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Introduction 

The Guide will be the guideline to transfer and exploit the results of the project. It is addressed to 

educational networks, secondary school teachers, headmasters, other teaching staff, policy makers, 

public administrators, giving the project a broader horizon. 

The Guide will integrate all the protocols elaborated during the participatory processes of each 

country and all the practices of each piloting.  

The materials will be collected referring to the reports, the cahiers de board and the e-learning 

platform. All the protocols and the piloting will be compared and analyzed by the experts involved in 

the research phase in order to summarize all the process and create the general Pedagogical and 

Didactic Participatory teaching and learning Model (PD&P). The Guide will be also disseminated 

through the project website and in the final conference in Spain. The E-Book version of the Guide will 

be also produced. 

 

Why we need to elaborate a Pedagogical Didactic and Participatory 
Model 

 

The hottest places in Hell are reserved for those who, in times of great moral crisis, maintain their neutrality. 

(according to Dante Alighieri, Italian poet, 1321) 

 

In today’s Europe, the resurgence of extremist rhetoric can undermine democratic institutions 

and traditional representative bodies. Among the trigger factors are the financial élites and 

neoliberal policies, high rates of unemployment, supranational institutions, as well Third 

country migrants and refugees - represented as “public enemies” who are a threat to “our” 

culture and exploit national welfare system. In this scenario, “populism” has become a 

political concept used as a buzzword to catch many different forms of citizens’ discontent. 

Both terms “populism” and “extremism” have widely been defined across disciplines and it is 

not possible to give a simple definition that captures all features once forever. In particular 

this trend affects the general perception of how the people show their religious beliefs and if 

can the religious beliefs can represent a threat for the western style of life and culture. 

Recently the Pew research center (see http://www.pewforum.org/2018/05/29/nationalism-

immigration-and-minorities/) launch a survey with the aim to investigate this feeling. The 

http://www.pewforum.org/2018/05/29/nationalism-immigration-and-minorities/
http://www.pewforum.org/2018/05/29/nationalism-immigration-and-minorities/
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results show that “respondents’ scores increased if they said that immigration to their country 

should be reduced; that they were unwilling to be neighbors or relatives with Muslims or 

Jews; that immigrants from certain regions are not honest or hardworking; that Islam is 

fundamentally incompatible with their national culture and values; that being born in their 

country is important to being “truly French,” “truly German,” etc.; and for expressing a host of 

other sentiments on related topics. The higher the score, the more likely a respondent had 

expressed nationalist, anti-immigrant and anti-religious minority sentiments during the 

survey”. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

The meeting among the different religions in Europe is dramatically seen as a raison of 

potential threats to the consistency of the local culture and tradition. 

However, the religions are part of the cultural background of the European citizens and the 

religious feeling mostly inspires The Cultural Heritage. But it is not just a matter of having the 

instrument to better understand the cultural background. A spiritual attitude is a way to know 

better the “others” and a raison to understand better the different social issues.  

But , nowadays, unfortunately the religious differences are raison to dived the people.  
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Just to make an example, islamophobia, describes irrational hostility, fear, or hatred of Islam, 

Muslims, and Islamic culture provokes phenomena  of active discrimination against these 

groups or individuals within them. Islamophobia in Europe manifests itself through individual 

attitudes and behaviors, and the policies and practices of organizations and institutions.  

The Unfavourable perception of Muslims is dramatically growing as the table below clearly 

shows  

 

 

 

 

 

This negative way of seeing the multiculturalism affects especially the young generations, that 

are attracted by populist and radicalism messages. Another recent survey (Are young people 

receptive to populist and radical right political agendas? Turning Evidence into Policy 

MYPLACE Policy Forum, Brussels 20 November 2014 (Hilary Pilkington University of 

Manchester) shows that:   

- The movements attractive to youth are not fundamentally anti-democratic; 

- But disillusionment with the political mainstream may mean that these movements may not 

seek an electoral route; 

- Exclusion from the political realm may be a cause of not a solution to the problem.  



   Learning Manual 
 
 
 
 

 6 

Socially oriented preventative tools assume:  

- The problem is ‘racist’ attitudes based on ignorance and resolvable through education;  

- Different approaches are required for ‘normal’ youth and those with extremist views.  

 

Evidence from MYPLACE problematizes this by suggesting:  

- The ‘targets’ of education often consider themselves consciously ‘not racist’.  

- There is a continuum in attitudes, rather than a sharp break, between ‘ordinary’ youth and 

those actively engaged in populist/radical right movements.  

In general we can conclude that populism and extreme right radicalism are very attractive for 

the young people. But the investigation also show that we can act at educative level 

proposing a critical approach that can fight against fake new and radical positions. 

The investigation also shows that around 60% of the young population addresses to Islamic 

immigrants the responsibility of the economic shock.  

In recent years, Islamophobia has been fuelled by public anxiety over immigration and the 

integration of Muslim minorities into majority cultures in Europe. These tensions have been 

exacerbated by the aftermath of the rise of populist nationalist politicians. They have also 

been aggravated by high-profile terrorist attacks carried out by Muslim extremists.   

