n (Goldman 1964: 

233). 

This was i n order t o 

feed the c h i l d ' s crude, d e i t y concepts 
and h i s phys i c a l anthropomorphisms i n such a way t h a t 
he r e f i n e s h i s c r u d i t i e s of r e l i g i o u s t h i n k i n g as f a r 
as h i s l i m i t s of experience and a b i l i t y a llow (1964: 

232). 

The c r e a t i v e a c t i v i t i e s described above were thought of 

as throwing up ' i n t e l l e c t u a l bridges" f o r the f u t u r e , when the 

coming of adolescence and w i t h i t a capacity f o r ' i n t e l l e c t u a l 
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thought' would involve l e a v i n g behind 'the l i m i t a t i o n s of 

c o n c r e t i s i n g experience' (Goldman 1964: 88). 

b) The Purposes of Goldman's Researches for Seligious 
Education . 

Goldman described h i s view of r e l i g i o n as representing a 

c e n t r a l - t o - l i b e r a l p o s i t i o n (Goldman 1964: 49): 

The view i s held t h a t S c r i p t u r e i s the i n s p i r e d but 
not the i n f a l l i b l e Word of God, t r a n s m i t t e d or revealed 
t o f a l l i b l e men,, who a t times have only p a r t i a l l y 
grasped and communicated the t r u t h revealed t o them 

(1964: 49). 

A c e n t r a l theme of h i s researches i s t h a t p u p i l s could e a s i l y 

be l e d towards t h i s p a r t i c u l a r understanding of r e l i g i o n , thus 

f u l f i l l i n g the recommendation of. the Plowden Committee t h a t : 

They (the c h i l d r e n ) should be taught to. know and love 
God and t o p r a c t i s e i n - t h e school community the v i r t u e s 
appropriate t o t h e i r age and environment (Plowden 1967: 

207). 

This i s a p a r t i c u l a r l y d i s t u r b i n g approach t o teaching i n 

t h a t education, r a t h e r than being concerned w i t h the p u r s u i t 

of knowledge through gradually, maturing personal values and 

understanding i s being eroded by a form of i n i t i a t i o n i n t o a 

p a r t i c u l a r l y narrow view of the C h r i s t i a n r e l i g i o n . The form 

advocated by Goldman denied i t any I n t e l l e c t u a l vigour 

(Goldman 1964: 31). This focus found a u t h o r i t y i n the Plowden 

Report where, by encouraging the e l i m i n a t i o n of controversy 

from R e l i g i o u s Education, supported ' i n i t i a t i o n ' approaches i n 

preference t o those of an open, educational approach which 

could have engaged c h i l d r e n i n controversy from an e a r l y age 
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i n e f f o r t s t o teach them how t o develop c r i t i c a l awareness, 

sharpen perceptions of l i f e g e n e r a l l y and encourage a t t i t u d e s 

associated w i t h openness and f a i r n e s s : 

C hildren should not be unnecessarily involved i n 
r e l i g i o u s controversy. They should not be confused 
by being taught t o doubt before f a i t h i s established 

(Plowden 1967: 207). 

Preparation f o r f u l l i n i t i a t i o n i n t o a p a r t i c u l a r l y 

narrow v e r s i o n of the C h r i s t i a n r e l i g i o u s f a i t h was t o be 

undertaken i n the primary school. Plans f o r how t h i s could be 

done were provided by Goldman, f o r example i n the L i f e Themes 

which comprised a s i g n i f i c a n t element of h i s recommendations 

(Goldman 1965: 141), 

7.05 Goldmn's gfirceptlpns Qi BAbUpal Laaguage-

a) Goldman's Understanding of Literalism. 

There i s considerable vagueness I n Goldman's tendency t o 

c l a s s i f y language i n t o what he sees as d i s t i n c t i v e , separate 

compartments, r e c o g n i t i o n of which i s e s s e n t i a l i f sensible 

i n t e r p r e t a t i o n s are t o be made. This problem i s p a r t i c u l a r l y 

apparent on a t l e a s t two p o i n t s , which are discussed below. 

1. A jnajor p o i n t r e q u i r i n g c l a r i f i c a t i o n i s the sense i n 

which Goldman uses phrases such as 'the language of poetry', 

' r e l i g i o u s language', and 'matter-of-fact-language' (1965: 

33). He makes the p o i n t , f o r example, t h a t t o : 

take r e l i g i o u s language a t i t s face value, i n a 
l i t e r a l sense as c h i l d r e n w i l l tend t o do, only creates 
confusion and d i f f i c u l t i e s where they need not e x i s t 

(Goldman 1965: 33). 
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The assumptions which casue confusion concern notions t h a t 

* r e l i g i o u s language d i f f e r s from n o n - r e l i g i o u s language; 

» t h a t ' r e l i g i o u s language' i s improperly understood 
i f only read a t 'face value', t h a t i s i n a l i t e r a l 
sense. 

Goldman recognised t h a t i n some ways ' r e l i g i o u s language' 

could be s i m i l a r t o 'the language of poetry', but t h i s 

awareness was not e x p l i c i t l y explained. Nevertheless the 

assumptions concerning 'poetic language' were applied r i g i d l y 

and contrasted w i t h 'matter of f a c t language' when assessing 

what he b e l i e v e d t o be c h i l d r e n ' s l i t e r a l i s m (Goldman 1964: 

77). For Goldman, the apparent problem arose because he r u l e d 

out the p o s s i b i l i t y of l i t e r a l i n t e r p r e t a t i o n s of B i b l i c a l 

language as being, simply, t r u e . For example, he wrote: 

I t a n t i c i p a t e s they (the c h i l d r e n ) need weaning from a 
l i t e r a l reverence f o r the B i b l e towards a c r i t i c a l 
so t h a t they may begin t o see s c r i p t u r e as t r u e i n a 
s p i r i t u a l and not necessarily l i t e r a l sense at a l l 

(Goldman 1965: 147/148). 

As pointed out e a r l i e r (page 97) not a l l metaphors are 

possessed of sensible, l i t e r a l meanings, but n e i t h e r are a l l 

l i t e r a l meanings nece s s a r i l y nonsensical. For example, when 

r e f l e c t i n g on the Temptations of Jesus (Luke 4, vv 1/13), how 

wise I s i t t o dogmatically i n s i s t the ' d e v i l ' was a f e e l i n g 

Inside of Jesus, without t a n g i b l e m a t e r i a l form? The 

p o s s i b i l i t y must always remain open t h a t Satan had taken on 

some k i n d of m a t e r i a l substance. This does not, however, 

e l i m i n a t e the p o s s i b i l i t y t h a t the s t o r y also embodies many 
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a d d i t i o n a l l a y e r s of meaning, the discovery of which could be 

a l i f e - l o n g process (page 18). 

2) The second p o i n t r e l a t e s t o Goldman's use of phrases such 

as 'metaphorical t r u t h ' and 'poetic t r u t h * (Goldman 1965: 

163). As pointed out e a r l i e r (pages 99/100), phrases of t h i s 

type r e i n f o r c e notions t h a t 'metaphoric t r u t h ' i s a 

d i s t i n c t i v e type of t r u t h , q u i t e d i f f e r e n t from non-nfitaphoric 

t r u t h which can be expressed i n 'matter of f a c t language' and 

i n t e r p r e t e d s e n s i b l y a t face-value. From t h i s p o s i t i o n i t i s 

not d i f f i c u l t t o see how the idea t h a t 'metaphoric t r u t h ' i s 

t h e r e f o r e vague, and consequently i n f e r i o r t o 'non-metaphoric 

t r u t h ' could a r i s e and i n f l u e n c e r e f l e c t i o n , values and 

perceptions o f knowledge which r e s u l t . From a p o s i t i v i s t 

focus, t h i s again would r a i s e the f a c t / o p i n i o n d i v i s i o n which 

was c e n t r a l t o confusions i n Goldman's work (pages 206/207). 

b) Goldman's Concern Regarding Children's Literalism, 

A concern c e n t r a l . t o Goldman's researches was h i s b e l i e f 

i n the l i m i t a t i o n s Imposed on c h i l d r e n ' s t h i n k i n g because of 

t h e i r apparent i n a b i l i t y t o i n t e r p r e t language i n any other 

way than the l i t e r a l . As shown above, f o r Goldman l i t e r a l 

i n t e r p r e t a t i o n s of s c r i p t u r e were f a l s e . For example, he 

describes how c h i l d r e n approaching eleven years of age 

perceived the d e v i l i n Jesus' Temptations as 'a fan t a s i s e d or 

conventionalised man, v i s i b l e and w i t h physical a t t r i b u t e s ' 

(1964: 172), w h i l s t p u p i l s approaching twelve years, ei g h t 
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months, perceived the d e v i l as 'a propensity w i t h i n every 

person' (1964: 174), and on t h i s basis argues f o r a growing 

s o p h i s t i c a t i o n i n thought as ' p u p i l s ' concepts leave 

anthropomorphisms behind' (1964: 173). 

The dogmatism of t h e o r i e s concerning B i b l i c a l i n t e r p ­

r e t a t i o n which dismiss such notions as the d e v i l being a 

v i s i b l e man was mentioned above (page 210). Goldman's 

researches are f u l l of s i m i l a r examples drawn from p u p i l s ' 

responses t o h i s questionnaires (1964: chapters f i v e , s i x , 

seven, e i g h t , nine, t e n eleven twelve and t h i r t e e n ) . The 

r e s u l t was f o r Goldman t o proclaim t h a t , on account of the 

' I j n m a t u r i t l e s which remain' d u r i n g the primary school years 

(1965: 29), i t was an 'impossible task t o teach the B i b l e as 

such t o c h i l d r e n much before adolescence' (1965: 8 ) . This was 

on account of i t being 'evident t h a t a basic, l i t e r a l i s t stage 

e x i s t s u n t i l about 12:11 c h r o n o l o g i c a l l y ' (1964: 242). 

Nevertheless, Goldman's t h e o r i e s are only v a l i d i f h i s 

assumptions are acceptable. These assumptions are: 

« That Pla g e t l a n theory was a v a l i d method of assessing 
i n t e l l e c t u a l development and a p p l i c a b l e t o educational 
contexts. 

* That childhood i s e s s e n t i a l l y concerned w i t h fantasy, and 
cha r a c t e r i s e d by romantic notions, such as innocence, 
naivety and a b a s i c a l l y 'endearing' a t t r a c t i v e n e s s 

(Goldman 1965: 34). 

« That l i t e r a l i n t e r p r e t a t i o n s of language are necessarily 
i n c o r r e c t . 

» That the B i b l e ' i s the documentation of a revealed r e l i g i o n 
and i s l a r g e l y d e s c r i p t i o n of how r e v e l a t i o n s of the 
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d i v i n e came t o men (Goldman 1964: 68). 

The f i r s t three p o i n t s have been r e f u t e d throughout 

e a r l i e r discussions (pages 69/71; 95/102). Regarding the 

f i n a l p o i n t concerning the nature of the Bible, i t i s by no 

means ne c e s s a r i l y acceptable t h a t d e f i n i t i o n s of the Bible 

should be r e s t r i c t e d i n t h i s way. For example, researches by 

Rohl (1995) I n d i c a t e a . f i r m h i s t o r i c a l base f o r much content 

of Old Testament m a t e r i a l , w h i l s t many aspects of New 

Testament m a t e r i a l . I n c l u d i n g evidence f o r the h i s t o r i c a l 

Jesus, have been i d e n t i f i e d as r e a l events i n h i s t o r y ( f o r 

example, F i l s o n 1964; Bornkamm 1973). 

Goldman's assertions concerning pre-adolescent c h i l d r e n ' s 

l i t e r a l i s m are dependent on h i s view t h a t the B i b l e i s 

e s s e n t i a l l y a p o e t i c , l i t e r a r y work. However, much the same 

could be s a i d about t r a d i t i o n a l f a i r y t a l e s , although here the 

l i t e r a l t r u t h , or otherwise, of the n a r r a t i v e s does not seem 

t o be important i n the search f o r meaning. As Bettelhelm 

pointed out, the way i n which l i t e r a t u r e i s e f f e c t i v e i n 

s t i m u l a t i n g thought and r e f l e c t i o n on experience i s c e n t r a l t o 

a gradual development of wisdom. On these grounds, even i f 

one agreed w i t h Goldman and denied the Bible any s t a t u s other 

than one of f i n e l i t e r a t u r e , I t s m u l t i p l e l a y e r s of meaning 

remain c e n t r a l t o i t s educational value, a poi n t which i s also 

t r u e t o other forms of l i t e r a t u r e : 

The conscious and unconscious associations which f a i r y 
t a l e s evoke i n the mind of the l i s t e n e r depend 
on h i s general frame of reference and h i s personal 
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preoccupations (Bettelheim 1991 e d i t i o n : 13). 

The reason f o r t h i s i s t h a t l i t e r a t u r e i s deeply embedded 

i n , and o r i g i n a t e s from, i n t e r p r e t a t i o n of l i f e ' s experiences. 

I t i s not the ac t u a l d e t a i l of the experiences which i s 

s i g n i f i c a n t but the deeper, emotional aspects which can be 

i l l u m i n a t i n g and i n f o r m a t i v e f o r those who f i n d them 

s t i i m j l a t i n g f o r r e f l e c t i o n . The ways i n which they are 

expressed or w r i t t e n w i l l n e arly c e r t a i n l y include the use of 

metaphor, both conventional and novel. The greater the extent 

novel metaphors are created t o communicate ideas and i n s i g h t s , 

the greater the need w i l l be f o r I n t e r p r e t a t i o n (page 116), 

Tracing the h i s t o r i c a l events which i n s p i r e d r e f l e c t i o n 

and study of the i n t e r p r e t a t i o n s given t o them transcends 

arguments concerning whether c e r t a i n m a t e r i a l i s f i g u r a t i v e or 

l i t e r a l . I t i s i n the search f o r meanings at a l l l e v e l s , 

i n c l u d i n g the l i t e r a l , and r e f l e c t i o n on the human 

i n t e r p r e t a t i o n s of h i s t o r i c a l experiences which lead t o the 

p u r s u i t of knowledge and the on-going development of values, 

7,06 Goldman i n Perspective: a C r i t i c a l Overview, 

a) Goldman was a pioneer f i g u r e i n researching r e l a t i o n s h i p s 

between psychology and c h i l d r e n ' s p o t e n t i a l f o r r e l a t i n g t o 

r e l i g i o n . Consequently i t i s h i s t h e o r i e s which have been of 

i n f l u e n c e upon Religious Education i n schools ( f o r example, 

see discussion i n Grimmitt 1973: 47), This can be noted from 

the f o l l o w i n g three widespread and i n f l u e n t i a l approaches t o 

Re l i g i o u s Education. 
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b) The Existential Approach: t h i s i s described by Grimiaitt 

(Grimmitt 1973: 52), whereby depth themes are constructed w i t h 

the aim of conceptual development by r e l a t i n g l e a r n i n g t o a l l 

the experiences of p u p i l s , both secular and r e l i g i o u s , since 

they are a l l s a i d t o c o n t r i b u t e t o a basis f o r r e l i g i o u s 

conceptual development. The s i m i l a r i t y of depth themes t o the 

l i f e themes of (kJldman has been remarked upon (Griimnitt 1973: 

54/55). Nevertheless, depth themes are described as being 

'purely secular', having the i n t e n t i o n of e x p l o r i n g and 

examining l i f e through f e e l i n g s , acts and experiences 

(Grimmitt 1973: 55). Again, preoccupation w i t h the a f f e c t i v e 

aspects of l e a r n i n g i s s t r i k i n g . P u pils are encouraged by 

these s t u d i e s t o develop t o l e r a n t a t t i t u d e s t o those of 

r e l i g i o u s persuasion. 

c) Phenomenology. As a movement, phenomenology, or the study 

of the p r a c t i c e of r e l i g i o n , can be perceived as being an 

attempt t o ensure Religious Education would be a respectable 

subject i n the school c u r r i c u l u m i n t h a t the subject was 

believed t o have been f r e e d by t h i s approach from v a l i d 

c r i t i c i s m s of being confessional: t h i s on account of 

phenomenologists 

s e t t i n g aside t h e i r preconceptions about r e a l i t y i n 
favour of an unbiased i n v e s t i g a t i o n , . , ' 

(Hay et a l 1990: 6 ) , 

The defensive nature of the whole conception o r i g i n a t e d 

w i t h i n the context of p o s i t i v i s m . The assumed ' o b j e c t i v i t y ' 
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of phenomenology seemed t o be guaranteed by n e u t r a l i t y , 

although t h i s l a t t e r concept was thoroughly analysed and shown 

t o be another form of confessionalism. I t was argued as being 

a l l the more s i n i s t e r i n t h a t i t purported t o be n e u t r a l 

(Hulmes 1979: 10). 

I f one accepts Hulmes' arguments, n e u t r a l i t y can be seen 

t o be a stance i n Religious Education which encourages 

agnosticism and strengthens a t t i t u d e s which develop i n t o 

secularism: n e u t r a l i t y thereby becomes another form of 

confessionalism. 

d) The Experiential Learning Movement: i t arose from notions 

t h a t r e l i g i o n o r i g i n a t e s from human experience. However, i t 

has been pointed out t h a t t h i s assuniptlon i s not necessarily 

borne out i n f a c t ; r e l i g i o n i s based on c e r t a i n t r u t h claims 

which are deeply held w i t h i n c u l t u r a l systems (Wright 1993: 

73/4). 

However, i n s i g h t s concerning such ' t r u t h s ' develop as a 

r e s u l t of experience and r e f l e c t i o n on i t . T r a d i t i o n i s the 

encapsulated experience of many people over centuries, but i f 

allowed t o become f o s s i l i z e d , perhaps because of o r i g i n a l 

forms of expression becoming superseded and t h e r e f o r e remote, 

the i n s i g h t s which could have been i l l u m i n a t i v e and h e l p f u l 

f o r a l l ages e a s i l y become l o s t . The necessity of helping 

p u p i l s examine c r i t i c a l l y i n s i g h t s of past times t o help them 

i l l u m i n a t e t h e i r understanding of c u r r e n t concerns i s a v i t a l 
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aspect of education. The p r o b a b i l i t y of the E x p e r i e n t i a l 

Learning movement achieving t h i s however seems d o u b t f u l , i f 

only because i t f a i l s t o r e l a t e t o genuine experiences and 

concerns of childhood. 

Teaching i n primary schools according t o the E x p e r i e n t i a l 

Learning approach has been s i g n i f i c a n t l y influenced by the 

work of Dr. David Hay (Hay et a l 1990). The approach has the 

i n t e n t i o n of engaging c h i l d r e n i n a c t i v i t i e s which serve t o 

provide o p p o r t u n i t i e s f o r s p i r i t u a l experience i n the 

classroom. A main o b j e c t i o n t o the E x p e r i e n t i a l Learning 

movement i s t h a t the a c t i v i t i e s which i t comprises f o l l o w set 

procedures and have pre-determined outcomes. This i s 

p a r t i c u l a r l y i n a p p r o p r i a t e f o r s p i r i t u a l development, which i s 

characterised by i t s Innate sense of freedom (John 3, v 8 ) . 

Although p u r p o r t i n g t o r e l a t e t o c h i l d r e n ' s experiences, the 

a c t i v i t i e s are d e l i b e r a t e l y s t r u c t u r e d w i t h i n set parameters 

and do not, i n f a c t , r e l a t e t o the deeper concerns of young 

people i n ways which are p o s i t i v e and info r m a t i v e f o r f u t u r e 

d e c i s i o n making and the development of values. 

A worrying f e a t u r e of the a c t i v i t i e s i s t h e i r propensity 

t o encourage I n t r o s p e c t i o n , o f t e n i n t o areas of c h i l d r e n ' s 

l i v e s which they are l i k e l y t o have gone t o considerable 

e f f o r t s t o conceal. For example, i n the Hatrioshka D o l l 

a c t i v i t y (Hay e t a l 1990: 99/101) c h i l d r e n are asked t o 

r e f l e c t on p r i v a t e , f a m i l y and f r i e n d s h i p aspects of t h e i r 
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l i v e s t o an extent which can be seen t o be an i n t r u s i o n of 

t h e i r privacy. The educational value of a c t i v i t i e s such as 

contained i n Hay's ma t e r i a l i s dubious, p a r t i c u l a r l y i n view 

of the negative outcomes which look l i k e l y . 

The approaches t o Religious Education o u t l i n e d above 

r e f l e c t the cl i m a t e of the times I n which they were developed. 

The E x i s t e n t i a l approach and Phenomenology developed from 

a t t i t u d e s formed w i t h i n p o s i t i v i s m ; the E x p e r i e n t i a l Learning 

movement arose from grovrtng concern about c h i l d r e n ' s 

s p i r i t u a l i t y and the d e s i r a b i l i t y of addressing t h e i r needs 

through education. However, none of the developments r e l a t e d 

t o c h i l d r e n ' s a c t u a l experiences and concerns, an area which 

had not been thoroughly I n v e s t i g a t e d . I n a d d i t i o n , the 

planning which was c e n t r a l t o them d i d not focus on the t r u e 

capacity of c h i l d r e n f o r using metaphorical language (5.02). 

A l l of the approaches share a c e n t r a l , and s i g n i f i c a n t 

flaw. This i s t h a t they f a i l e d t o recognise the I n d i v i d u a l i t y 

and p r o f u n d i t y of c r e a t i v e thought of many c h i l d r e n . The 

ideas of Rousseau, expressed d u r i n g the eighteenth century, 

have r e t a i n e d an a s t o n i s h i n g l y powerful i n f l u e n c e on opinion, 

and t h i s had been un i t e d , even more a s t o n i s h i n g l y , w i t h a 

search f o r the ' f a c t s * of how c h i l d r e n attempted t o make sense 

of t h e i r l i v e s . Thus the study of childhood had u n i t e d two 

movements. Romanticism and Rationalism, although the former 

had o r i g i n a t e d from o p p o s i t i o n t o the l a t t e r (page 53). 
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The narrowness o f t h i s p o s i t i o n i s dangerous generally, 

but f o r education s p e c i f i c a l l y since I t denies the v a l i d i t y of 

the uniqueness of the i n d i v i d u a l . Thus, a l l c h i l d r e n were 

assumed t o f o l l o w set p a t t e r n s of development (stages of 

i n t e l l e c t u a l growth), characterised by associated i n t e l l e c t u a l 

i n a b i l i t i e s which were s a i d not t o disappear u n t i l 

'maturation*. This p a r t i c u l a r theory, when mistakenly assumed 

t o be a f a c t of l e a r n i n g , q u i c k l y became a dogma I t s e l f . 

The narrowness of Goldman's researches has been i n v e s t ­

i g a t e d i n t h i s chapter, i n c l u d i n g h i s perceptions of r e l i g i o n , 

the nature of childhood and h i s r e s t r i c t e d perceptions of the 

i n t r i c a c i e s of language. His work was found t o be confused 

throughout, f o r example by f a l l i n g t o d i s t i n g u i s h between 

achievement and p o t e n t i a l and the presentation of a view of 

childhood which was f i r m l y based I n romantic notions which led 

him t o misunderstand c h i l d r e n ' s innate c r e a t i v e capacity and 

i t s educational value. This l e d t o the conclusion t h a t h i s 

work should no longer be considered as i n f o r m a t i v e research 

when planning approaches t o Religious Education i n the primary 

school. 

7.07 Ri iTt in iary . 

The narrow parameters w i t h i n which Goldman conducted h i s 

researches i n the f i e l d of r e l i g i o u s education are evident 

throughout h i s work. His assumptions concerning the apparent 

innocence and i n t e l l e c t u a l i n c a p a c i t i e s of childhood are 
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reminiscent of those of Rousseau, w h i l s t the psychology of 

Plaget provided what was assumed t o be a ' f a c t u a l ' framework 

according t o which i n t e l l e c t u a l developnent could be 

q u a n t i f i e d and presented. Accordingly, both the I n t e r v i e w 

techniques used f o r the data c o l l e c t i o n and the manner of the 

data p r e s e n t a t i o n r e f l e c t e d the Plagetlan mode. Overall h i s 

researches, although disguised by e m p i r i c a l method, are 

r e f l e c t i v e of the romantic view of childhood which pervades 

the w r i t i n g of Rousseau (1979 e d i t i o n ) and the work of Piaget 

(Clark 1995: 83). 

One of the underlying assumptions, which was so c e n t r a l 

t o h i s approach, concerned the apparent ' f a c t ' t h a t only post-

adolescent people were able t o engage i n r a t i o n a l , a n a l y t i c a l 

thought and use s o p h i s t i c a t e d language. Goldman expressed 

t h i s view as f o l l o w s : 

For c h i l d r e n before 10 years o l d or l a t e r maturational 
development has not a r r i v e d a t the p o i n t where the 
complexity of t h i n k i n g demanded by r e l i g i o n can be 
coped w i t h at a s a t i s f a c t o r y I n t e l l e c t u a l l e v e l (1964: 

23). 

I n the case of r e l i g i o u s t h i n k i n g , 'a s a t i s f a c t o r y l e v e l ' 

i m p l i e d the a b i l i t y t o I n t e r p r e t ' f i g u r a t i v e ' language, by 

which was meant novel metaphors. 

T h e o r e t i c a l l y , the researches were found t o be confused 

and p o t e n t i a l l y damaging, both i n research methodolgy and the 

f a c t t h a t they were s t r u c t u r e d according t o pre-determined 

outcomes. 
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The f o l l o w i n g two chapters of t h i s t h e s i s i n v e s t i g a t e the 

claims of Goldman concerning c h i l d r e n ' s i n t e l l e c t u a l capacity 

f o r understanding r e l i g i o n , and comprise data c o l l e c t e d from 

the c h i l d informants as a r e s u l t of classroom work on B i b l i c a l 

w r i t i n g s produced over a period of three months. 



222 

CHAPTER EIGHT 

DATA PRESENTATION: THE USE OF METAPHOR IN RELIGION: 
CHILDREN'S INTERPRETATIVE ABILITY. 

8.00 introductloR. 

This chapter presents data c o l l e c t e d during the course 

of teaching the t e n year o l d Informants. I t was designed t o 

enquire i n t o the c l a l n e of Goldman t h a t c h i l d r e n of t h i s age were 

unable t o understand 'the complexity of t h i n k i n g demanded by 

r e l i g i o n ' (Goldmn 1964: 23) on account of l i t e r a l i s t 

i n t e r p r e t a t i o n s of f i g u r a t i v e language p e r s i s t i n g u n t i l they were 

'at l e a s t twelve years, eleven months of age' (Goldman 1964: 

242). 

8.01 T h e o r e t i c a l Background t o the Data C o l l e c t i o n . 

The data were c o l l e c t e d as a r e s u l t of the f i n a l section of 

the cross-curriculum p r o j e c t (page 52) which focused p a r t i c u l a r l y 

on the teaching of novel metaphor (chapter s i x ) . 

In the previous chapter the researches and t h e o r i e s of 

Goldman were examined c r i t i c a l l y . This was done by r e l a t i n g them 

t o Piagetlan psychology and the i n t e l l e c t u a l movements which had 

been I n f l u e n t i a l f o r both. 

Like t h a t of Plaget, Goldman's perception of childhood was 

shown t o resemble the romantic notions of Rousseau (1979 e d i t i o n ) 

w h i l s t h i s understanding of metaphor, l i k e t h a t of Plaget, had 

developed from t r a d i t i o n s formed w i t h i n the r e s t r i c t e d parameters 

of p o s i t i v i s m , p a r t i c u l a r l y as found i n the w r i t i n g s of Locke 
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(quoted Soskice 1989: 12/13) and Hobbes (quoted Bronowskl and 

Mazllsh 1970: 235). 

The r e s u l t was t o assert pre-adolescent c h i l d r e n ' s capacity 

f o r d e a l i n g w i t h complex uses of language t o be considerably more 

r e s t r i c t e d than f o r m e r l y recognised. 

I t was s t a t e d i n the Plowden Report t h a t 'the Bible i s 

n e i t h e r a work of science nor of h i s t o r y ' (1967: 208). This 

c o n t r o v e r s i a l view i s c e n t r a l t o Goldman's researches. 

A d d i t i o n a l l y , he considered i t t o be a 'fact' t h a t the Bible 

comprised 'more (the) language of poetry than matter of f a c t 

language' (Goldman 1965: 33) and since a 'basic l l t e r a l i s t stage 

e x i s t s u n t i l about 12:11 years' (1964: 242) he asserted t h a t 

much of the B i b l e must be introduced a t a 
l a t e r date when (the c h i l d ) i s capable of dealing w i t h i t 

i n p o e t i c r a t h e r than I n l i t e r a l terms (1964: 230). 

However, I t was shown e a r l i e r (5.02) t h a t conventional metaphor 

comprised a s i g n i f i c a n t p a r t of the everyday language used by the 

informants. The l i t e r a l i s m claimed f o r them by (joldraan~-<^ould not, 

t h e r e f o r e , be so pervasJLve as^^^e belle^ved. I n a d d i t i o n i f , as 
s t a t e d by Lakoff: 

Poetic metaphor, i s , f o r the most p a r t , an extension of 
our everyday, conventional system (1993: 246) 

the a b i l i t y of the c h i l d Informants f o r l e a r n i n g t o create and 

i n t e r p r e t novel metaphors could w e l l have been much more w i t h i n 

t h e i r c a p a c i t y than understood by Goldman. This was because the 
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foundations t o do so had been l a i d g radually by e a r l y language 

experiences (Ashton 1994a). 

I t has been I l l u s t r a t e d how conceptual networks of a 

metaphorical character are s i g n i f i c a n t f o r l e a r n i n g as new pheno­

mena are absorbed w i t h i n e x i s l t l n g s t r u c t u r e s (pages 105/114). 

This theory seemed t o be a t variance w i t h t h a t of Donaldson 

(1978: 123/4), who i d e n t i f i e d two separate l e a r n i n g modes, 

' s o c i a l l y embedded l e a r n i n g ' and 'disembedded le a r n i n g ' , 

t h e r e f o r e , the data a n a l y s i s was used t o i n v e s t i g a t e t h i s theory. 

Accordingly, lessons were planned w i t h the purpose of 

c o l l e c t i n g data, the a n a l y s i s and i n t e r p r e t a t i o n of which would 

all o w assessments t o be made of: 

a) the c h i l d r e n ' s a b i l i t y t o engage w i t h p i c t o r i a l symbols (as a 
pr e l i m i n a r y a c t i v i t y t o engagement w i t h 'word symbols') and 
poetic, novel metaphors i n a r e l i g i o u s context; 

b) t o examine the theory of Donaldson (1978: 123/124) t h a t there 
e x i s t two d i s t i n c t types of learning . 

The importance of young people being taught not only how t o 

create t h e i r own r e l i g i o u s metaphors but also t o I n t e r p r e t those 

used I n world r e l i g i o n s has been remarked upon (Wright 1996: 

167). The purpose of t h i s and the f o l l o w i n g chapter i s t o 

e s t a b l i s h t h e i r c a p a c i t y f o r l e a r n i n g how t o do both. 

8.02 Pftta Analysis; ChJ-Xdr^n's Drawings. 

The f i r s t a c t i v i t y i n v o l v e d the c h i l d r e n i n using 

symbols t o communicate t h e i r ideas about characters i n t h e i r 

drawings of B i b l e s t o r i e s . Later, t h e i r a b i l i t y t o engage I n a 
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s i m i l a r way w i t h novel metaphor was t o be i n v e s t i g a t e d ( f o l l o w i n g 

s e c t i o n s of t h i s chapter and chapter t e n ) . The aim of the 

a c t i v i t y was t o assess t h e i r a b i l i t y t o 'decentre', or perceive a 

s i t u a t i o n outside of t h e i r own everyday l i v e s , an a b i l i t y denied 

t o them by Piaget (Donaldson 1978: 40/50). 

Several weeks before t h i s p a r t i c u l a r data c o l l e c t i o n , the 

c h i l d r e n had s t u d i e d the s t o r i e s of Hoses and of Joseph and His 

Brothers from the Judeo-Christian t r a d i t i o n . I reminded the 

c h i l d r e n about these s t o r i e s , and suggested t h a t they might l i k e 

t o draw p i c t u r e s of them, showing what kind of people were i n the 

s t o r y . Could they t h i n k of ways i n which the a r t i s t could show 

people what was going on i n s i d e the minds of the characters? 

The f o l l o w i n g are examples of the work produced, and represent a 

cross s e c t i o n of work ranging from simple ideas t o profound. 

» Sarah (Appendix C [ a l ) . 

A p i c t u r e of Joseph being dragged away by the slave-traders 

was produced. A camel w a i t s I n the background, w h i l s t a slave-

t r a d e r drags Joseph, who i s t i e d by the w r i s t s , across the sand. 

I discussed t h e p i c t u r e w i t h the c h i l d , asking her why she had 

chosen the various symbols shown i n the s t o r y and a t t r i b u t e d them 

t o the two f i g u r e s . These are her responses. 

The Key. The c h i l d r e n had been taught about the use of keys i n 

Geography lessons, and the idea i s reproduced here. The symbol 

of good i s shown as a sun: I was t o l d t h i s was because the sun i s 

a k i n d of l i g h t , and I t jnakes you f e e l happy. Conversely, e v i l 
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i s shown t o be a black cloud, w i t h thunder coming from i t : 

thunder i s f r i g h t e n i n g and ugly. 

Joseph: he had not done anything r e a l l y wrong - he had only 

'shown o f f , and yet h i s brothers had t r e a t e d him very badly. 

Even when t o r t u r e d l i k e t h i s , he d i d not f i g h t and scream. The 

c h i l d t o l d me t h a t as the s t o r y proceeds you f i n d out Joseph had 

l e a r n t t o use h i s b r a i n t o help himself. 

The s l a v e - t r a d e r : he was symbolised as being completely e v i l : i t 

was vjrong t o buy and s e l l people as though they were potatoes: 

the man had t o make a l i v i n g , but t h i s was a wrong way t o do i t 

because i t was very c r u e l . The c h i l d t o l d me t h a t what happened 

t o Joseph, being taken away from h i s home t o l i v e among 

strangers, was the k i n d of t h i n g she would bate t o happen t o 

h e r s e l f . 

C l a i r e (Appendix C Cbl). 

This c h i l d chose t o draw a p i c t u r e of Moses as a baby i n the 

bulrushes w i t h the princess coming t o f i n d him. The s o l d i e r s of 

the pharaoh are shown i n the background, approaching the River 

N i l e . She explained t o me t h a t she had 'made up' her own symbols 

t o show what the people were l i k e i n s i d e . The explanations 

f o l l o w . 

The Princess: the c h i l d believed the princess t o have been kind 

and good because she had saved Moses' l i f e : t h i s had been a very 

dangerous t h i n g t o do but she had been very brave. She went on 

t o say t h a t she h e r s e l f loved flowers; they were c h e e r f u l , j u s t 
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l i k e the princess, so she used them as a symbol of the goodness 

of the princess. 

The Baby Moses: he, too, was symbolised by flowers because, as a 

t i n y baby, he couldn't have done anything wrong. She sa i d t h a t 

babies were l o v e l y , and brought happiness t o t h e i r family. 

The Sol d i e r s : they were deemed t o be wicked because i t was so 

h o r r i b l e t o k i l l l i t t l e h e l p l e s s babies. She used guns and 

swords t o symbolise the c r u e l t y involved w i t h being a s o l d i e r and 

having t o obey wicked orders. 

James (Appendix C E d ) . 

This c h i l d produced a p i c t u r e t o i l l u s t r a t e the d i f f i c u l t i e s 

faced by the characters i n the s t o r y of Moses and the Bulrushes. 

I was unable t o i n t e r p r e t h i s ideas f u l l y , and so discussed the 

drawing w i t h him. This i s how he explained i t : 

The key: t h i s was the explanation of the symbols which he had 

used above each of the people i n the p i c t u r e , t o help me 

understand 'what they were l i k e ' . When applied t o them, t h i s i s 

the p i c t u r e which emerged. 

The Pharaoh; he i s shown as 'very bad': the c h i l d also mentioned 

the symbol was useful i n d e p i c t i n g an Egyptian head-dress. He 

explained t h a t the Paraoh was 'very bad' because he was i n the 

act of drowning a baby i n the River N i l e : t h i s was wrong because 

the baby was innocent. Accordingly, the baby held by the Pharaoh 

above the waters had above i t the s i g n 'very good': i t had not 

done anything wrong. 
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The Mother of Moses: she i s shown as being a mixture of 'good 

and bad'. The c h i l d explained the 'good' r e l a t e d t o the f a c t 

t h a t she was t r y i n g t o save her c h i l d , and had thought of a good 

idea, w h i l s t the 'bad' r e f e r r e d t o the great worry she was 

s u f f e r i n g , and which should never have developed. The baby Moses 

i s a mixture of 'good' and 'bad'. I was puzzled by t h i s , and 

asked how Moses was bad: how could a small baby have done 

anything wrong? The c h i l d explained t h a t was the 'good' part of 

him: the bad r e f e r r e d , not t o anything ' i n the baby', but t o the 

f a c t t h a t he was i n great danger: t h a t was the nature of the 

'bad' which he perceived. 

The princess: she was 'good' because, when she found the baby 

l a t e r , hidden i n the bulrushes, she adopted him and allowed h i s 

r e a l mother t o look a f t e r him i n the palace without r e p o r t i n g 

what she had found. The kindness of the princess, the c h i l d t o l d 

me, proved t h a t she was a l t o g e t h e r honest and good. 

Of p a r t i c u l a r s i g n i f i c a n c e i s the way i n which the c h i l d 

conceived of good and e v i l : he seemed t o believe t h a t both are 

forces which can e x i s t independently of people but which w i l l 

'take you over' i f they get a chance. This i s how he understood 

the baby Moses: f o r example: the 'bad' which was threatening h i s 

l i f e was q u i t e separate from h i s mind and body, but was 

nonetheless r e a l enough. When I asked him i f 'bad' and 'good' 

were r e a l , he r e p l i e d t h a t you can t e l l they are r e a l because 'of 

what the people do' when they have been 'caught' by them. 



229 

8.03 Patft Interpretatton; Children's Prawingg. 

A l l three c h i l d r e n whose work has been analysed showed the 

a b i l i t y t o both f e e l empathy f o r the characters i n the s t o r y 

(Appendix C ( a ) . I n a d d i t i o n , and most importantly, they were 

also able t o make Judgements of t h e i r behaviour and motivation 

and were able t o d e p i c t t h e i r ideas i n signs derived from the 

metaphors und e r l y i n g t h e i r conceptual development. They were 

able t o do t h i s , even though the s t o r i e s were remote from t h e i r 

experiences both h i s t o r i c a l l y and geographically because of the 

f o l l o w i n g reasons: 

* The s t r u c t u r e s of the s t o r i e s were based on f a m i l i a r 

p a t t e r n s and r e l a t i o n s h i p s ; danger, aggression, 

kindness, t h r e a t s t o s e c u r i t y . 

• The s t o r i e s could be i n t e r p r e t e d according t o f a m i l i a r 

metaphors, and they provided examples of t h e i r success: 

f o r example, f o r both Moses and Joseph decisions made 

were instrumental i n ensuring progress on the Journey of 

L i f e would be p o s i t i v e because of t h e i r success i n 

overcoming p o t e n t i a l l y damaging obstacles t o progress 

such as kidnap, f e a r , c r u e l t y , Jealousy and b e t r a y a l . 