Indeed, the people in Europe generally affirm to have religious or spiritual reference and still 

the values inspired by the religious beliefs are very relevant in the education of the Youth.  

The recent Eurydice report about integration of immigrants (Jan, 2019) shows that the 

Member states are in need to produce a more important effort to create a positive learning 

space, free of discrimination and obstacles. To do this the religions can be a very powerful 

help, if especially in Secondary school, we will be able to fight the radical and populist 

approach, proposed by xenophobic groups and political movements.    

For this reason, LIFE” intends to up-scale and adopt an interdisciplinary approach to both 

concepts and to their mutual relation, in order to ensure an in-depth understanding of 

spirituality and religious set of values .The innovative characteristic of LIFE TWO project is to 

use the religious tradition as a useful heuristic device to analyze and understand, on the one 

hand, how different forms of extremism rise and are nurtured by populist views that 

characterize today’s policies, and, on the other hand, how extremisms use populist rhetoric as 
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a tool to reinforce and spread their positions. Using the Inquiry Method and approach LIFE 

TWO will give to the students and to the teachers an educative tool not addressed to “accept” 

other religions as an inevitable matter of fact, but as a critical recourse to understand better 

the World where they live and to interpret their society.   

LIFE” intends to propose a counter-narrative based on a critical thinking approach. The inquiry 

process of the mind leads the students to not accept the set of values proposed by the 

religions as they are, because transmitted by the tradition, but to pass them trough a critical 

process to transform them in a personal convictions and ideas. The counter-narrative will be 

based on analyzed the false positions and the easy messages proposed by the radical 

populists, in order to generate positive thinking and personal approaches.  

The perspective of LIFE TWO project is that populous and xenophobic messages provide a 

simplistic and very attractive but a-critical narration, especially for new generations, who are 

at the same time digital native and bear the consequences of the financial crisis. In fact, 

different categories of youth are disappointed about their future perspectives and are easily 

fascinated by radical and xenophobic rhetoric. According to Eurostat, 28% of young people in 

EU aged between 15-29 are at risk of falling into a cultural poverty. Between adolescents 

often prevails a sense of distrust in EU institutions, social disengagement and lack of active 

participation in political life. It is worth noting that the greatest abstainers in the previous EU 

elections were young people aged between 18 and 24, of whom 72.2% did not vote. At the 

same time, according to many sources (e.g. Resolution 2103 (2016) Parliamentary Assembly) 

young people, including many minors, are sensitive to ideological discourse and the apparent 

“sense of social purpose” offered to them by radical organizations.  

The schools has a great opportunity to contribute to build the identity of student that are 

living a personal distress also considering the particular mental state naturally generated by 

the adolescence. 

 

In researches addressed to the cognitive status of adolescence what is defined as risk taking in 

an educational context (like asking a question in class or providing an answer that goes 

beyond the information in the textbooks) is considered very positive to create essential skills 

that enables progress and creativity. Although some students trough risk taking can achieve 
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great things, many are worried about taking risks in the context of learning. (Sarah-Jayne 

Blakemore, Professor of Cognitive Neuroscience at UCL, 2014)  

The LIFE TWO approach using the Inquiry Method promoted risk-taking in this age group 

represented by a discussion about the values of the religions and in particular, about the 

common values on which the European Union is built. A  Critical discussion about These 

common values is a barrier against xenophobia and radical populism and is actually reflective 

of brain changes that provide an excellent opportunity for education and social development. 

Adolescence is a time of opportunity for learning new skills and forging an adult identity. The 

research on brain development in adolescence might have implications for “when to teach 

what” and could inform both curriculum design and  teaching practice with the aim of 

ensuring that classroom activities exploit periods of neural plasticity that facilitate maximal 

learning. 

 

LIFE TWO intends to help the youth to look for a sense of purpose, in a age when the 

adolescents are more likely to be attracted to radical and xenophobic ideas and movements 

of different types. It is essential to focus on the delivery of an educative strategy with 

concrete aspects of communication that offer critical tools to deconstruct populist discourse 

and create alternatives to extremist propaganda and/or extremis ideas. The young 

population, particularly during the growing up and adolescence phases, as they are more 

open and responsive to various influences. It is well known that the extensive use of the social 

media combined with social platforms exploitation widely contributes to the success of the 

populist narration among pupils and teens, future voters and protagonist of the cultural 

debate. The populist activists are adopting and increasingly international perspective: in this 

context, theories and methods of the Critical discourse analysis (CDA) will help to deconstruct 

populist and extremist narratives. CDA is itself an interdisciplinary approach to the study of 

discourse that draws from both linguistic theory and social theory. In this theoretical 

framework, language is considered as a form of social practice. 