This i n d i c a t e d f o r them the continuing support of God. 

Negative aspects of the events of the s t o r i e s were melo­

dramatic examples of t h i n g s the c h i l d r e n feared, even 

subconsciously, i n t h e i r own l i v e s . For t h i s reason, 

they could r e l a t e t o them i n depth. 
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* The depth of r e f l e c t i o n of which each c h i l d was 

capable varied: t h i s , however, had nothing t o do w i t h 

the 'stage' he had reached as t h e o r i e s of Goldman would 

i n d i c a t e . I t happened t o be a f a c t t h a t the c h i l d whose 

work was p a r t i c u l a r l y profound (Janes) was the youngest 

c h i l d i n the class. The l e v e l s of r e f l e c t i o n given t o 

any p a r t i c u l a r task vary enormously, and depend upon 

many v a r i a b l e s , such as who the c h i l d i s s i t t i n g near, 

how the c h i l d i s f e e l i n g at t h a t p a r t i c u l a r time, 

the extent t o which the task has appealed t o past 

experiences and been found capable of i l l u m i n a t i n g them. 

These f i n d i n g s lead t o s i g n i f i c a n t conclusions concerning the 

t h e o r i e s of Goldman (1964; 1965) and Donaldson (1978). 

a) When Goldman questioned c h i l d r e n about Moses and the Burning 

Bush (Goldman 1964: 104/107) he I n t e r p r e t e d h i s f i n d i n g s by 

concluding t h a t I n t e r e s t I n the p h y s i c a l , e x t e r n a l d e t a i l s of the 

s t o r y were dominant f o r the informants' i n t e r e s t u n t i l at l e a s t 

eleven years of age. I t was only among the 'older and more able 

p u p i l s ' when I n s i g h t s concerning ' s p i r i t u a l encounter w i t h t r u t h ' 

were found t o emerge. As Goldman's research was undertaken w i t h 

p u p i l s between the ages of f i v e and seventeen years, 'older 

p u p i l s ' apparently r e f e r s t o those at the upper end of t h i s age 

range. 

The data i n t e r p r e t a t i o n o u t l i n e d above c o n t r a s t s 

considerably w i t h Goldman's a s s e r t i o n . I n a l l cases, the 
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i n t e r e s t s of the c h i l d r e n as they I l l u s t r a t e d t h e i r chosen s t o r y 

focused on moral aspects of good and e v i l which they were able t o 

perceive i n gradations. These judgements were not confined t o 

the r e s u l t s of the conduct displayed, but t o i t s a c t u a l 

motivation. For example, C l a i r e depicted the bravery of the 

princess i n attempting t o save Moses by h i d i n g him i n the 

bulrushes as 'very brave' because of the dangerous s i t u a t i o n , 

even though the outcome of her a c t i o n was not known a t t h a t 

p o i n t . The e v i l of the Pharaoh was synonomous f o r James wi t h h i s 

d e c i s i o n t o k i l l the male babies because of babies' innocence. 

I n c o n t r a s t t o CJoldman's f i n d i n g s , the work of the informants was 

e x c l u s i v e l y concerned w i t h behaviour, i t s m o t i v a t i o n and e f f e c t s 

upon I n d i v i d u a l s . I t i s very l i k e l y t h a t Goldman's. data 

r e f l e c t e d the l e v e l s of understanding he o u t l i n e s because, as 

Howkins (1966: 12/13) s t a t e s , the n a r r a t i v e s which he chose 

emphasized the extraordinary I n the course of the ex p o s i t i o n , and 

i t was hardly s u r p r i s i n g t h a t the informants focused on t h i s i n 

t h e i r responses. Owing t o t h e i r I n a b i l i t y t o engage w i t h novel 

metaphor on account of not having been taught i t s use, i t was 

extremely u n l i k e l y they could have responded i n any other way but 

t h a t of crude anthropomorphism. 

A s i m i l a r p a t t e r n emerges i f Goldman's conclusions 

concerning informants' responses t o questions concerning the 

phys i c a l events of the Dead Sea Crossing are considered. Goldman 

discusses how the ' l i t e r a l i s m ' of the c h i l d r e n caused them t o 
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account f o r the events i n terms of magic. This i s contrasted 

w i t h the ' n o n - a r t l f i c l a l i s m where n a t u r a l l o g i c a l - s c i e n t i f i c 

t h i n k i n g i s found by the c h i l d t o be the only s a t i s f a c t o r y 

explanation', a stage i d e n t i f i e d by Goldman, i n so f a r as 

r e l i g i o u s thought i s concerned, as not s t a r t i n g before the mid-

teens (Goldman 1964: 114). He stated: 

This process of l i t e r a l i s m seems t o continue f a r too long 
f o r the healthy r e l i g i o u s development of young people 

(1964: 115). 

However, when the informants were i l l u s t r a t i n g the s t o r y of Moses 

and the Bulrushes there was never any i n t e r e s t shown whatsoever 

i n physical considerations, f o r example, whether the basket could 

have sunk or s a i l e d o f f down the River N i l e . Concern was focused 

completely on evaluations of human motivation and i t s outcome f o r 

other people. The miraculous elements of the s t o r i e s chosen by 

Goldman f o r h i s research, and the questions he asked concerning 

them were, as he stated, chosen because of t h e i r conduciveness t o 

Plagetian t e s t i n g techniques (Goldman 1964: 51). 

The s e l e c t i o n of B i b l i c a l m a t e r i a l , I f concerned w i t h 

education, must be done w i t h i n appropriate contexts which are 

r e l a t e d t o the educational needs of p u p i l s , i n the case of t h i s 

research w i t h t h e i r developing sense of sympathy and empathy f o r 

the p l i g h t of others. The grave e r r o r apparently made by 

Goldman concerns the m o t i v a t i o n of h i s research: he was r e a l l y 

t e s t i n g the t e s t i n g techniques of Piaget, and the o r i g i n a l i t y of 

h i s work l a y only i n t h a t he was the f i r s t researcher t o apply 
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the t h e o r i e s t o the f i e l d of Religious Education (Goldman 1964: 

51). 

The research i n t e r p r e t a t i o n presented above does not f i n d 

any reason t o concur w i t h Goldman's assertions, namely t h a t ' i t 

i s an Impossible task t o teach the B i b l e as such t o c h i l d r e n much 

before adolescence' (Goldman 1965: 8 ) . 

Of p a r t i c u l a r importance f o r the successful completion of 

the task was t h a t , i n t h i s p a r t i c u l a r instance, the c h i l d r e n were 

given choice concerning which p a r t i c u l a r s e c t i o n of which s t o r y 

each i n d i v i d u a l would s e l e c t f o r i l l u s t r a t i o n . This enabled the 

c h i l d r e n not only t o take some personal r e s p o n s i b i l i t y f o r t h e i r 

work, but also ensured t h a t each c h i l d had an opportunity t o 

s e l e c t a p a r t i c u l a r focus which was personally appropriate, 

b) Donaldson describes how changing the context of a t e s t i n 

order t o help c h i l d r e n r e l a t e i t s d e t a i l t o t h e i r own everyday 

l i v e s caused them t o increase t h e i r l e v e l s of success 

s i g n i f i c a n t l y (1978: 22/24). She used t h i s example as a means of 

developing her theory of "embedded l e a r n i n g " and "disembedded 

l e a r n i n g " , t h a t i s , l e a r n i n g which i s based on everyday, f a m i l i a r 

events and circumstances - "embedded l e a r n i n g " - i n contrast t o 

l e a r n i n g which i s unrelated t o f a m i l i a r contexts - "disembedded 

l e a r n i n g ' - and s t a t e d t h a t o f f i c i a l education required the 

l a t t e r , which presented so many d i f f i c u l t i e s t o most people 

(1978: 123/4). 
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However, the informants were able t o r e l a t e successfully t o 

events c e r t a i n l y outside of t h e i r d a i l y experience: i n f a n t i c i d e , 

s l a v e r y and kidnap. The p o i n t being emphasized i s t h a t the 

c h i l d r e n had l i t t l e d i f f i c u l t y i n using t h e i r s o c i a l l y 'embedded' 

thought (concepts of danger and negative motivation) i n 

pe r c e i v i n g and empathizing w i t h t h r e a t s t o safety, d e t a i l s of 

which were considerably outside of t h e i r experiences both 

geographically and h i s t o r i c a l l y . Yet i n Donaldson's example they 

were unable t o describe a mountain view from any p o s i t i o n but 

t h e i r own around a t a b l e , although i n the r e s t r u c t u r e d a c t i v i t y 

t h e i r a b i l i t y t o hide a d o l l among a network of w a l l s was sound. 

Donaldson's theory i s t h a t mountains and views were outside 

of t h e i r d a i l y experience: they d i d not 'make human sense' t o 

them, and yet as s t a t e d above slavery, kidnap and i n f a n t i c i d e 

were not w i t h i n t h e i r experiences e i t h e r , but they were able t o 

empathise w i t h v i c t i m s of a l l three. 

I t would seem t h a t i t i s not the actual d e t a i l of the 

experiences which are important, but the emotions connected w i t h 

them: the c h i l d r e n ' s l i v e s were f u l l of emotional trauma 

(Appendices A and B) and they were able t o extend these 

experiences i n e f f o r t s t o sympathise w i t h the B i b l c a l characters. 

Hountain views are impersonal, but h i d i n g from a policeman i s 

not: the r e s u l t was t h a t the c h i l d r e n could i d e n t i f y w i t h the 

l a t t e r a c t i v i t y , but not the former. (Donaldson 1978: 21). 

I n the words of Bettelheim: 
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The conscious and unconscious associations which 
... s t o r i e s evoke i n the mind of the l i s t e n e r depend 
on h i s general frame of reference and h i s personal pre­
occupations (Bettelheim 1991 e d i t i o n : 13). 

In other words, what i s important f o r successful learning i s 

the a b i l i t y t o extend e x i s t i n g networks t o new experiences, and 

t o absorb the l a t t e r w i t h i n them. I n t h i s way, l e a r n i n g i s 

completely interconnected: two modes of t h i n k i n g ( s o c i a l l y 

embedded and disembedded) do not r e a l l y operate. What seems t o 

happen i s t h a t c e r t a i n i n d i v i d u a l s develop greater f a c i l i t y t o 

perceive r e l a t i o n s h i p s and p a t t e r n s between f a m i l i a r and new, 

and t h e r e f o r e become enabled t o develop e x i s t i n g conceptual 

networks more exten s i v e l y . Developing c h i l d r e n ' s a b i l i t y t o 

engage w i t h novel metaphor, t h e r e f o r e , c o n t r i b u t e s s i g n i f i c a n t l y 

t o sharpening perception and deepening s e n s i t i v i t y generally 

(Spurgeon 1993 e d i t i o n : 5/7). 

The research o u t l i n e d above i n d i c a t e s t h a t i t i s moral 

principles, and emotions which become associated w i t h them, such 

as t h r e a t s being made t o personal s e c u r i t y , which f i t i n t o 

e x i s t i n g conceptual networks, and t h a t the i n s i g h t s which r e s u l t 

can be both conceptualized metaphorically and communicated i n a 

s i m i l a r way. 

c) The f o l l o w i n g responses are made t o the p o i n t s r a i s e d at the 

beginning of the chapter: 

1) Evidence was not found t o support the t h e o r i e s of Goldman 
(1964; 1965) t h a t the t h i n k i n g of pre-adolescent c h i l d r e n i s 
confined w i t h i n l i t e r a l i s m . Conversely, i f taught using material 
of an appropriate type ( t h a t i s , which could be absorbed w i t h i n 
e x i s t i n g conceptual networks) the informants were able t o express 
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deep i n s i g h t and empathy towards the p l i g h t of B i b l i c a l 
character. A d d i t i o n a l l y , l i t e r a l i n t e r p r e t a t i o n s of B i b l i c a l 
m a t e r i a l are not ne c e s s a r i l y i n c o r r e c t , but instead can comprise 
e a r l y responses t o profound, t h e o l o g i c a l i n s i g h t s which teaching 
can develop beyond these i n i t i a l stages; 
i i ) r a t h e r than f i n d i n g support f o r t h e o r i e s of Donaldson (1978) 
concerning the existence of two d i s t i n c t l e a r n i n g modes, the 
evidence suggested t h a t what she s i g n i f i e s as "disembedded 
l e a r n i n g " r e a l l y comprises extended conceptual networks which, 
r a t h e r than being d i s t i n c t from "embedded" lea r n i n g , incorporate 
both. Embedded l e a r n i n g comprises networks f o r thought which 
have not developed beyond elementary phases. 

8.04 Data Analysis: Children I n t e r p r e t i n g B i b l i c a l Narratives, 

a) The Blind Man: an Analytic Activity (Appendix C CbJ). 

Whilst the c h i l d r e n had been able t o formulate and a r r i v e a t 

Judgements and express them p i c t o r i a l l y , I wished t o discover I f 

they were able t o apply t h e i r a b i l i t y t o use novel metaphor i n 

I n t e r p r e t l o n s of w r i t t e n m a t e r i a l from the Bible. 

The c h i l d r e n were i n v i t e d t o seat themselves according t o 

f r i e n d s h i p groups, and each group was given the t e x t of Mark 8, v 

22/25: 

They came t o a v i l l a g e where some people brought a b l i n d 
man t o Jesus and begged him t o touch him. Jesus took the 
b l i n d man by the hand and le d him out of the v i l l a g e . 
A f t e r s p i t t i n g I n t o h i s hand, Jesus rubbed h i s hands 
onto the b l i n d man's eyes and asked him i f he could see 
anything. 
The man look up and s a i d "Yes, I can see people, but they 
look l i k e t r e e s walking about". 
Jesus again placed h i s hands over the man's eyes. This 
time the man stared, h i s s i g h t returned and he saw every­
t h i n g c l e a r l y . 
Jesus sent him home, saying "Don't go back i n t o the 
v i l l a g e " . 

The p r i n c i p l e s according t o which the parable was 

constructed included compassion, s i m p l i c i t y , and kindness: these 

are values which were a t t r a c t i v e t o the c h i l d r e n because of t h e i r 
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personal f a m i l i a r i t y (page 134). I t was f o r t h i s reason the 

n a r r a t i v e was chosen as being appropriate. 

Vhen Goldman (1964: Appendix A) questioned c h i l d r e n 

concerning B i b l i c a l m a t e r i a l , they were required t o answer set 

questions about B i b l e s t o r i e s : 

which had been chosen because the discussion of each 
question w i t h each c h i l d revealed the p o s s i b i l i t i e s of 
checking the c h i l d ' s mode of t h i n k i n g by Piagetlan 
techniques (Goldman 1964: 51).. 

Because of the importance of a) the appropriateness of the 

n a r r a t i v e s f o r the c h i l d r e n and b) the importance of context, I 

selected the B i b l i c a l n a r r a t i v e s according t o t h e i r emotional 

content (8.03). 

The f o l l o w i n g s c r i p t s r e s u l t e d from the c h i l d r e n ' s 

discussions when asked t o w r i t e what they thought the s t o r y might 

mean: 

1. We t h i n k t h a t the s t o r y means t h a t Jesus can cure a l l 
e v i l or darkness and b r i n g l i g h t and goodness. I t h i n k 
the s t o r y i s about Jesus' power. 

(Jennie, Andrew and Margaret). 

2. The s t o r y i s about the b l i n d man who wanted h i s eye s i g h t 
back and the s t o r y says how Jesus d i d I t . Jesus d i d i t 
by s p i t t i n g i n h i s hand and rubbing i t on h i s face. At 
f i r s t the man saw walking t r e e s then he saw c l e a r l y . 
The s t o r y means t h a t you can help people l i k e Jesus helped 
the b l i n d man - t h a t I s , people who cannot help 
themselves (Craig and Sarah). 

3. The s t o r y i s about a man who was b l i n d but Jesus cured 
him. The s t o r y i s a metaphor about healing people. 

(Brian, Simon and. K a r l ) . 

4. The s t o r y i s about helping people and being kind. Also 
Jesus being kin d , helping o l d people and t h e i r f e e l i n g s 
and also making them f e e l thankfulness t o one another. 
The s t o r y t e l l s us about Jesus always helping people 
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from near and f a r . Jesus also helps s i c k people and 
and animals by g i v i n g them help and also t h i n k i n g of 
God's power. The man who I s b l i n d was i n deurkness then 
he went i n t o l i g h t . I t i s also about not understanding. 

(Linda, James and David). 

5. I t h i n k the s t o r y i s about l i g h t and good because Jesus 
helped the b l i n d man t o see again by rubbing h i s eyes. 
I t h i n k i t means he l p i n g and being k i n d because Jesus 
i s a s i g n of good (Andrea and Tom). 

6. The s t o r y i s about kindness and how Jesus helped people 
even I f they were.blind. He could make them see again. 
I t i s also about happiness when the man could see again. 
The s t o r y means t h a t Jesus i s kin d t o people who come 
from f a r and near. Jesus i s a sign of good and so i s the 
b l i n d ]Dan (Paul, Lisa and John). 

Among the various I n t e r p r e t a t i o n s of t h i s parable which are 

possible are: 

1) Jesus r e a l l y d i d cure the b l i n d man, r e s u l t i n g i n 
the cure of h i s physi c a l blindness: he could see. 

2) Jesus d i d not cure the physi c a l blindness; 
the parable I l l u s t r a t e s , by the use of extended 
metaphor, the r e l i g i o u s teaching t h a t Jesus would 
help people understand God's purpose and by doing so 
increase the q u a l i t y of t h e i r l i v e s . 

3) Jesus r e a l l y d i d e f f e c t a physical cure of the 
man's blindness, and t h i s a c t u a l event became an 
extended metaphor f o r the Early Church i n t h e i r 
e f f o r t s t o i n t e r p r e t the l i f e of t h e i r Master. 
(Jeremlas 1971: 86; 89; 90). 

As a n a l y s i s of the c h i l d r e n ' s ideas shows, t h e i r responses 

f a l l w i t h i n the i n t e r p r e t a t i o n s suggested above. 

As the f i r s t group Indicated, Jesus himself could be 

understood as ' l i g h t ' , and t h i s was, f o r the c h i l d r e n , an 

acceptable interchange w i t h 'good'. When I asked group s i x why 

they thought the formerly b l i n d man was good I n the same way as 
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Jesus, they answered t h i s was because he was ' I n l i g h t ' . Group 

fou r , i n t e r e s t i n g l y , associated s i g h t w i t h understanding. 

I t was c l e a r t h a t the s t o r y had been puzzling f o r the 

c h i l d r e n and I considered t h i s t o be a most p o s i t i v e f i n d i n g : 

B i b l i c a l m a t e r i a l i s extremely complex and continues t o be deeply 

debated c e n t u r i e s a f t e r i t was o r i g i n a l l y w r i t t e n . A v a l i d 

c r i t i c i s m of Goldman's B i b l i c a l work w i t h c h i l d r e n was t h a t he 

adhered t o ' r i g h t and wrong' i n t e r p r e t a t i o n s of the metaphors 

used: the former were considered t o be ' f i g u r a t i v e ' w h i l s t the 

l a t t e r were s a i d t o be ' l i t e r a l ' (Goldman 1964: 220/244). The 

answers provided by the c h i l d r e n I n d i c a t e d t h a t they had been 

attempting t o i n t e r p r e t and t h a t t h e i r t h i n k i n g had developed 

beyond d i s t i n c t i o n s of t h i s nature because of the f l e x i b l e , 

c r e a t i v e nature of t h e i r t h i n k i n g . 

8.05 Data I n t e r p r e t a t i p n ; ChjUctren I n t e r p r e t i n g B l b l c a l ffarr-

The data a n a l y s i s presented above suggests t h a t the th e o r i e s 

of (roldman (1964: 235) concerning ' l a t e Junior' c h i l d r e n ' s 

i n a b i l i t y t o appreciate the miracles of Jesus i n terms other than 

magic do not o f f e r a r e l i a b l e i n d i c a t i o n of pre-adolescent 

c h i l d r e n ' s p o t e n t i a l f o r e i t h e r understanding r e l i g i o u s metaphors 

or f o r being able t o I n t e r p r e t symbolic language, presented i n a 

r e l i g i o u s context (Goldman 1964: 242). 

Goldman's asse r t i o n s concerning 'a basic l i t e r a l i s t stage' 

e x i s t i n g u n t i l 'about the age of twelve years eleven months' 
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(Goldman 1964: 242) i s e n t i r e l y i n c o n s i s t e n t w i t h the f i n d i n g s 

presented above. The I n f l e x i b l e d i s t i n c t i o n s held t o e x i s t 

between ' l i t e r a l and ' f i g u r a t i v e ' uses of language are 

i n c o n s i s t e n t w i t h the contemporary theory of metaphor (3.06). 

The data c o l l e c t e d i n d i c a t e d t h a t : 

a) C h i l d r e n of at l e a s t t e n years of age are able t o r e f l e c t I n 

depth on problems presented i n r e l i g i o u s w r i t i n g , and i n doing so 

w i l l draw on t h e i r e x i s t i n g concepts of moral p r i n c i p l e s such as 

compassion, goodness and kindness. 

b) Hovel metaphor enabled the c h i l d r e n extend t h e i r e f f o r t s t o 

i n t e r p r e t t o a much greater extent than could t h e i r use of 

conventional metaphor. 

c) The data r e f l e c t e d a capacity f o r c r e a t i v e thought i n t h e i r 

e f f o r t s t o o f f e r I n t e r p r e t a t i o n s of the n a r r a t i v e which enriched 

t h e i r responses and were s t i m u l a t i n g f o r f u r t h e r r e f l e c t i o n . 

d) Personal experience of the c h i l d r e n , I n t h i s case of kindness 

and compassion, were important f o r the way i n which they 

attempted t o evaluate the characters i n the st o r y : thus Jesus and 

the B l i n d Man were considered t o be signs of 'good' i n themselves 

i n t h a t they p e r s o n i f i e d the p r i n c i p l e of good which was 

associated w i t h kindness and compassion. 

Evidence t o support Donaldson's theory concerning the two 

separate modes of l e a r n i n g ' s o c i a l l y embedded' and 'disembedded' 

was not found; r a t h e r , the informants' thought u n i t e d e x i s t i n g 

metaphorical usage w i t h new m a t e r i a l because of the 
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appropriateness of the content of the l a t t e r (Donaldson 1978: 

76/85). As i n d i c a t e d above, disembedded thought seems t o 

comprise network extension which moves beyond elementary 

perceptions. 

8.06 Data Analysis: Children's Creative W r i t i n g , 

a) Background t o the A c t i v i t i e s . (Appendix C [ c D . 

The f i n a l a c t i v i t y which I planned was designed t o 

i n v e s t i g a t e how f a r the c h i l d r e n could create a s t o r y of t h e i r 

own t o i l l u s t r a t e what they thought t o be an Important facet of 

l i f e . This was t o discover i f the c h i l d r e n were able t o perceive 

the p a r t i c u l a r f u n c t i o n of a s t o r y as possessing a d i d a c t i c 

purpose, as r e f l e c t e d i n some B i b l i c a l s t o r i e s , r a t h e r than t h e i r 

understanding remaining confined w i t h i n l i t e r a l i s t i n t e r ­

p r e t a t i o n s . The l a t t e r perceive s t o r i e s as being necessarily 

h i s t o r i c a l l y t r u e , such as described by Goldman, and thereby 

l i k e l y t o be discarded l a t e r as ' r a t i o n a l l y untenable' when 

'nat u r a l l o g i c a l - s c i e n t i f i c t h i n k i n g ' i s possible (1964: 114/115; 

220/244). 

Their task was t h i s . Could anyone t h i n k of a good way of 

he l p i n g younger c h i l d r e n l e a r n what they themselves had 

understood about a c e r t a i n lesson? Simon suggested w r i t i n g a 

s t o r y , but C l a i r e had a d i f f e r e n t idea. She s t a t e d t h a t nearly 

everybody hated assemblies ( t h a t i s , c o l l e c t i v e worship sessions) 

so would i t be a good idea t o w r i t e plays t o perform when the 

younger c h i l d r e n - e s p e c i a l l y I n f a n t s - were there. Vhen I asked 
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why assemblies were unpopular, the o v e r a l l view was t h a t they 

were always the same and t h a t the s t o r i e s read 'didn't r e a l l y 

have anything t o do w i t h you'. 

The c h i l d r e n organised themselves i n t o working groups i n 

order t o produce a play f o r c o l l e c t i v e worship. L i t t l e guldanc^ 

was given, except f o r me t o remind them t h a t the play had t o be 

t o teach the younger ones something which they thought was 

important. 

The c r i t e r i a against which I intended t o assess the 

c h i l d r e n ' s work were as f o l l o w s : 

* The extent t o which the c h i l d r e n were able t o apply 
t h e i r s k i l l s i n the use of metaphor t o a s p e c i f i c 
task; 

* how f a r they were able t o give t h e i r plays some 
d i d a c t i c purpose; 

» the extent t o which they drew.upon personal i n t e r e s t s 
and experiences f o r the content of t h e i r plays; 

» the meaning which they a t t r i b u t e d t o t h e i r plays and 
why they thought I t was important. 

b) Data Presentation and Analysis. 

The plays which the c h i l d r e n wrote are given below, and I n 

the f o l l o w i n g s e c t i o n , w i t h t h e i r explanations which were given 

when they read i t through t o me l a t e r . The o r i g i n a l s c r i p t s are 

included i n Appendix C Cdl and Eel. 

1) Lisa, Margaret, C l a i r e , and David. 
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Father 

Mother 

Young 
son 

Mother 

Wolf 

Father 

Young 
son 

Young 
son 

Mother 

Young 
son 

Wolf 

Mother 

Young 
son 

The Howl OB the HA11side 

(the youngest might not 
be the weakest). 

I am going out w i t h Ben t o mind the sheep, dear. 

OK, John, but don't be long because the dinner i s 
nearly ready. 

Please, f a t h e r , can I go? 

Sorry son, not t o n i g h t ! Come on, hurry up, i t s cold, 

(a wolf howling i n the background - she k i l l s Ben). 

Sorry son, but Ben i s dead. 

ITo, he couldn't be: there must have been some 
mistake! 

Mother Ifo, son, I saw i t w i t h my own eyes. 

Right then, I won't take i t any longer. 

Where are you going, Sam? 

You w i l l f i n d out, I ' l l come f o r you, you b i g b u l l y . 

( T r i e s t o scare Sam: she howls and dies) 

I am very proud of you, son. Now go t o bed and I 
w i l l make your f a v o u r i t e supper tomorrow nig h t . 

OK, then mother. Goodnight everybody! 

Merely a quick read of the c h i l d r e n ' s work would not J u s t i f y 

the thought which had been given t o producing the s c r i p t of t h i s 

s h o r t play. This was the f i r s t occasion when the c h i l d r e n had 

been asked t o w r i t e a play and the way i n which they presented 
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the t e x t was ambiguous. However, a f t e r they had explained t h e i r 

ideas t o me i t was obvious t h a t they had a very c l e a r purpose i n 

mind. The d i f f i c u l t i e s f o r the reader include: 

* they were unsure of how t o l i s t the players: whether t o 
use t h e i r 'play names' or the r e a l names o f the 
c h i l d r e n t a k i n g p a r t ; 

« they d i d not t h i n k of l i s t i n g a l l the characters, or 
making c l e a r who the various c h i l d r e n were pretending 
t o be; 

» stage d i r e c t i o n s were missing. 

However, discussions w i t h the c h i l d r e n soon cleared up a l l 

of my I n i t i a l queries. They t o l d me t h a t they had noticed from 

s t o r i e s i n t h e i r reading books how the youngest son of a f a m i l y -

o f t e n c a l l e d Hans - i s thought t o be s t u p i d , and yet i t i s nearly 

always him who wins i n the end - something l i k e Jack i n the 

Beanstalk! Their play was t o t r y t o teach people t h a t the 

youngest person i n the f a m i l y could w e l l be the bravest or 

c l e v e r e s t . 

To make t h i s p o i n t they decided t o put the s t o r y i n a 

background which young c h i l d r e n would be able t o understand -

they thought sheep, shepherds and a wolf would be e x c i t i n g f o r 

them, and yet not too f r i g h t e n i n g . As Lisa pointed out, the 

young son was not allowed t o go, but i t was he who managed t o 

k i l l the wolf l a t e r , a f t e r t h e i r f a t h e r had l e t the elder son 

die . They hoped the play would help younger c h i l d r e n i n f a m i l i e s 

t o f e e l stronger - t h a t i s , more confident. They asserted t h a t 

t h i s was the meaning of the play, and i t s purpose was t o help the 

l i t t l e ones i n school l e a r n . Margaret made the p o i n t , upon my 
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asking i f they had used any metaphors i n t h e i r play, t h a t the 

play was 'one big metaphor about people and t h e i r f a m i l i e s ' . The 

youngest c h i l d , i n t h e i r experience, was always 'bossed about' as 

i f s/he d i d not know anything. 

I asked the c h i l d r e n whether they thought anything I n the 

s t o r y was very sad: they agreed t h a t the death of a c h i l d f e l l 

i n t o t h i s d e s c r i p t i o n , but made the p o i n t t h a t sometimes 'you 

have t o have a s a c r i f i c e ' t o teach people a lesson: the 

melodramatic nature of the play made t h i s p o i n t c l e a r l y ! The 

ch i l d r e n ' s l i m i t e d w r i t i n g s k i l l s , a t t h i s time, hindered them i n 

communicating t h e i r understanding of the pathos of the s i t u a t i o n 

which they were, nevertheless, able t o discuss w i t h me. This i s 

an Important aspect of w r i t i n g produced by people ( e i t h e r c h i l d 

or a d u l t ) who f i n d the whole w r i t i n g process somewhat laborious: 

t h e i r l i m i t e d s k i l l s i n t h i s d i r e c t i o n should not be taken t o 

i n d i c a t e e q u a l l y l i m i t e d l e v e l s of thought and sympathy! 

This play, then, was about wisdom. I asked the c h i l d r e n 

what had given them the idea and Lisa pointed out t h a t i t was 

something l i k e David the Shepherd Boy i n the Bible: everybody 

agreed w i t h t h i s , and Brian s a i d ' t h a t i s what t h i n g s are l i k e , 

but o f t e n the weak, or young, person i s r e a l l y the cleverest'. A 

few of the c h i l d r e n admitted t o being t r e a t e d as though they were 

babies by t h e i r older brothers and s i s t e r s - and sometimes by 

t h e i r f a m i l i e s - and f e l t r e s e n t f u l . Teachings which p o i n t out 
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the e r r o r of such s t e r e o t y p i n g by older people of younger 

c h i l d r e n i s , t h e r e f o r e , welcomed by the l a t t e r . 

l i ) Group Two: Sarah, K e l l y and Kerry, The Coloured Man. 

(Every Person i s Equal, Regardless of Colour), 

Cast: Coloured Man 
Crowd 
P r i e s t . 

Scene: A coloured man walks i n t o a crowd. A l l are on t h e i r 
way t o church. 

Crowd. Huh, you can't go t o church. You're d i f f e r e n t : 
you're not one of us. Go away. You have no r i g h t 
t o be here. 

Scene. But the p r i e s t hears them and says 

P r i e s t . He has Just as much r i g h t as you. We are a l l God's 
c h i l d r e n . We were a l l created by him. Ho matter 
what creed or colour. 

When I discussed t h i s play w i t h I t s authors, they t o l d me 

t h e i r idea had come from an i n c i d e n t i n the playground, where a 

black c h i l d had been b u l l i e d . I n a d d i t i o n , several c h i l d r e n , on 

reading the s c r i p t of the play, mentioned I t had been Asian 

shopkeepers whose p r o p e r t i e s had been petrol-bombed during c i v i l 

r i o t s on the estate where they l i v e d . 

They remembered hearing mentioned i n c o l l e c t i v e worship 

sessions the teaching t h a t the colour of people's s k i n was not 

important: what mattered was what kin d of person you were inside. 

Brian pointed out t h a t he remembered, i n a d d i t i o n , the words of a 

hymn c a l l e d 'The Board i s Black, the Chalk i s White': i t d i d not 

matter what colour you were: God had made everyone. 
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These teachings had been e f f e c t i v e i n helping the c h i l d r e n 

r e f l e c t on r a c i s t issues, and they.had been able t o express t h e i r 

values c r e a t i v e l y . 

8.07 Data I n t e r p r e t a t i o n ; Children's Creative Wri t i n g . 

As before, the a b i l i t y of the c h i l d r e n t o engage c r e a t i v e l y 

w i t h metaphor i n order t o express t h e i r developing values and 

argue f o r the r e a l i t y of c e r t a i n moral p r i n c i p l e s demonstrated 

t h a t c h i l d r e n ' s p o t e n t i a l f o r both c r e a t i n g and understanding 

s t o r i e s as a means of communicating an i n s i g h t f a r exceeded the 

parameters suggested by Goldman (1964: 242). 

The c h i l d r e n were able t o apply t h e i r s k i l l s i n the use of 

novel metaphor t o a s p e c i f i c task and w i t h a d i d a c t i c purpose, 

which they were motivated t o do because t h e i r work had been given 

a purpose: i t was t o teach younger c h i l d r e n something in^iortant. 

The I n t e r e s t s and experiences of the c h i l d r e n i n t h e i r 

choice of subject were important, and t h e i r e x i s t i n g values were 

expressed throughout t h e i r work. I t i s thus found racism was 

condemned because of b e l i e f i n f a i r n e s s and e q u a l i t y , w h i l s t 

assumptions i n d i c a t i n g younger people are weaker were questioned. 

Later discussion w i t h the c h i l d r e n , as provided above, i n d i c a t e d 

t h e i r c apacity f o r arguing f o r the values expressed and a 

s o p h i s t i c a t e d a b i l i t y t o reason and make Judgements. 

There was no evidence t h a t e i t h e r the t h e o r i e s of Goldman 

concerning basic l i t e r a l i s m among pre-adolescent c h i l d r e n (1964; 
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1965) or those of Plaget (1959 e d i t i o n : 139) concerning t h e i r 

apparent I n a b i l i t y t o understand and engage w i t h symbolic 

language provide a r e l i a b l e guide f o r teachers when for m u l a t i n g 

schemes of work i n the c u r r i c u l u m area of Religious Education. 

Indeed, i t i s suggested t h a t these researches s e r i o u s l y 

underestimate the t r u e p o t e n t i a l of pre-adolescent c h i l d r e n f o r 

r e f l e c t i o n and t h e i r a b i l i t y t o communicate t h e i r ideas 

sy m b o l i c a l l y . 

I n a d d i t i o n , the data d i d not provide any support f o r 

Donaldson's theory concerning d i s t i n c t i o n s between ' s o c i a l l y 

embedded l e a r n i n g ' and 'disembedded le a r n i n g ' ; r a t h e r , l e a r n i n g 

w i l l be e f f e c t i v e when new ideas can be seen t o r e l a t e t o 

e x i s t i n g conceptual metaphoric s t r u c t u r e s f o r thought, and these 

are based on experience. Networks w i l l c o n t i n u a l l y extend t o 

embrace new i n s i g h t s and perceived r e l a t i o n s h i p s . 

8. 08 Summary: I n t e r p r e t i n g R eligious Metaphors. 

I n t e r p r e t a t i o n s of data presented i n t h i s chapter have 

i n d i c a t e d t h a t pre-adolescent c h i l d r e n ' s p o t e n t i a l f o r 

understanding r e l i g i o u s w r i t i n g and the i n s i g h t s which underlie 

i t exceed considerably the conclusions reached by Goldman (1964; 

1965). However, t h e i r capacity t o engage w i t h the use of novel 

metaphor - both i n I n t e r p r e t i n g and c r e a t i n g - are c l o s e l y 

connected t o both appropriateness of content and relevance of 

context. I f these l a t t e r are present i n the m a t e r i a l s provided, 
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the c h i l d r e n can work suc c e s s f u l l y , beyond what could be 

ina p p r o p r i a t e , l i t e r a l l e v e l s of I n t e r p r e t a t i o n . 

There remained one f u r t h e r Important area of Religious 

Education which was i n v e s t i g a t e d by Goldman (1964: 100), where he 

asserted t h a t crude anthropomorphism p e r s i s t e d u n t i l 'the f i r s t 

two years of secondEury schooling'. Development of concepts of 

God i s c e n t r a l t o any understanding of r e l i g i o n because i t i s 

o f t e n the concept of God which forms the f i r s t thoughts of the 

c h i l d when considering questions associated w i t h the c r e a t i o n of 

the universe and o r i g i n s of l i f e . I t i s t o an i n v e s t i g a t i o n of 

t h i s t o p i c t h a t the f i n a l chapter moves. 
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CHAPTER NIKE 

DATA PRESEUTATIOU: CHILDREN DEVELOPING CONCEPTS OF GOD 

9.00 IntrodnctlgH.. 

This chapter comprises an enquiry I n t o c h i l d r e n ' s a b i l i t y t o 

understand teachings concerning the fatherhood of God. I n h i s 

researches, GoldioaD asserted t h a t crude anthroponiorphlsm was 

i n t r i n s i c t o childhood, r a t h e r than being l e a r n t and i n a d d i t i o n : 

The language of the Bible and the a u t h o r i t a t i v e weight 
of s c r i p t u r e r e i n f o r c e the physical i n t e r p r e t a t i o n s 
c h i l d r e n w i l l make about the nature of God. 

CGoldman 1964: 99). 

Since concepts of God are fundamental f o r understanding 

r e l i g i o n , i t was considered important t o examine t h i s c l a i m of 

Goldman: 

*) t h a t B i b l i c a l language r e i n f o r c e d crude anthropomorphism. 

Preceding chapters have shown how c h i l d r e n of ten years of 

age were able t o l e a r n how t o create and i n t e r p r e t novel 

metaphors, i n c l u d i n g those a p p l i e d w i t h i n r e l i g i o u s contexts. 

Goldman's c l a i m t h a t c h i l d r e n ' s r e l i g i o u s t h i n k i n g before the 

approximate age of t h i r t e e n years was confined w i t h i n l i t e r a l 

thought was t h e r e f o r e found t o be an u n r e l i a b l e guide f o r 

assessing capacity f o r understanding B i b l i c a l n a r r a t i v e (Goldman: 

1964: 242). 

This chapter I n v e s t i g a t e s the extent t o which t h i s capacity 

f o r working w i t h novel metaphors could be extended t o work 

concerning concepts of God, beginning w i t h an overview of 
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i n t e r p r e t a t i o n s of expressions concerning the fatherhood of God 

which emphasize r e l a t i o n s h i p aspects of the metaphor. 

9.01 T h e o r e t i c a l Background t o the Data C o l l e c t i o n : the 
C h r i s t i a n Concept of God as Father. 

a) The Metaphor of 'Father' for God. 

The use of the noun 'f a t h e r ' when speaking or reading about 

God i s do u b t l e s s l y one of the most commonly used metaphors i n 

C h r i s t i a n s c r i p t u r e , w i t h o r i g i n s i n Judaic t r a d i t i o n s (Blchrodt 

1962: 59). I n a d d i t i o n i t i s also a metaphor which, when 

understood t o p o i n t towards a physi c a l f a t h e r , leads t o a host of 

problems which are extremely d i f f i c u l t t o eradicate l a t e r (Watson 

1987: 164/169). 

The metaphor of the 'fatherhood of God' draws together 

several metaphors from Judaic t r a d i t i o n s , and u n i t e s them w i t h i n 

a personal framework (Eichrodt 1961: 206/210). Thus, t o envisage 

God as f a t h e r i s t o endow seemingly impersonal a t t r i b u t e s of the 

d e i t y w i t h c h a r a c t e r i s t i c s which are evocative of one able t o 

s u s t a i n one i n time of need and provide f o r basic needs. Hence 

the metaphor God as f a t h e r i s able t o provide: 

• s t a b i l i t y : God i s the crea t o r , who i s responsible f o r our 

c r e a t i o n and who accepts r e s p o n s i b i l i t y f o r our Infancy and the 

environment against which i t develops. One i s j u s t i f i e d , 

t h e r e f o r e , t o t r u s t i n God the Father ((jenesis 1 vv 1/2; Psalm 

42; Psalm 45). 
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* s e c u r i t y and preservation: God's r e a l i t y i s secure, as a 

f o r t r e s s against a l l manner of dangers and a d v e r s i t i e s ; He i s our 

pr o t e c t o r (Psalm 16; Matthew 8 vv 24/29; John 10 vv 11/16). 

• r e l a t i o n s h i p : works w i t h i n a r e l a t i o n s h i p which accepts the 

r e a l i t y of human shortcomings because of immaturity and o f f e r s 

forgiveness and guidance. I n the l i g h t of the power (grace) given 

f o r i n d i v i d u a l s t o accept t h i s forgiveness (Luke 15, vv 11/32; 

Mark 8 vv 22/25). 

These aspects of fatherhood can be used t o help p u p i l s 

understand the metaphor of God's Fatherhood because they are 

c l o s e l y connected w i t h both the needs of the c h i l d r e n -

regarding, f o r example, s e c u r i t y and s t a b i l i t y - and the 

s t r u c t u r i n g process which u n d e r l i e s t h e i r thought and conceptual 

development. Indeed, developing c h i l d r e n ' s understanding of 

concepts of God as found i n s c r i p t u r e s could u s e f u l l y form the 

main focus f o r work done i n primary schools throughout Key Stages 

One and Two i f they are able t o develop thought beyond crude 

anthropomorphism. This i s because adequate concepts of t h i s 

nature are e s s e n t i a l i f understanding of r e l i g i o n i s t o be 

enabled t o proceed beyond very e a r l y stages of thought, 

b) The Fatherhood of God: Problems i n Interpretation. 

Unfortunately teaching i n primary schools concerning the 

c e n t r a l C h r i s t i a n concept of God as Father has been generally 

s p e c t a c u l a r l y unsuccessful i n Religious Education. Indeed, i t 

could w e l l be t h a t f a i l u r e t o recognise p u p i l s ' a b i l i t y t o engage 
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w i t h novel metaphor has r e s u l t e d i n a lack of d i r e c t teaching, 

and t h e r e f o r e encouraged, by omission, developments associated 

w i t h crude anthropomorphism. 

Children's concepts of God i s a w e l l known research area, 

and a l l those who have worked i n t h i s f i e l d agree t h a t the 

Bietaphor becomes confined w i t h i n narrow, crude anthropomorphism 

which creates a b a r r i e r t o r e f l e c t i o n on the t h e o l o g i c a l uses of 

the metaphor: God i s thought of as an o l d man i n the sky: 

((Sogers, 1983, Loukes, 1961 Gates, 1976, Vatson, 1972, Heller, 

1986, Spain, 1978; Ashton 1989). There i s evidence t h a t ideas of 

t h i s type e x i s t e d among e a r l y people of ancient Judaic 

t r a d i t i o n s , who 'acquired a most Inadequate conception of the 

d i v i n e supremacy', no doubt because very e a r l y ideas remained 

undeveloped (Eichrodt 1961: 211). Eichrodt continues by 

a s s e r t i n g t h a t t h i s d i d not necessarily create problems f o r the 

people l i v i n g a t t h a t time: the development of the s p i r i t u a l 

aspects of God were developed w i t h i n the C h r i s t i a n f a i t h , where 

• i t was easy t o accommodate the r e c o g n i t i o n of (Jod's s p i r i t u a l 

nature without p r e j u d i c e t o h i s immediacy i n r e l i g i o n ' (Eichrodt 

1962: 212). 

However s i m p l i s t i c , crude anthropomorphic concepts of God 

are f a r from adequate f o r modern times, where c h i l d r e n are able 

t o acquire impressive degrees of s o p h i s t i c a t i o n w i t h modern 

technology. The problem i s t h a t people are not normally aware of 

t h e i r ignorance concerning r e l i g i o n , i n c o n t r a s t t o t h e i r 
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awareness of lack of subject knowledge i n other areas,for 

example, i n quantum physics or h i s t o r y (Watson 1987: 106). 

Petrovich has shown t h a t t h i s crude anthropomorphism i s , 

c o n t r a r y t o Piagetian theory, a concept which, r a t h e r than being 

i n t r i n s i c t o childhood, i s sonething l e a r n t from a d u l t s 

(Petrovich 1988). I t i s also a misunderstanding of the metaphor 

and i s unh e l p f u l I n enabling p u p i l s begin t o understand t o what 

the metaphor of God's fatherhood r e f e r s : t h a t I s t o the special 

r e l a t i o n s h i p He has w i t h human beings whom He has created, and 

f o r whom He accepts r e s p o n s i b i l i t y throughout the journey from 

Infancy t o s p i r i t u a l m a t u r i t y . 

I t was i n s i g h t i n t o t h i s s p e c i a l r e l a t i o n s h i p w i t h God which 

was s i g n i f i c a n t f o r J u l i a n of Norwich, the mystical w r i t e r a c t i v e 

d u r i n g the f o u r t e e n t h century. J u l i a n accommodated the 

fatherhood of God w i t h nKstherhood, brotherhood and union with a 

husband. She w r i t e s : 

In t h i s way I saw t h a t God was r e j o i c i n g t o be our Father; 
r e j o i c i n g too t o be our Mother; and r e j o i c i n g yet again 
t o be our t r u e Husband, w i t h our soul h i s beloved wife. 
And C h r i s t r e j o i c e s t o be our Brother, and our Saviour 
too. ( J u l i a n of Norwich: 1982 e d i t i o n : 151). 

Each metaphor ex e m p l i f i e s and develops the others: the 

spe c i a l r e l a t i o n s h i p represented by each metaphor o f f e r s the 

p o s s i b i l i t y of i n s i g h t i n t o God's r e l a t i o n s h i p w i t h a l l those 

whom he has created t o deepen towards m a t u r i t y during l i f e ' s 

progress through successive experiences and the I n s i g h t s i n s p i r e d 

by them. 
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Theories formulated w i t h i n the narrow l i m i t s set by 

e m p i r i c a l p o s i t i v i s m would deny the v a l i d i t y of metaphor i n 

reaching towards t r u t h . Yet, as I l l u s t r a t e d throughout t h i s 

t h e s i s , t h i n k i n g of t h i s k i n d I s Innate t o the human mind: indeed 

i t i s through c r e a t i v e thought and the r e l n t e r p r e t a t l o n of 

metaphors t h a t i n s i g h t s are enabled t o deepen and perception of 

r e l a t i o n s h i p s sharpen. The task of education, s p e c i f i c a l l y 

language education, can be u s e f u l l y thought of as a means by 

which young people can be helped t o explore t h e i r growing 

i n s i g h t s c r e a t i v e l y , using them t o t e s t ideas against the 

i n t e r p r e t a t i o n of experience which I t s e l f provides evidence f o r 

an a l y s i s . 

There i s , indeed, evidence t h a t misunderstanding of what i t 

i s w i t h which r e l i g i o n attempts t o deal i s so deep t h a t few 

people a c t u a l l y know the misunderstanding e x i s t s . That God i s an 

o l d man i n the sky and t h i s b e l i e f may be demonstrated by 

p o i n t i n g towards great works of a r t - such as Michelangelo's 

f i g u r e s on the S l s t l n e Chapel c e i l i n g - has permeated the 

t h i n k i n g of many people and come accepted as a l l t h a t r e l i g i o n 

has t o o f f e r . Such lack of understanding of the use of r e l i g i o u s 

symbol and metaphor has two apposite but r e l a t e d main e f f e c t s : 

1. The idea of God as man i s accepted and defended 
dogmatically. 

2. The whole idea of r e l i g i o n i s r e j e c t e d on the basis of 
the misunderstanding, i n t h a t modern s c i e n t i f i c s t u d i e s 
have proved r e l i g i o n t o be f a l s e - no astronaut has seen God 
w h i l s t h u r t l i n g through space i n modern spacecraft. 
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Both of these i n v o l v e lmji»rsion i n e r r o r and ignorance. The 

much longer term r e s u l t s can, however, be r e a l l y serious and 

damaging. Whilst the p o s s i b i l i t y t h a t t o t a l rejee:^ion of 

r e l i g i o n on the basis of crqde anthropo^rphism^is extremely 

l i k e l y , perhaps ,|in--even more negative r e s u l t i s the danger t h a t 

p u p i l s w i l l be l e d t o believe t h a t a l l l i f e has t o o f f e r i s 

confined t o the m a t e r i a l world - t h a t i s , a l l t h a t i s av a i l a b l e 

t o the f i v e senses - and I t s associated values, 

c) Children's Experience: the 'Fatherhood of God Metaphor. 

The use of the metaphor ' f a t h e r ' f o r God o f f e r s much scope 

f o r h e l p i n g c h i l d r e n ' s conceptual development concerning the 

parental r o l e t o be understood i n a p o s i t i v e manner. Work i n 

language has much educational s i g n i f i c a n c e here, because very 

o f t e n c h i l d r e n can be found t o have developed concepts of 

fatherhood which could w e l l be a t variance w i t h the C h r i s t i a n 

model (Watson 1972: 226/229). Indeed, some c h i l d r e n can be 

perceived as s t r u g g l i n g t o r e c o n c i l e the image of an i d e a l human 

f a t h e r w i t h t h e i r a c t u a l experience. 

For example, K e l l y (Appendix A) described how her mother 

c o n s t a n t l y b a t t l e d w i t h her f a t h e r , the l a t t e r being content t o 

s i t a t home watching videos w h i l s t h i s wife worked t o r a i s e money 

f o r the household. The ph y s i c a l violence which she witnessed 

added t o her dilemma, causing her t o s t a t e ' I s t i l l love my dad 

but I don't go t o see him' . 
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In a s i m i l a r way Kerry (Appendix A) described how she had 

seen her f a t h e r b u l l y her eld e r s i s t e r when the l a t t e r I n s i s t e d 

on wearing a l e a t h e r j a c k e t f o r an evening out w i t h her f r i e n d s , 

w h i l s t Jennie (Appendix A) wrote about an occasion when she saw 

her f a t h e r a t t a c k another man, causing her so much d i s t r e s s t h a t 

her f a t h e r apparently f e l t compelled t o t r y t o j u s t i f y h i s 

violence t o her. Karl (Appendix A) observed how he had once 

discovered t h a t h i s f a t h e r was very short-tempered, w h i l s t Craig 

(Appendix A) considered h i s f a t h e r t o be t a u n t i n g him on account 

of h i s medical problem: t h i s experience was summed up i n the 

f o l l o w i n g sentence: ' I t h i n k a l l dads should be nice and 

shouldn't p i c k on t h e i r c h i l d r e n ' . 

Andrea had very depressing experiences of fa t h e r s . For t h i s 

c h i l d , a 'dad* was a casual v i s i t o r t o the home who was 

f r e q u e n t l y replaced by another male f i g u r e . The r e s u l t was t h a t 

she thought 'dads are h o r r i b l e and s t u p i d , and mams are a l l r i g h t 

but they are not much b e t t e r than dads' (Appendix A). 

Children w i l l r e b e l f i e r c e l y i n the face of what they 

consider t o be Inapp r o p r i a t e p a r e n t a l behaviour (Sarah: Appendix 

A) and i n a d d i t i o n they w i l l sometimes t r y t o intervene i n the 

parental dispute (Sean and K e l l y : Appendix A). 

I n the l i g h t of such negative experiences as these, how can 

B e l l g l o u s Education help the c h i l d r e n t o understand 'fatherhood' 

- or Indeed 'parenthood' i n a more p o s i t i v e fashion? Some 

purposes I n attempting t o do so Include helping break 'vicious 
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c i r c l e s of outlook* which encourage negative a t t i t u d e s t o l i f e 

g e n e r a l l y and i n promoting growth towards m a t u r i t y by encouraging 

r e f l e c t i o n on d i s t i n c t i o n s between the i d e a l and the actual 

(Watson 1972: 228). By examining the C h r i s t i a n understanding of 

God's fatherhood c h i l d r e n can be encouraged t o i n v e s t i g a t e the 

human need f o r s e c u r i t y , and teachings which show how God i s 

understood as the p e r s o n i f i c a t i o n of t h i s : the need f o r s e c u r i t y 

i s w e l l w i t h i n the experience of a l l (Appendix A). In t h i s way, 

i n s i g h t s of people who l i v e d i n s o c i e t i e s during times q u i t e 

d i f f e r e n t from the present can be opened up f o r discussion and 

r e f l e c t i o n . 

The f o l l o w i n g sections describe work done w i t h c h i l d r e n 

which was based on i n v e s t i g a t i n g the idea t h a t Ckid can be 

understood as a source of support and comfort throughout l i f e . 

9.02 Data Analysis: "The Lord i s My Shepherd". 

a) Work f o r the c h i l d r e n was planned p a r t i c u l a r l y i n the 

context of God being a partner I n a s u s t a i n i n g r e l a t i o n s h i p . The 

data was c o l l e c t e d as a r e s u l t of classroom work c a r r i e d out over 

fo u r weeks; i t s purpose was t o discover how f a r the informants 

were able t o t r a n s f e r t h e i r e a r l i e r work on metaphors t o new 

m a t e r i a l . The c r i t e r i a against which the data was t o be assessed 

were: 

1. the c a p a c i t y of the c h i l d r e n t o r e l a t e t o the idea of God 
being a source of comfort and s e c u r i t y i n l i f e ; 

2. the a b i l i t y of the c h i l d r e n t o perceive t h a t the r e l a t i o n s h i p 
aspect of God I s c e n t r a l t o Informing everyday events of l i f e ; 
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3. t h e i r a b i l i t y t o r e l a t e new m a t e r i a l t o e x i s t i n g conceptual 
metaphors, and thereby develop and deepen perception. 

The c h i l d r e n ' s s c r i p t s are provided i n Appendix D Cal. They 

had shown t h a t they had been able t o o f f e r i n t e r p r e t a t i o n s of the 

Healing of the B l i n d Man (8.05) i n a v a r i e t y of ways, a l l of 

which had been soundly reasoned and presented. I now wished t o 

i n v e s t i g a t e how they would attempt t o r e l a t e t o a psalm, because 

the l a t t e r are w r i t t e n i n a q u i t e d i f f e r e n t s t y l e t o the Hew 

Testament miracles and parables. For example, the Healing of the 

B l i n d Man miracle was t o l d i n such a way t h a t could suggest i t 

was a ' s t r a i g h t ' s t o r y , w h i l s t the psalm, i n co n t r a s t , consists 

l a r g e l y of statements which comprise personal i n s i g h t s i n t o God's 

goodness. The medium of poetry had been e f f e c t i v e e a r l i e r (6.03) 

i n encouraging the c h i l d r e n t o express t h e i r own i n s i g h t s and 

re a c t i o n s t o human dilenoiia, making use of metaphor. Vould the 

c h i l d r e n respond t o the psalm as an expression of i n s i g h t , or as 

a s t r a i g h t s t o r y without a d i d a c t i c purpose? Would they be able 

t o perceive any nieanlng i n i t , or would they, as theorised by 

Plaget, simply look f o r p a t t e r n s among the phrases and words? 

(page&f/igo. 
The c h i l d r e n were given freedom t o choose working groups, 

each of which was given the t e x t of Psalm 23, 'The Lord i s My 

Shepherd'. Information provided was confined t o t e l l i n g them the 

word psalm meant a song, or hymn from a book I n the Bible of t h a t 

name. Many of the psalms were thought t o have been w r i t t e n by 

David the Shepherd Boy who had k i l l e d the g i a n t Goliath. 
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They were given the task of discussing the psalm i n order t o 

a r r i v e a t answers t o the f o l l o w i n g questions: 

» What do you t h i n k the w r i t i n g i s about? 

« Have you any ideas about what the psalm might be t r y i n g t o 

teach? The working goups were given f i f t e e n minutes t o discuss 

and w r i t e t h e i r answers. The f o l l o w i n g are t r a n s c r i p t s of t h e i r 

work. 

1. (Linda and K a r l ) The Lord i s my shepherd I s h a l l not want 
means t h a t the Lord i s l i k e a shepherd. The song i s a gentle and 
peaceful song. I w i l l f ear no e v i l f o r thou a r t w i t h me means 
don't be a f r a i d or worried because God w i l l be w i t h you. And I 
w i l l dwell i n the house of the Lord f o r ever means s t i c k t o God 
at a l l times, s t i c k w i t h him f o r ever. The Lord I s l i k e a 
shepherd because he looks a f t e r us. Many people l i k e t h i s psalm 
because i t makes them enjoy the good t h i n g s i n l i f e . The whole 
psalm i s a metaphor. 

2. (Jennie and Simon) The song, i s very nice t o hear and very 
gentle. By the words I f e l t very happy f o r the song. I walk 
through the v a l l e y of the shadow of death means t h a t God i s w i t h 
me i f I am i n danger, so I t i s a l l r i g h t . The Lord i s my 
shepherd means t h a t God i s l i k e a shepherd and a shepherd looks 
a f t e r sheep l i k e God looks a f t e r people and co u n t r i e s and also 
pets i n the S.S.P.C.A. 

3. (Lisa, James, John and K e l l y ) The song i s very nice t o hear. 
I t has a very nice gentle f e e l i n g . The l i n e i n the song t h a t 
s a i d I w i l l f ear no e v i l means I am not scared of e v i l . The 
v a l l e y of the shadow of death means God i s w i t h me a l l the time 
and i f I am i n danger I w i l l be a l l r i g h t . 

4. (Brian, Andrew and Margaret). My cup runneth over i s a 
metaphor. I t means I have got too much. Another metaphor i s the 
Lord i s my Shepherd. I t means God i s l i k e a shepherd i n some 
ways but not i n others. For thou are w i t h me i s a metaphor and 
i t means the power of God i s w i t h him. This psalm gives a 
f e e l i n g of a l l the good t h i n g s i n l i f e . 

5. (Sarah, Kerry and Paul). The Lord i s my Shepherd means t h a t 
God looks a f t e r people j u s t l i k e a shepherd looks a f t e r sheep. 
He maketh me t o l i e down I n green pastures means t h a t God i s 
peaceful. He leadeth me beside the s t i l l waters means t h a t you 
needn't worry when God i s around. I w i l l f ear no e v i l f o r thou 
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are w i t h me means t h a t God i s i n the person who wrote the psalm. 
I t i s a ge n t l e psalm and a hymn has been w r i t t e n about i t . 

6. ( C l a i r e , Sean and Andrea). The Lord i s my Shepherd means God 
i s l i k e a shepherd and l i k e a shepherd looks a f t e r sheep God 
looks a f t e r people. He maketh me t o l i e down beside green 
pastures and he leadeth me beside the s t i l l waters means God i s 
l i k e s t i l l waters and green pastures and i t makes you t h i n k of 
peace. My cup runneth over means God has given you everything 
you want and he cannot give any more. 

There was no doubt t h a t a l l the groups had i d e n t i f i e d 

metaphors w i t h i n t h i s psalm and had o f f e r e d reasonable 

i n t e r p r e t a t i o n s of them. The idea of God o f f e r i n g help and 

support was understood i n some depth. 

* the tone of the psalm, expressed by several c h i l d r e n as 

being 'peaceful' or 'gentle' seemed t o appeal t o the 

a f f e c t i v e aspects of t h e i r t h i n k i n g . This r e s u l t e d i n 

f e e l i n g s of empathy f o r the ideas expressed; peace, safety 

and contentment are values which can be c o n t i n u a l l y noticed as 

c e n t r a l t o the kind, of l i f e t o which they aspired (Appendix 

A). 

• many of the metaphors used i n the psalm emanate from the 

na t u r a l world: s t i l l waters, green pastures, v a l l e y s , 

and these have been i d e n t i f i e d by Carl Jung as archetypes 

of the c o l l e c t i v e unconscious. They have been found t o be 

extremely s t i m u l a t i n g linages f o r c h i l d r e n , as they are 

f o r a d u l t s (Ashton 1989). 

« There were a number of aspects of the psalm which had proved 

t o be p a r t i c u l a r l y successful: i n p a r t i c u l a r , the pastoral 

s e t t i n g was a t t r a c t i v e t o t h e i r imaginations, and i n d i c a t i v e 
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perhaps of times when they themselves had enjoyed being out of 

doors. 

* A l l of the c h i l d r e n had responded t o the general tone of the 

psalm, t h a t of movement and the meeting of one k i n d of hurdle 

or another t o progress on the journey. The notion of God 

being present i n a my s t i c a l , unseen way, p r o v i d i n g guidance 

was we l l w i t h i n t h e i r perception. 

« Several values arose i n the discussion provided by the 

c h i l d r e n : the desire f o r s a f e t y , s e c u r i t y and general w e l l -

being. They could perceive c l e a r l y t h a t the psalm was 

teaching a l l these could be found i n a r e l a t i o n s h i p w i t h God. 

• The c h i l d r e n d i d not express any crude anthropomorphic 

concepts of God. 

Of p a r t i c u l a r s i g n i f i c a n c e was the way i n which the c h i l d r e n 

reacted t o the tone of the psalm: they were able t o respond 

warmly t o the e f f e c t the words had f o r them. Although the 

phy s i c a l s e t t i n g of the psalm was obviously remote from t h e i r 

a c t u a l experience, the general experience was f a m i l i a r : t h a t of 

t r a v e l l i n g and f e e l i n g supported i n one way or another. The 

psalm seemed t o present a cameo of t h e i r experiences. The 

a d d i t i o n of concepts of God o f f e r e d a new dimension f o r 

r e f l e c t i o n . 

9.03: Data InterpretatAPQi "The Lprd Hy Shepberrt"-

The above data a n a l y s i s provides evidence t h a t c h i l d r e n ' s 

a b i l i t y , a t l e a s t by the age of t e n years, allows them t o learn 
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t o understand the metaphor of God's fatherhood i n ways which 

avoid the problem of crude anthropomorphism. 

Theories of Goldman (1964: 234) I n d i c a t e d t h a t 'the emphasis 

i s much more upon supernatural than superhuman concepts of the 

d e i t y ' . However, the data e l i c i t e d from the informants found no 

support f o r e i t h e r t h i s a s s e r t i o n or others concerning crude 

anthropomorphism (Goldman 1964: 87/92). 

By way of c o n t r a s t , the c h i l d r e n ' s ideas i n d i c a t e d the 

f o l l o w i n g . 

1. They were able t o i d e n t i f y w i t h the metaphor of God's 

fatherhood I n t h a t f a i t h i n God's presence ensured f e e l i n g s of 

peace, comfort and the p r o v i s i o n of everything t h a t could be 

needed. 

2. The c h i l d r e n recognised the metaphor of "shepherd" and based 

t h e i r i n t e r p r e t a t i o n s of i t on e x i s t i n g knowledge and experience: 

thus the metaphor could be seen a c t i v e l y extending c r e a t i v e ideas 

and I n s i g h t s . For example, one group described t h i s i n s i g h t as 

f o l l o w s : 

The Lord i s my shepherd neans t h a t God i s l i k e a shepherd 
and a shepherd looks a f t e r sheep l i k e God looks a f t e r people. 

3. The c h i l d r e n were able t o i d e n t i f y the tone of the psalm as 

being associated w i t h gentleness: " I t has a nice gentle f e e l i n g " 

and " I t i s a gentle psalm and a hymn has been w r i t t e n about i t " . 
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4. The c h i l d r e n were able t o i n t e r p r e t the metaphor "my cup 

runneth over" as being concerned w i t h God's benevolence. 

Goldman mentioned t h a t between the ages of nine and f i f t e e n 

p u p i l s would see c o n f l i c t between t h e i r s i m p l i s t i c ideas of God 

and t h e i r 'growing awareness of s c i e n t i f i c matters' (Goldman 

1964: 235). The p o i n t made by Goldman was t h a t , since c h i l d r e n 

were ' l l t e r a l i s t ' i n t h i n k i n g u n t i l a t le a s t t h i r t e e n years of 

age, they were unable t o be taught t o t h i n k of God i n ways which 

were not crudely anthropomorphic. As language used t o commun­

i c a t e ideas about God was l a r g e l y poetic and metaphoric, i t was 

not u n t i l the age of t h i r t e e n years t h a t : 

the adolescent i s now i n what I would c a l l h i s r e l i g i o u s 
stage of development, i n which he i s i n t e l l e c t u a l l y 
ready t o apprehend what i s the C h r i s t i a n f a i t h . 

(Goldman 1965: 49). 

C r i t i c i s m of the assumptions upon which assertions of t h i s 

k i n d were based was provided e a r l i e r (pages 199/202; 204/214), 

However, when B i b l i c a l m a t e r i a l was selected according t o 

i t s p o t e n t i a l f o r c o n t r i b u t i n g t o the informants' r e f l e c t i o n s on 

t h e i r own experiences (chapter e i g h t ) , an e n t i r e l y d i f f e r e n t 

p i c t u r e emerged. 

They were ac u t e l y aware of the importance of such p r i n c i p l e s 

as kindness, peace and other p o s i t i v e aspects of l i f e . These 

concepts, and the values associated w i t h them, had grown from the 

c h i l d r e n ' s d a l l y l i v e s and experiences. I t i s not, therefore. 
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possible t o agree w i t h Goldman's a s s e r t i o n t h a t increased 

c h r o n o l o g i c a l age: 

... l i b e r a t e s him from the t r i v i a l i t y of so much 
c h i l d i s h thought. (Goldman 1964: 236) 

This i s because i t i s e a r l y childhood experiences which do 

so much t o form foundations, both conceptually and 

l i n g u i s t i c a l l y , upon which l a t e r progress can be b u i l t . 

The f o l l o w i n g s e c t i o n presents data which i n v e s t i g a t e d the 

extent t o which the informants were able t o create n a r r a t i v e s 

themselves concerning t h e i r i n s i g h t s i n t o the divine-human 

r e l a t i o n s h i p . 

9.04 Pata Analysis; Creative Writlag-

a) Introduction. 

Having i n v e s t i g a t e d the c h i l d r e n ' s r e a c t i o n s t o both a 

miracle s t o r y (pages 237/239) and a psalm (pagies 260/262), I 

wished t o i n v e s t i g a t e the extent t o which they could perceive a 

parable as a means of teaching about God's r e l a t i o n s h i p w i t h 

people. 

By way of i n t r o d u c t i o n , I introduced the c h i l d r e n t o the 

parable of the Prodigal Son. Time was given t o class discussion, 

which ranged from what ki n d of sons the f a t h e r had, whether the 

f a t h e r had been r i g h t t o al l o w h i s younger son t o waste the 

money, and the f a i r n e s s of c e l e b r a t i n g h i s r e t u r n home. The 

c h i l d r e n were of the opinion t h a t the f a t h e r had been r i g h t 
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i n i t i a l l y : as Sarah s t a t e d , 'everybody has t o le a r n a lesson'. 

The c h i l d r e n were d i v i d e d about the f a t h e r ' s response t o the 

boy's r e t u r n home: some thought he should have been made t o work 

on the farm ' t o teach him a lesson', w h i l s t others thought the 

lesson had already been l e a r n t . 

Ve also discussed the idea of forgiveness: the c h i l d r e n f e l t 

i t was very d i f f i c u l t t o f o r g i v e people, such as when your f r i e n d 

has Just broken your new toy, and the point was made tha t you 

have t o decide which i s more valuable: a person or a toy. This 

had been the choice of the f a t h e r : h i s young son or the money, 

b) Presentation of Data and Analysis. 

Following these discussions, the c h i l d r e n were asked t o 

w r i t e a s t o r y of t h e i r own, something l i k e the Prodigal Son. The 

s t o r y was t o teach others about God. They were given the choice 

of w r i t i n g a s t o r y or a p l a y a t t h e i r own request. The f o l l o w i n g 

are examples of the m a t e r i a l produced, w i t h analysis. The 

c h i l d r e n ' s s c r i p t s are provided i n Appendix D [ b ] . 

Brian, Kerry and Jennie. 

The Rpbbere; SAd in ForgJlven. 

Bob Lets go i n t h a t shop and s t e a l the money. 

Sid Yes, l e t s . You keep the man i n the shop busy 
while I get the money. 

Bob A l l r i g h t . 

Bob Knock, knock. Hello, have you got a green b a l l ? 

Shopkeeper Yes, I ' l l j u s t have a look. 

Bob Bight now, i t s your t u r n . 
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Sid (opens t i l l ) Come on, l e t s go. I've got the 
money. 

Bob Lets go t o my house and hide. 

Sid I wish I had not done t h a t . 

Bob So do I . 

Sid Let's go and replace the money. 

Bob A l l r i g h t . 

S i d Run i n and put the money back Bob. 

Bob Even i f we hadn't put the money back God would 
have f o r g i v e n us. 

Sid No, he would not. 

Angel Yes, he would. 

Sid Vho s a i d t h a t ? 

Angel I d i d , Sid. 

Sid I t s an angel! 

Angel Follow me t o God. (They go t o the centre of the 
room). 

Jesus God wants t o see you two. 

God Sid, I would f o r g i v e you. ITow go, and remember 
what I have said. Go o f f . 

The c h i l d r e n t o l d me they got the idea f o r the play from 

a l l the muggings which took place i n the s t r e e t s near t o school. 

Brian also pointed out t h a t you o f t e n heard of muggings on the 

t e l e v i s i o n and i n the papers. Jennie sa i d her grandmother was 

f r i g h t e n e d t o go out i n the dark and only went t o her club when 

her f r i e n d was c a l l i n g f o r her, They then walked t o the club and 

back together. That experiences of t h i s nature occupy much of 

the mental energy of c h i l d r e n , who worry about t h e i r r e l a t i v e s 
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and f r i e n d s , cannot be doubted (Appendices A and B)). The 

c h i l d r e n went on t o t e l l me t h a t they wished the muggers 

themselves d i d f e e l s o r r y l a t e r . Hargaret s a i d 'you never hear 

t h a t they d i d ' , and s t a t e d t h a t plays l i k e t h e i r s might help 

muggers t o t h i n k hard about what, they had done, and t o f e e l 

s o r r y . I t was f o r t h i s reason t h a t these c h i l d r e n too f e l t t h e i r 

play was 'one b i g metaphor' and was t r u e , even i f a robber l i k e 

S id d i d n ' t u s u a l l y f e e l sorry. 

I asked the c h i l d r e n from where they got the idea of God 

f o r g i v i n g the robbers. They s a i d i t was l i k e the s t o r y of the 

Good Samaritan i n a way, but t h e i r ending was d i f f e r e n t because 

i n Jesus' s t o r y the robbers never came back. 

This group d i d perform t h e i r play f o r the school a week 

l a t e r . During rehearsals they pointed out t h a t they had a 

problem. They reckoned i t was f i n e t o have an actor f o r Jesus, 

but i f God was power, how would you show power on the stage? I 

pointed out t o them t h a t t h i s was the problem everybody, 

i n c l u d i n g the people who wrote the Bible have, because even the 

word 'God' i s not strong enough t o describe what we mean. Jennie 

suggested t h a t they could Just have a voice f o r God, and t h a t was 

probably the best they could do 'without confusing the i n f a n t s ' . 

I asked them i f they thought God would have a voice and John, 

a f t e r a moment, put forward the idea, which was acceptable t o 

everyone, t h a t he had, but 'not a voice you can hear, l i k e ours'. 

Group 5: Paul, Simon, James, John and Janet. 
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The G r a f f i t i Gang i s Forgiven. 

Beader This i s a s t o r y about four c h i l d r e n , Sam short f o r 
Samantha, ITlck short f o r Hicola, Joe and Steven. 

Hick I hate school and I don't believe i n God. 
G r a f f i t i i s best. 

Sam Yes, i t ' s great. 

Reader Nick and Sam had run away from school and they were 
going t o meet Steven. 

Teacher I am s i c k of those two g i r l s running away. (She s i t s 
on a c h a i r ) . 

Hick H e l l o Steven. We've found a great w a l l , 
(they walk up t o the w a l l ) . 

Steven I don't t h i n k I w i l l go t o school any more. I t s 
rubbish. (Sam scratches head). 

Man from I am s i c k of p a i n t i n g over g r a f f i t i t h a t the gang has 
Council done. 

Steven Wow! Vho i s t h a t ? (an angel appears). 

Angel Hello, I am an angel. Come w i t h me and you w i l l see 
Jesus C h r i s t . 

Sam But why would he want t o see us? We've been naughty. 

Angel Y o u ' l l see; y o u ' l l see. 

Reader Meanwhile Kary and Joseph were thanking the shepherds 
f o r coming. 

Mary Thank you f o r coming t o see my baby. (she shakes 
hands w i t h the shepherds). 

Joseph Look! There are some c h i l d r e n coming! 

Sam I s t i l l can't believe we are going t o see Christ. 

Steven Look, we are here. 

Kick Oh, i s n ' t he cute. I wish we had not been naughty 
and run away from school. 

God The c h i l d r e n learned t h e i r lesson and never ran away 
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from school or d i d g r a f f i t i on the w a l l . 

The everyday l i v e s of the c h i l d r e n have prominence i n the 

s t o r y of t h i s play: as o u t l i n e d e a r l i e r <1.01) the housing 

estates where they l i v e d were c o n t i n u a l l y vandalised, and gangs 

of young people were c o n s t a n t l y i n t r o u b l e w i t h the p o l i c e . Of 

p a r t i c u l a r s i g n i f i c a n c e are the f o l l o w i n g p o i n t s : 

* I t became obvious t h a t t h e i r ideas had been influenced 

p a r t i c u l a r l y by school c o l l e c t i v e worship sessions, and 

in f o r m a t i o n picked up from both school and home. Several 

c h i l d r e n mentioned c a r o l s which they had remembered from 

Christmas time. The remarks confirmed t h a t l e a r n i n g i s 

c e r t a i n l y not confined t o formal education; 

« There could be no doubt t h a t these c h i l d r e n were w e l l aware 

t h a t defacing p u b l i c property was wrong, even i f one was not 

caught: the p o s s i b i l i t y of discovery added zest and excitement 

t o the game; 

» Playing t r u a n t from school was seen as a form of release, 

f o l l o w i n g which one was f r e e t o engage i n a c t i v i t i e s which 

were forbidden: i n e f f e c t , one misdemeanour created an aura 

of excitement which encouraged others. 

Vhen I asked the c h i l d r e n the purpose of t h e i r play, they 

t o l d me i t was intended t o put other c h i l d r e n o f f doing wrong 

th i n g s . I asked why t h i s was so: what d i f f e r e n c e would seeing 

Kary, Joseph and Jesus make? They s a i d t h a t would be proof t h a t 

the s t o r y of Christmas was t r u e , and t h a t i f Jesus had been r e a l , 

then we should take n o t i c e and avoid being naughty. 
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Upon suggesting t o the c h i l d r e n t h a t people seeing the play 

might Just say 'But t h i n g s l i k e t h a t never happen: there are no 

such t h i n g s as angels', they were keen t o t e l l me t h a t angels 

'and so on* were not r e a l l y Important. What r e a l l y mattered was 

the message of the s t o r y : because Jesus was r e a l , God was r e a l 

too. People should take n o t i c e and not do t h i n g s l i k e w r i t i n g on 

w a l l s and s t a y i n g o f f school 'because i t doesn't matter'. The 

play was intended t o help teach t h i s t o 'the l i t t l e ones'. 

9.05 Data I n t e r p r e t a t i o n : Creative V r l t l n g . 

There could be l i t t l e doubt t h a t the c h i l d r e n i n both groups 

understood f u l l y the f u n c t i o n of a parable: i t was t o l d t o teach 

a s p e c i f i c p o i n t . I n the case of both plays, the poi n t suggested 

was t h a t God had a r e l a t i o n s h i p w i t h people, and was prepared t o 

intervene when necessary. I n making these points, the c h i l d r e n 

began by p l a c i n g t h e i r play w i t h i n the context of t h e i r everyday 

l i v e s , but went beyond t h i s by adding the dimension of God's 

concern f o r people, and t h i s was the climax of the s t o r i e s they 

wrote. 

The context of everyday l i f e comprises short adventures w i t h 

f r i e n d s : p l a y i n g t r u a n t , mugging, defacing property: these are 

the kinds of a c t i v i t i e s w i t h which young c h i l d r e n are extremely 

f a m i l i a r , comprising as they do the elements which make up the 

challenges which they e i t h e r create f o r themselves or f o r each 

other. 



272 

To examine t h e i r experiences through the medium of r e l i g i o u s 

teaching provides o p p o r t u n i t i e s f o r c h i l d r e n t o reassess t h e i r 

values and develop e x i s t i n g concepts r e f l e c t i v e l y . 

The inadequacies of the t h e o r i e s of Goldman f o r accounting 

f o r c h i l d r e n ' s t h i n k i n g i n the f i e l d of r e l i g i o n concerns the 

inappropriateness of the context according t o which h i s research 

m a t e r i a l s were introduced. A l l three of the selected B i b l i c a l 

s t o r i e s comprised m a t e r i a l s u i t a b l e f o r teaching, allowing the 

c h i l d r e n t o r e f l e c t on various l a y e r s of possible meanings. 

Goldman's e r r o r consisted of an i n f l e x i b l e approach t o B i b l i c a l 

i n t e r p r e t a t i o n based on the r i g i d , l i t e r a l / f i g u r a t i v e d i s t i n c ­

t i o n s developed w i t h i n the climate of opinion encouraged by 

p o s i t i v i s m (page 65). Because of t h i s r i g i d i t y , the c h i l d r e n had 

very l i m i t e d chances of success. 

9.06: Data Analysis: Examples of Subsequent R e f l e c t i o n , 

a) Introduction. 

The f i n a l s e c t i o n of t h i s chapter concerns two s t o r i e s 

w r i t t e n by c h i l d r e n a few weeks l a t e r : t h i s work was produced 

spontaneously during a f r e e w r i t i n g period when the c h i l d r e n 

chose t h e i r own s t o r y t i t l e s : i t arose as a r e s u l t , undoubtedly, 

of r e f l e c t i o n s on the work described above, and i s thus an 

example of the most important aspect of the teaching: the 

m a t e r i a l presented had been of s i g n i f i c a n c e f o r the subsequent 

thought of the c h i l d r e n and had provided them w i t h an a d d i t i o n a l 
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focus w i t h i n which t o i n t e r p r e t experiences. The s c r i p t s are 

provided i n Appendix D [ c I . 

b) Analysis of Children's Work. 

The f i r s t s t o r y t o be analysed was w r i t t e n by Paul. The 

s t o r y i s about good and e v i l , or the c o n f l i c t between darkness 

and l i g h t . The w r i t i n g s t y l e i s f a i r l y t y p i c a l of a ten year o l d 

c h i l d , but shows e a r l y attempts t o draw conclusions of a 

m o r a l i s t i c nature from the events which are described, and which 

can be seen t o be symbolic: f u r t h e r discussion w i t h the c h i l d 

revealed t h i s t o be so (see below). 

The Dwarf and the Prince. 

There was once a prince c a l l e d Prince Henry. He was walking 
through the dark and gloomy wood when he heard a noise. I t 
was l i k e a piece of paper moving. A man Jumped out of a t r e e 
w i t h a newspaper and h a l f an e a t i n g apple. He was being very 
grumpy because I was on h i s land. I had beard people say t h a t 
they had seen him and he had darkness i n him. 

A l l of a sudden I saw some more of them. I went f o r a walk 
w i t h them t o know them b e t t e r . I got t o l i k e him. He was 
c a l l e d Doggal. He had a red cap on. (We) became good 
f r i e n d s . He became good so I had brought l i g h t t o him. I 
came t o see him every day. 

When discussing the s t o r y w i t h the c h i l d , he t o l d me t h a t he 

d i d n ' t b elieve i n dwarfs, but t h a t d i d not matter. The s t o r y was 

r e a l l y about darkness and l i g h t . The dwarf i n the s t o r y 

was making hiinself miserable when there was no need. He 

suggested t h i s could have been because the dwarf Just 'got fed 

up' w i t h doing the same k i n d of t h i n g s every day. 

However, t o meet someone new can be e x c i t i n g : he t o l d me 

t h a t the h a l f an e a t i n g apple mentioned stood f o r the dwarf 
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himself: he was only h a l f what he could have been, and i t was 

t h e i r growing f r i e n d s h i p which helped him t o become a much nic e r 

person. Therefore, the c h i l d f e l t he had helped soneone i n 

darkness move i n t o l i g h t . 

The second s t o r y was w r i t t e n by Llnda^^ Again,^1^^ i s 

r e f l e c t i v e of detait^from^everyd^y l i f e , ^ b u t the c h i l d wove 

together -$hese d e t a i l s w i t h c r e a t i v e ideas which r e f l e c t e d her 

co n t i n u i n g r e f l e c t i o n s on d i f f e r e n c e s between r i g h t and wrong, or 

darkness and l i g h t . 

The Giant Dragon. 

One n i g h t I was walking t o my house. I saw a b i g green 
slimy t a l l coming from around the corner. I t o l d my mam 
and my brother t o put t h e i r t r a i n e r s on. But of course 
my brother put h i s t r a i n e r s on the wrong way round. I 
said t o mam ' I w i l l paddle my own canoe'. My mam sai d 
take care, the dragon i s dangerous. 
I saw my mam's chopping k n i f e so I poked the dragon w i t h 
the k n i f e . This time I stuck i t i n the dragon's heart 
and the sword pierced i t s heart. 

I t means I was good and the dragon was bad. 

Again discussion w i t h the c h i l d l e f t me i n no doubt t h a t a l l 

of the events of the s t o r y were symbolic: the dragon, i n 

p a r t i c u l a r , was the p e r s o n i f i c a t i o n of everything t h a t was bad 

and e v i l , and the c h i l d saw h e r s e l f as a kin d of champion who had 

the power t o destroy i t . 

I n both cases, the s t o r i e s i l l u s t r a t e d s y m b o l i c a l l y s p e c i f i c 

experiences undergone by the c h i l d r e n . They were minute examples 

of adventures experienced and su c c e s s f u l l y overcome. Just as, i n 
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a wider context, d a i l y l i f e f o r the a d u l t s (Cedarwood Centre 

undated) can be thought of as a s e r i e s of challenges, each of 

which demanded decisions and a c t i o n s and a l l are s i g n i f i c a n t f o r 

perceptions of f u t u r e s u r v i v a l , s e c u r i t y and contentment. 

Educationally, the value of the work done was t h a t i t 

c o n t r i b u t e d t o the r e f l e c t i v e process of the c h i l d r e n . Although 

only two examples of t h i s were a c t u a l l y committed t o paper, i t i s 

probable t h a t s i m i l a r ideas and thoughts would permeate the 

consciousness of many of the c h i l d r e n , causing them t o pander, 

question and evaluate w i t h i n whichever conceptual framework 

provided them w i t h a means t o s t r u c t u r e and make sense of t h e i r 

experiences and subsequent thought about them. 

9.07 Data I n t e r p r e t a t i o n : Examples of Subsequent Ref l e c t i o n . 

When assessing the data c o l l e c t i o n the f o l l o w i n g aspects of 

the c h i l d r e n ' s work were analysed. 

They were able t o apply t h e i r s k i l l s i n the use of novel 

metaphor t o s p e c i f i c tasks. Indeed, they had come across 

n a t u r a l l y the concept of an 'extended metaphor' (Calrd 1988: 

160), t h a t i s a l l e g o r y . 

They could present t h e i r ideas i n ways which r e f l e c t e d a 

c l e a r d i d a c t i c purpose. They were c l e a r l y able t o t r a n s f e r t h e i r 

s t u d i e s of parable and miracle s t o r i e s t o events of t h e i r own 

l i v e s , both ac t u a l and imaginary, and the l a t t e r had a clear, 

d i d a c t i c purpose. 
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The subject of t h e i r work was c l o s e l y influenced by, and 

perhaps even caused by, personal and corporate neighbourhood 

experiences. The c h i l d r e n were able t o endow t h e i r compositions 

w i t h meanings i n which they believed and f o r which they were 

ready t o argue. 

As a r e s u l t of the data a n a l y s i s and i n t e r p r e t a t i o n , the 

f i n d i n g s of Goldman (1964; 1965) were found t o be inadequate and 

u n r e l i a b l e as t h e o r i e s against which t o plan Religious Education 

i n the primary school curriculum. The reasons f o r these 

inadequacies can be found i n the basic assumption which underlay 

the i n i t i a l planning of Goldman's researches, and t h a t assumption 

was t h a t P i a g e t i a n theory i t s e l f provided a sure and c e r t a i n 

means of understanding the world of the c h i l d . 

9.08 Stiwmry; Children'a AbAH.ty to Peyelop Concepts qf God. 

The chapter examined c r i t i c a l l y t h e o r i e s of Goldman (1964; 

1965) t h a t pre-adolescent c h i l d r e n were unable t o develop 

concepts of God which were not crudely anthropomorphic i n 

character. I n t e r p r e t a t i o n s of data, c o l l e c t e d as a r e s u l t of 

classroom work, i n d i c a t e d t h a t , i f B i b l i c a l m a t e r i a l i s presented 

t o c h i l d r e n w i t h i n appropriate contexts which allow them t o 

r e l a t e the m a t e r i a l c r e a t i v e l y t o t h e i r own concerns and 

experiences, they are able t o both appreciate and i n t e r p r e t 

B i b l i c a l n a r r a t i v e s i n ways which go f a r beyond crude anthropo­

morphism. 
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Their n a t u r a l use of conventional metaphor i n everyday 

language provided an Invaluable base from which successful 

l e a r n i n g concerning the use of novel metaphor could develop. 

Evidence was not found t o support t h e o r i e s of Goldman (1964; 

1965) t h a t pre-adolescent c h i l d r e n ' s r e l i g i o u s t h i n k i n g was 

confined t o concrete experience. Conversely, development of 

understanding of r e l a t i o n s h i p aspects of the metaphor of God as 

Father were w e l l w i t h i n t h e i r capacity, i f supporting lesson 

m a t e r i a l was selected a p p r o p r i a t e l y f o r t h e i r i n t e r e s t s and 

concerns and i n s u i t a b l e l e a r n i n g contexts. 
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CHAPTER TEir 

CONCLUSIONS AND RECOMMENDATIONS FOR FURTHER RESEARCH 

10.00 i n t r g d u Q t i l q n . 

I n t h i s f i n a l chapter, conclusions are drawn from the 

t e x t of the t h e s i s i n three sections, namely the Theoretical 

Background, I m p l i c a t i o n s f o r Children Learning and the need 

f o r reassessment of approaches t o Religious Education i n the 

primary school curriculum. 

10.01 Theories of Metaphor. 

The research provided a n a l y s i s of data which 

» d i d not support the romantic view of childhood which 

dominated the t h e o r i e s of Piaget and Goldman; 

* supported contemporary t h e o r i e s of metaphor which 

i n d i c a t e i t s s i g n i f i c a n c e f o r both thought and language 

use; 

* suggested t h a t from an e a r l y age people are i n i t i a t e d 

I n t o the use of conventional metaphor through ordinary 

d a i l y discourse; 

* f u r t h e r suggested t h a t the r e s u l t i n g conceptual 

metaphorical thought networks provided an important 

base from which t o introduce ways of i n t e r p r e t i n g and 

c r e a t i n g novel metaphors; 

* i n d i c a t e d pre-adolescent school c h i l d r e n ' s capacity f o r 

engaging w i t h novel metaphor i s much greater than 

formerly r e a l i s e d ; 
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* suggests i n c r e a s i n g f a c i l i t y i n the use of novel metaphor 

c o n t r i b u t e s h e a v i l y t o the enrichment of thought and 

values development; 

» suggested the a d v i s a b i l i t y of helping c h i l d r e n d i v e r s i f y 

the range of conceptual metaphors according t o which they 

s t r u c t u r e d perceptions of l i f e and formulated personal 

values. 

10.02 I m p l i c a t i o n s f o r Children Learning. 

The research provided exan^les of a community's use of 

conventional metaphor i n d a i l y discourse. As a r e s u l t of 

t h i s , i t i s suggested t h a t a complete reassessment i s required 

of the pre-adolescent c h i l d ' s capacity f o r engaging w i t h 

metaphoric language. This reassessment should focus 

s p e c i f i c a l l y on: 

* i d e n t i f i c a t i o n of e x i s i n g conceptual metaphors i n every­

day language; 

* ways i n which these conceptual metaphors could be d i v e r ­

s i f i e d i n order t o help c h i l d r e n avoid becoming trapped 

w i t h i n narrow t h i n k i n g modes, f o r example w i t h i n concep­

t u a l metaphors such as 'Argument i s War' or ' L i f e i s a 

Gams' ; 

* ways i n which e x i s t i n g conceptual s t r u c t u r e s could be 

used t o develop language use towards poetic, novel 

metaphor, f o r example by i n t r o d u c i n g appropriate l i t e r ­

a ture i n the curriculum. Use of l i t e r a t u r e which i s r i c h 
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i n symbols and metaphors c o n t r i b u t e s g r e a t l y t o 

c h i l d r e n ' s emotional development by en r i c h i n g conceptual 

thought networks. This i s achieved through the stimu­

l a t i o n of new perceptions of r e l a t i o n s h i p s and patterns 

among experiences (Bettelhelm 1991 e d i t i o n : 3 ) ; 

» the Importance of appropriate l e a r n i n g contexts: by 

planning lesson content w i t h i n e x i s t i n g areas of 

I n t e r e s t and concern I n ways which develop thought 

concerning them develop beyond everyday contexts and 

phenomena - both h i s t o r i c a l l y and geographically. 

10.03 R e l i g i o u s Education. 

I t i s suggested t h a t a serious underestimation has been 

made of pre-adolescent c h i l d r e n ' s capacity f o r r e l i g o u s 

t h i n k i n g and understanding. 

I t i s t h e r e f o r e suggested t h a t an urgent reappraisal i s 

re q u i r e d concerning: 

1) pre-adolescent c h i l d r e n ' s I n t e l l e c t u a l capacity f o r 

engaging w i t h n a r r a t i v e s from s c r i p t u r e ( i n c l u d i n g t h a t of 

World R e l i g i o n s ) which w i l l c o n t r i b u t e p o s i t i v e l y t o moral and 

s p i r i t u a l development; 

2) the need f o r c u r r i c u l u m development which incorporates 

present approaches, f o r example phenomenology and e x p e r i e n t i a l 

l e a r n i n g , w i t h lesson content focusing on s c r i p t u r a l 

teachings. By i n t r o d u c i n g p u p i l s t o r e l i g i o u s teachings 

which o f f e r o p p o r t u n i t i e s f o r extending e x l s i t i n g ideas i n t o a 
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r e l i g i o u s dimension, assumptions underlying present values and 

opinions could be explored from new perspectives. This should 

address the ' s p i r i t u a l and moral' aspects of personal 

development as re q u i r e d by the Education Reform Act (1988) 

(OFSTED 1994) both p o s i t i v e l y and e f f e c t i v e l y ; 

3) how t o use c h i l d r e n ' s e x i s i t i n g conceptual, metaph­

or i c thought networks as a basis f o r teaching them how t o both 

i n t e r p r e t and create novel metaphors as presented i n r e l i g i o u s 

contexts; 

4) ways by which c h i l d r e n ' s concepts of God <as found 

throughout world r e l i g i o n s ) can be developed so crude anthro­

pomorphism can be avoided or r e f i n e d . 

The scheme of work o u t l i n e d i n Appendix E combines 

i n s i g h t s concerning c h i l d r e n ' s use of metaphorical networks i n 

the process of t h i n k i n g w i t h t h e i r a n x i e t i e s connected w i t h 

s e c u r i t y issues. This i s an example of a possible new 

approach t o c u r r i c u l u m development programioes. 

10.04 QeReral CoacJlviglRns. 

The conclusions and recommendations o f f e r e d above are 

done so not i n attempts t o provide answers or t o o f f e r ' f a c t s ' 

concerning the l e a r n i n g process. Dangers associated w i t h 

notions t h a t i t i s possible t o reach e i t h e r have been 

i l l u s t r a t e d throughout the t h e s i s by r e f e r r i n g t o the 

inf l u e n c e s of p o s i t i v i s m . 
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Attempts by Piaget and Goldman t o provide s c i e n t i f i c 

accounts of c h i l d development, based on e m p i r i c a l data, were 

shown t o be based w i t h i n romantic, e v o l u t i o n a r y i d e a l s which 

d i d not engage w i t h childhood as r e f l e c t e d by the data 

c o l l e c t i o n . Although the t h i n k i n g and l e a r n i n g processes are 

e s s e n t i a l l y c r e a t i v e , w i t h conceptual metaphors dominating the 

way I n which new experiences are accommodated w i t h i n e x i s t i n g 

thought networks, t o perceive childhood as being e s s e n t i a l l y 

romantic i s misleading. Furthermore, i t i s stressed t h a t the 

c r e a t i v i t y of childhood <or of the human) i s the very element 

of our psychology which has prevented empi r i c a l research 

methods from p r o v i d i n g convincing t h e o r i e s of how people 

a s s i m i l a t e experiences, l e a r n and develop concepts and values. 

As stressed throughout the t h e s i s , the concerns and i n t e r e s t s 

of childhood do not d i f f e r s i g n i f i c a n t l y i n v a r i e t y from those 

of adulthood. R e s p o n s i b i l i t i e s associated w i t h the l a t t e r 

phase of l i f e demand a d i f f e r e n t focus, but the way i n which 

they are approached and discharged does not d i f f e r s i g n i f ­

i c a n t l y from the ways i n which c h i l d r e n cope w i t h f r i e n d s h i p s 

and other concerns. The emotional element, connected t o needs 

of s e c u r i t y and given form both c r e a t i v e l y and i n d i v i d u a l l y , 

cannot be e l i m i n a t e d . 

I t i s , nevertheless, suggested t h a t research i n t o c h i l d 

development, p a r t i c u l a r l y I n t e l l e c t u a l development, i s an area 

t h a t r e q u i r e s much research by focusing on the metaphorical 
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nature of the t h i n k i n g process, p a r t i c u l a r l y the way i n which 

conceptual metaphors i n f l u e n c e the development of values and 

make t h e i r own d i s t i n c t i v e c o n t r i b u t i o n t o the p u r s u i t of 

knowledge. This t h e s i s comprised an attempt t o suggest 

passible ways forward. 
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APPENDIX 'A C h i l d r e n ' s S c r i p t s ; 'Experiences and Concerns' 

iCARL ... 

Mm. 0. "Mr. 

I jl 
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J _v ^— ' ' 

" -S^ V 

. \lJ^ 
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APPENDIX .A C h i l d r e n ' s S c r i p t s : 'Experiences and Concerns' 
JANET . 

r 

W J'-CA/iAt^ ^ 1 X 1 ? ^ ^ - ^ / 7 
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APPENDIX -A C h i l d r e n ' s S c r i p t s : 'Experiences and Concerns'. 
CRAIG 

0< p A D J W ^ 

kkab Jia 

me lec(KU&^ ^ a n . — .^Z'-

y i i C ^ , A K v J _ ^kouA^fiL p M . o/:^. 
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APPENDIX A C h i l d r e n ' s S c r i p t s : 'Experiences and Concerns' 
AITOREA , 

.Mti^—a.^—-ruriU - ^ . 

X*Ot̂  Cwl 

l e i 

-wv^. ^ ^«Jz^ . : l 

cuUjifc/ - cune/ m tvc^ /ruu>i . i j f i r h a 

ffo-aay 
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U c u t : ] 

\r^^i. Knavry-
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APPENDIX A ,; C h i l d r e n ' s S c r i p t s ; 'Experiences and Concerns'. 
ANDREW-

fcH ve(p ill 

m 
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APPENDIX -A C h i l d r e n ' s S c r i p t s ; 'Experiences and Concer-ns' 

t^ir ^jU •be' Slbzf l3 i5<A^^ tkzU ^. :3 

3 S 
? ^' - ^ 5 < J ^ ^ i^A-UL -U .̂ U:/.... ./?^:S''^. .-..iy.n:r ^ 
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APPEHDIX .*B -A • ; r.hndrfin's S c r i p t s : C r e a t i v e Writing. 

BRIAN 

i 
he. J f 

( J ^ \ Up p 
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APPEHDIXB C h i l d r e n ' s S c r i p t s : C r e a t i v e Writing. 

H e 

i /L _.L'5r. / . i l l 
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APPEffDIX .B 

PAUL. 

C h l l d t e n ' s S c r - i p t s : Crp>^+,lve W r i t i n 

Shi Id 

Ik. /ua. 

IjUkicJL dj^£i^(r sJ-Jt^^yJL ^-^-AjlImx-

I- # • . 

.7 '/. ' 9 

CLL^ l<rCi<ljL O t V - A u L ^ O'Jl̂ vs.̂ f AusM-^ -
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APPEHDIX ^ 

PAUL • •̂ 

C h i l d r e n ' s S c r i p t s : C r e a t i v e WxAUnff. 

||ecc^w5e. -tWtAj wx^rvJileo only 
i[^e^ .-63 c/Qr/ Jo .'̂  

-to tot . 5^.._...'£ - - ^ ^ 

.-^-00.2/._BI^d^-.^^.^d reel ._... \S 

r 
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APPEHDIX '¥ 

PAUL, . 

Children's Scripts: Creative tfritlng. 

sr.. 

- t o 

• 

/€3 

-X £-sJa. 

%ckarH( /uy dux's t^j^ 

\:fP.Of\ Sr^\v/P^>X iiM^ -M^ pejs>n 

SMrkJ 
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APFElfDIX B Caildreii's Scripts: Creative WT-i ' t . ir ig 

/£) So . Lkz- a iMh- ftL.-^, 

fVp CK ' OuMStrvTco -tkrzJ^, 
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APPENDIX i 
LISA 

CbAldren's gcripts; Creative Writing. 

I c c v b e 

I • j "-^f V. 

^ A z . moiAp 

lJ| ' '<'^ K^,- <-\ \JK/'^- K̂ -Ĉ -J 

i i.f\k U_fe£): _,gknuo rzf 
r^r> ^ ^ . rL 

l̂ jftJiS/' w 

| | D n p d O o 
| l . kA- -'^ 

., ,£4^=e/Tf6o, 

^^\xyt(r^- Cv,; 

^^snojco-
i - k r 

• i_ L-A. 

1 — _ —^' ' —-
A C Q 

P/C 
Lnjk. 

^ CLpal£^ Q 
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APPEBDIX 
smoN ... 

Children's Scripts: Creative Writing. 

C c t ^ c i i £221*:] 

cJ..qhet >c ^/M 

worru 
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APPEHDIX S 

SIMON 

Children's Scripts; Creative Vrltlng. 

Ct 

Tor 

P'.r:5Cj c'ld^its- . . . jki^ . _»3la/ja<̂  ^etg 

and ..hAiiQQ '. huA aJrii/naiy 

veL St: people-' Doi-kne^ i£-_̂ r 
le uolie _dte^l ;jCctfs.<jiQpk ^wic . 

leal elders , \nRinAhnQ^. fag>̂g____c.jj?'g_L_ .̂k̂a? 
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APPEITDIX B v; : Children's Scripts; Creative tfrlting. 

iPgrHoggs rnaVs<z;o -gome pgoplo.—_ 
i n h a p p c j o a b c o — t h z * ^ q h z b l i n d 

ICJOU0L 

( A l c z d a n d fchz>{r Q a r o d i j QPg-Cr>-

I - h a p p y - - - — — — 

c o n . „ _ c a m ^ n t a ^ 

gods^mbA 

tTi-vctolk Barn^Qov V^dtoct 
m 
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APPENDIX B ,av 

JAMES ̂'̂  

Children's Scripts: Creative Vrlting. 

( T h i s . poem was w r i t t e n a i r e c t . i y i n t o 
book: i t was copied immediately afterwards by the t e a c h e r ) 
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APPENDIX .B 
3IM0N 

Cbildren's Scripts; Creative Writing-

book inmediat 

t-*̂ i-iJ-<̂  ' ^ ^ ^ ''^^ 

3f 



APPEHDIX B - r.Mldren's Scripts; Crentive Vritlng. 

1 

COS\ ! 
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APPEHDIX E 

JOHN 

Children's Scripts: Creative Writing. 

oU;CA^^\YS—pot. 

_ t U -

m Li ' ' ' " ' 
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APPEflDIX m '-.rO: Children's Scripts: Creative tfritlrig. 

DAVID 

" e e l 
_̂  — 

LA noLs r i s . t//nol 

.tc$ o r " 
m e <:3tt?c!>â  p-va g'.yje^ 

-:at»-d-

^. y^^.. ^ >^(J^.. 
la 
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APPEBDIX B, • Children's Scripts; Creative Writing. 

CLAIRE. 

9 

fto r-io nn SoJurdov 

f r y 

honif) 
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APPENDIX . B fic.rU-)ts: Crpfltivfi VrUinR-

iWe ^ ̂ J) rounds 

look c^dl OU^-<' 

/ 
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APPBBDIX rm<a$: Children's Scripts; Creative Writing. 

KELLY 

<gp=^ n-x£.. c u ^ W b^^^iUL rr\JL ^ ^ u x / r : ^ 

G . A ^ . .ujJy^ X- ff<^.... 6& i=>-e<L 

-k^MZ^h^Ujub j: 
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APPENDIX 3; C h i l d r e n ' s S c r i p t s : C r f t ^ t l v P V r l t . l n g 

SARAH . 

m 

i 

: - _- - <2di^^ :. 

. _ _ - v ^ ^ l^^mj^^'.^f^^ ,^^-^/. 

I I 
V \ 
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APPENDIX _B 

SARAH 
ChAXar^D's o c r - i p t s : C r e - a t i v e V r i t i n g . 

the poen -A-as w r i t t e n i n t o zne c n i i a ' s ijn 
opi3d immediatsly after"Arards by the c l a s s t e a c h e r ) . 

Lavender L i l v . 

F l a d l v 

IT 
Q 

Who cnce, i n olden da3-s,. she knew. 
Her "bed w.̂.s .the moorland grass 
On'mo-jntainside or i n the ^i"?s. 
-To-r 'fi'"_~';r? "'ere the suuinier "5373925, 
•'-er voice l i k e r u s t l i n g i n the trees. 
I-Ier face '.vas p r e t t y , l i k e t'le swan. 

3'^^r''rlinT eves 
er o l d "''-^ite d: - _̂  

jhe "bou^-it once from an ancient s t a l l 
rier s o u l , God r e s t i t , i t has l e f t - • 
People say ' i t v;as f o r the'"best*, 
•iy'ho'" h^r i" ' ' t e lave''^d?^ . f i e l d 

'--52̂  f"i ov'ers '""er f i n a l s h i e l d . 

., a lake. . 
•»QC3C! and. purrile s.h.9.v/l 
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the text was ambiguous. However, after they had explained their 

Ideas to me i t was obvious that they had a very clear purpose in 

mind. The d i f f i c u l t i e s for the reader include: 

« they were unsure of how to l i s t the players: whether to 
use t h e i r 'play names' or the r e a l names of the 
children taking part; 

« they did not think of l i s t i n g a l l the characters, or 
making clear who the various children were pretending 
to be J 

* stage directions were missing. 

However, discussions with the children soon cleared up a l l 

of my i n i t i a l queries. They told me that they had noticed from 

s t o r i e s i n t h e i r reading books how the youngest son of a family -

often c a l l e d Hans - i s thought to be stupid, and yet i t i s nearly 

always him who wins i n the end - something l i k e Jack in the 

Beanstalk! Their play was to t r y to teach people that the 

youngest person i n the family could well be the bravest or 

cleverest. 

To make t h i s point they decided to put the story in a 

background which young children would be able to understand -

they thought sheep, shepherds and a wolf would be exciting for 

them, and yet not too frightening. As L i s a pointed out, the 

young son was not allowed to go, but i t was he who managed to 

k i l l the wolf later, after t h e i r father had l e t the elder son 

die. They hoped the play would help younger children in families 

to feel stronger - that i s , more confident. They asserted that 

t h i s was the meaning of the play, and i t s purpose was to help the 

l i t t l e ones i n school learn. Margaret made the point, upon my 
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APPEJTDIX B Children's .Snripta: Creative WrAtlPg. 
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APPENDIX ChildrRn's Scripts: Creative VritlnK-

OJuC '^^^ -'ruiuy ^ . -^XXKJJ "iiMAi 
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APPENDIX B. Children's Scripts; Creative Writing. 

KAHL 

J 
new life ^JarTed To cjpow /n j i ^ e 



54ir. 

APPEHDIX B, <::.•>: Children's Scripts: Creative Writing. 

MARK- ' -i. 

Kp^x o<=^ K r ^ : c ) f i ~ k .̂<>^rt̂ ,̂ 

. / i \ 1 / .1 • L / t 

4 ^ 3̂ 
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AFPBSDIX s r.hilrfran'B Snr<pt.g' C r o a t i v n Writ.lnn. 

—yn-" 

g j Q \ \ -bke^ -ifr^Y^^, 
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APPBIDIX ? 

;> P. 

CblldreB'^ Scripts; Creative WrAting. 
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. _ ...A. 

(V\JL 

(aJ^ oLcu^ 
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APPEBDIX 1 
LISA.. 

Children's Scripts: Creative Writing. 

Won. 1 o n i v h I hmye^riQ 

-^VohdN î̂  / -pi l i /^pr] )nenQUSP^ I Clrr?^ 

\ C7 , . i 

tm _̂̂ _\̂ 'hm. i^„_6SL__ . j ^ ^ _ 

'SO bee/2/ kof cJbcii^ to „ (SŜ âxĉ L̂  
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Appendix B- r.hiTdren'p^ 5^ript.K: Creative Vritlng-

ANDRiSf 
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APPBiroiX 3. : C M l d r e n ' s S c r i p t s : Cr~^«ti^o " r i t f n g 

MARGARET 
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APPEHDIX C (a) The Story of Joseph. 

SARAH 

1 •;. 



355 c 

APPEDDIX C (a) The Story of Hoses. 

OLAIRE A 

I i 
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AppehdixrC (a) . The St n r y pf ff»fff^^ 

JAMSS 
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APPEDDIX C (b) The B l i n d Wan. 

' Jehniev Andrew 'and jfergaret 
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APPEBDIX C(b;) The Blind Han. 

Craig and Sarah 

f 



559 

APPEHDIX C(b;) The Blind Wf^n. 

BrianV Siradrii. and Karl. 
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APPEJ3 u IX G (b), riMi mj,Ma ftau. 

Linda, James and IlaVid. 

The., BLind mnn 
3torcL I s „ o i x i o b _ b j d ^ _ t o a ^ - _ p e Q p [ ^ 

foeeia k i V x l c J s o A e s u s — l o e e T L 

htipiacL O l d p _ c o p U _ . _ c L o d _-bK^^ 

o i s o rnakuQQ.^t^ 
thoJ^ne^s bo Ont cxnofc/jer _ 

J o i l CDQjjj^^ kdpim~ p e o p l e i ^ o m - O c o n 

h e l p a n d i a l s o m 

^ s h ^ Q U i e n . b h e m j 

p o o o c i " . T h e . n^JOs^ b K o t '3 lo\un<^.„ 

ioecct^u^se h e l p o ^ p o o r /PeopiR c d s o n o t ^ 
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APPENDIX C Cte); The Blind fen. 

(Andrea and Tom) 

I 

5 " 4 o ^ ^ - - / l 5 : — - O ^ - c 

^Ai/XL^ 
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APPEHDIX C ih.) The Blind iltou. 

(Paul, Liga and John) 

rrvin 

- ^ Jdbfiq w-^J"^ bAini ....GQu\:_ 

y v i a k ^ r^re^i^ S^-^ Q-QCLW-' X ^ U - "v̂Ŝ  - -

\S<D ohou^- J a<3^ .u \^ s : -KJLWJ. AzksL ^ 
Qa.i^d. . c tgxUl - - ^ 

S i a c : : : ^ m^^^^ .|r:l'.\cd=_._ ^•:esiLL£ 
IAS _.kx.nd: 4 .0 kuka 
J f r o y n ILVTSOT^ . _ cctid 

J A SxQ O Qccd. 

CBm^ 
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APPEKBIX C (c). P l a y : The Howl on t l i e H i l l s i d e . 

liisav IfergareV, Claire and David. 

hp 

j Tra<:ej.- Xar>1 ^ o " ^ ^^"^ mind fh<2. :5heepc/rar, 
I KsKj '' Ol-Wj ZJohn cAon'f be ion^ because Vhe 

S^^ -̂: . PkaSe fofW c a n J ^o? 

I T^actj:- Sc>cOj Son no-V Von J^hh'CO ^ e o n / i n u r O j u p 

AKSw- Vo V ê Cc^a)M have^Vbere onuŝ  hav^ been Sov-/ic g 

you blj bullij' ^ ^ 

8.̂  
I f 
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APPEHDIX C (c) P l a v : ThP C o l o u r e d W«r,. 

Saj:ah, Kelly and Kerry. 
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APPEflDix D/ (a); Tlie Loi d Piy Sfaepberd. 

tlhda a»d: Karl . . 

Dir no avv\vP6r YiVkou art ON>̂f> crvi 
it> dbnV. bo. C3(rra\d or LOorr\<di 

L God U>N\\ b(L U)̂ \)̂  i|3U.^W \ OD̂ U 

K\m av«r. Lord V»Vsa. a N̂Qjĵ rordi 

anjocj \i.h<t, good V)riioc^^ vCN V^tVtt, {jhoVi 



APPEWDIX B (a): Ihe Lord i s my Shepherd. 
Jennie arid Simon. 

c 

3P 
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APPEBDIX D (a): The Lard i s mv Shfiph«.rH. 

Brian,r,iAnd?ejr itftnd Msxgaxet. 

c 
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APPEBDIX D ( f i ^ y The Lord i . ^ my Shnphfird. 
Sarah, .KerryUanddpaul. 

4) 
— , — 
5h^-pberc) 

' f u 

sf i ) / . uicaA^rS" p'^ecxjAvS^ Mq :^ c^d need 

Pear., .. ^..-^^^ ec^t i ' fer ''H ĉy 

OA a e k f / e feoli^ ^\/id fi 
. 1 .̂ O-

9 
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APPBHDIX The Lord is mv Sh^ph^rrl. 

Ca«^©, JSeeih- and..AMrfea. 

a a 

lord l o c t e 'a o ^ 

^ , s b l l o D d D T S m o o n 

dne^ paShfoe. and vfc mafe 

cup m̂ AOT oDor- m2aos 
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APPEBDIX :%,Ct ») The Lord i s my ShBph.̂ rd. 

iiisaJTames, Johnvand Ke l l y . 

Ĥĉ\. ^'oL IE ivi// fetr. to. _ 

' ^ P e i / , i T f e k b / / q / o P i f e 

I J/ hQe. 'all riol^h-
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APPENDIX D, CD Flay; Tlie TwQ tobbers. 
Sid is Forgiven. 

Brian, Kerry; and Jennie. 

mi 
g D \n -hc^i 6bop on<d 'Sle/a 

4Ke l̂oQ p 

KnocV 

j Keeper 

•ol 

! f o b 
S i d 

X \A/»6h IT no\d H O T aone 4ba'̂  
"do I 

T u n i n a n d . . p u L . V h e 
b a c k b o t i ^ 

CAOd . pvAV . n o n e t | 
. n o m M 

. . R ^ o M 
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APPENDIX D, P l a y ; ' T h e Two Robbers ( c o n t i n u e d ) y 

^ Sid^ia; gorgiven. 

KVen \ f we y^ad(^n 

l O o c L : S i d 

W n o S a i d Vv^oi>-

l c i i o l S v c i 

t V v b > ^ \ o l f o C q i ' 
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APPENDIX ;p ( b ) . Flay. The G r a f f i t i r.^n^ i s FnrgivPT.. 

. Paul^uSirapn* J^e33)Mid;: Janet. 

t^lvcVc o.<x<\ ^cvn-T rex^t cx«,-̂ cctA 9̂t-c>r'-> school 

f?obbv« 

Pro .-A 

<>̂ \-<-vC-(̂ »b-e ^CVCA:̂  <̂ (x<xô  aonc.- . 
.UctJJ' (AKO \ S ' tUdt-

cXvYX . Cm.2)el oofT^t, Lô 'tiA^ rKt^ 
•̂ rvA v^o^ Coin Cpwxe. ĉ rvA U^SVJ^ C r̂ (bt. 

Su?0 toVvÂ  U?O(AV:V ke, Wc^rjc. " to s « e 



APPENDIX f lav; Th^. G ra f f i t i Gan^ 1R Forgiven. 
( C o n t i n u e d ) , 

A 

So. 

E' ::./e.r^ 

'A 

X 5^(U cocrv\, l e \ v \ ^ toe- cxv'e OyOvAq t t ? 

c^^ocx«j^&orY\ s choo l c?r Ao 

u . 



APPENDIX jy (c) Stprv; The Dwarf and i ^ . P,H.^O 
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mcxn 

| A \ \ 

hiiS ; land. H Kad io^ard p-eof 

K(2- h o d d c i r k n ^ s 
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p 

I and V\m 
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APPENDIX D ( c | , S t o r y : Tha G i a n t Dragnn. 

Linda 

n\qn^ J coou^ 

rrvam . andk . nry brdtbec bo! 

||nt^ br<2un^ro on bh^ ^ CJDOC^ 

I ^ O U J r o o O d • 3- SQA'CL bo tTiu 

Drac|on dongoroutf the' 
P X 3aA:» nny mouTB chopp\rg 

fc'^m^. X . . _ 2 k ^ V C . Jb_. fcV)^. 
gcLroQOns hart" oM^ -. a©e*> bKe. 

H t CMnoti 
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APPENDIX B 

SUGGESTED ACTIVITIES: METAPHORS DF GOD 

Metaphor of God: God as Ligh t . 

« S t o r i e s concerned w i t h s e c u r i t y : passages from A l i c e i n 
Wonderland (chapters one, two and three) and class discussion of 
ch i l d r e n ' s personal experiences: being a f r a i d i n the dark and the 
e f f e c t s of a l i g h t being switched on. 

» Analysis, i n groups, of short stories/poems, asking 
c h i l d r e n t o i d e n t i f y elements of darkness and l i g h t . 

* i ) L i g h t and Darkness Card A c t i v i t i e s : c h i l d r e n work I n 
groups, studying everyday events shown i n p i c t u r e s , f o r example, 
flowers, a wedding, c i g a r e t t e s , cream cakes. Each group t o 
put forward t h e i r opinions and why they are h e l d concerning 
whether the p i c t u r e would be best symbolised by darkness or 
l i g h t . 

11) Children l i s t e n t o short taped e x t r a c t s of music, f o r 
example, a pop song, a dance tune, choral music, b a l l e t music, 
and decide whether i t could best be symbolised by darkness or 
l i g h t . 

* The Poverty Problem. 
Classroom work on the causes of poverty: f o r examples of 
content of teaching, see chapter s i x . 

« Jesus as the L i g h t of the Vorld 

• the e f f e c t s of l i g h t i n g a candle i n the darkness; 
• the e f f e c t s of l i g h t i n g one candle from another; 
• s w i t c h i n g on a powerful t o r c h i n a completely dark 

garden; 
» the f u n c t i o n of a lighthouse: the s t o r y of Grace 

D a r l i n g (Ashton and Kenworthy 1994: 7) 
• group discussions of the symbolism i n Holman Hunt's 

•The L i g h t of the Vorld'. 

* L i g h t and Understanding 

» discussion of the meaning of t h i s Hindu prayer: 
Lead us from the darkness t o the l i g h t , 

Lead us from l i e s t o the t r u t h , 
Lead us from death t o e v e r l a s t i n g l i f e , 

(quoted Ashton 1994b: 51) 

» discussion of the meaning of t h i s passage from 
the Qu'ran: 
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God i s the l i g h t of the heavens and of the earth, 
His l i g h t i s l i k e a s h e l f t h a t holds a lamp 

w i t h i n a c r y s t a l of s t a r - l i k e l i g h t . 
(Qu'ran 24 v 35. Light). 

(Quoted Ashton 1994b: 51). 

Work on the metaphor 'God i s L i g h t ' could be extended by study of 
the metaphor 'God i s Sustainer', developing concepts of God found 
i n Psalm 23, 'The Lord i s My Shepherd' (chapter n i n e ) , leading t o 
f u r t h e r discussion: 

« The Prodigal Son: can God be thought of as 
* the farmer? 
* w i t h a body; 
» f o r g i v i n g ; 
» owning a farm; 
» w i t h two sons; 
* wise; 
* always there when needed; 
* a l l o w i n g people t o choose f o r themselves, r i s k i n g 

making mistakes and l e a r n i n g from the experience. 
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APPENDIX F. 

METAPHORS OP EDUCATIQTJ: THE CQUTTWTOM THRORY. 

Conventional 
(Dead) 

Novel 
-<-«-(-«-1-

C o n c 8 F > t . u a I PUa't.£>|3t-ior : E a l u c a - t l o n i s A g r l c u l t - u r a . 

She has a f e r t i l e mind 
but her ideas need 
pruning. 

Her understanding 
i s p o s i t i v e l y bur­
geoning w i t h f r e s h 
and unusual Ideas. 

In the lesson she 
t r a v e l l e d from 
a barren desert i n t o 
a f e r t i l e oasis. 

C o n c < a p t . u a I : E d u c a t i o n l o Wmr 

She got her marching orders 
during the lesson. 

Her I n s i g h t s 
caused a b l i t z . 

She moves i n a b a t t l e ­
f i e l d of chalk, books 
and the enemy. 

C o n c e t a - t . u B i l n a t a p l - i o r ; e d u c e t t . l o n leg T r a v a l 

She Just c r u i s e s along. She i s i n the 
overtaking lane. 

C o r t c o r s t u a l Mmtapl-iOT-: E d u c a - t - l o i - i i s Or 

S t a r t i n g from Athens 
she has at l a s t reached 
Jerusalem i n her under­
standing. 

The stage was set f o r 
a b r i l l i a n t paper. 
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The c u r t a i n rose f o r 
Act I I when she mat­
r i c u l a t e d . 

44,444444.4. 

Her performance i n 
mathematics i s as 
profound as Malvolio's 
sense of humour. 
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