The project is also a way to propose a didactical approach closer to the expectations and to 

learning style of the target group.  For this reason, LIFE TWO intends to develop a role-game 

method, to enhance the discussion about the critical thinking addressed to have a profound 

http://www.icn.ucl.ac.uk/Staff-Lists/MemberDetails.php?FirstName=Sarah-Jayne&LastName=Blakemore
http://www.icn.ucl.ac.uk/Staff-Lists/MemberDetails.php?FirstName=Sarah-Jayne&LastName=Blakemore
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knowledge of the religious intercultural dimensions. Role –gaming is an activity that leads the 

students to investigate with creativity and curiosity other worlds of spiritual dimensions, 

practicing with fun and interest the encounter between different cultures and spiritualities. 

       

 

The Participatory teaching and learning method to give an inclusive 
dimension of teaching and learning religion in secondary schools  

 

Teaching values  

Teachers have been dealing with values in education in different ways in the recent times, the 

debate is focused on the emphasis the schools is called to give to the promotion of common 

values. For some authors and policy makers the teachers did not have enough attention in 

education for its pedagogical mission, but they are attracted to the topics and not so much to 

the school as a community of citizens. 

After the 1990s the debate has been characterized by an affirmed decline of established and 

formerly coherent values in the western societies accompanied by the idea that the schools 

had the role to teach civil rights and civic education, but not necessarily values related to the 

dimension of “the degree of importance of some thing or action, with the aim of determining 

what actions are best to do or what way is best to live” (according to Wikipedia).  

A good example of this debate come for the USA. In 2012 (Josephson Report Card on the 

Ethics of American Youth). The Report stated that was possible to reveal “a pressing need to 

integrate elements of character education into the country’s public-school curriculums. 

Following the results of the Report was quite common among the students to think that even 

if it involves cheating, it is proper to threaten or hit someone when angry or when it is needed 

to reach one’s goal. A relevant percentage of students showed that physical violence is a big 

problem in their schools.  

Studies show how Adolescents develop their attitudes toward societal participation using 

their social interactions. In this context the schools can play a role of stimulation by creating a 

proper climate in which students are willing and able to interact and discuss societal issues, 

including the discussion about the spiritual and religious dimension.  
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In general the spiritual dimension is considered very personal and even in those countries 

with specific religious teaching approaches, the discussion is oft about the external aspects of 

the religions. This book tries to propose and idea that considers the discussion about the 

personal opinions related to the religious and the spiritual dimension a part of the personality 

of the students and has to be taken into account and can be discussed and confronted in an 

enriching and stimulating activity in class. The proposed participative Model has this aim: 

considering teaching and learning religion as a very great opportunity to discuss together the 

roots of the personality of the students and to discover (who knows) that all the religions start 

from the same needs and questions, giving different answers that depends from the 

geographical and social area of belonging.     

This can help also to create a dimension of Citizenship addressed to aim at different social, 

cultural and political practices. Practising at school the idea of a free discussion about religion 

match with the idea of educating for democracy strongly advocated by Dewey. He proposed a 

‘democratic way of life’, democracy as lifestyle. Citizenship development is about knowledge, 

skills and attitudes (values), and the combination of these elements is often referred to as 

competences. Knowledge and skills are important. For a democratic society to flourish, it is 

necessary to know about democracy, to have the competences to act democratically. 

However, what is crucial are the values, the will to behave democratically. (Dewey, J. (1888). 

The Ethics of Democracy. In Dewey, J. The Early Works,vol. 1. Carbondale and Edwardsville: 

SIUP.) 

According to many sociological analyses, the actual societies need citizens who are flexible 

and reflective. The author Donald Schon argues that social systems must learn to become 

capable of transforming themselves without intolerable disruption. In this, ‘dynamic 

conservatism’ plays an important role. (Schon, D.:  1963, The Displacement of Concepts, 

Tavistock,  London).  If the school is a “learning system, it must be one in which dynamic 

conservatism operates at such a level and in such a way as to permit change of state without 

intolerable threat to the essential functions the system fulfils for the self. Shon suggests that 

the activity toward a learning systems is, of necessity, ‘a groping and inductive process for 

which there is no adequate theoretical basis’ (op. cit).  
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A model for teaching and learning religion as a “social skill” 

The PDP model intends to be a contribution to teach (and learn) religions in the actual times 

and in secondary schools, considering the approached proposed by the theory known as 

Constructivism, an innovative philosophy of knowing, learning and assigning meaning to the 

world and the phenomena associated with it. In generic terms Constructivist approaches and 

instructional strategies are considered to be based on the position of the students in the 

learning process: being in a centered-position allows greater interaction with their respective 

environments. It is not this paper the place to study and analyze the semantic meaning of the 

term ‘constructivism’ and its consequences in education, for which influences and for a 

deepest idea about the theory see the indication presented in the bibliography.  

The application of the PDP Model follows the idea that knowledge is the final goal of a 

personal and community research addressed to generate knowledge and meaning from 

experience. 

The constructivist classroom is the natural place for proposing how to learn religion, because 

the focus of the education tends to shift from the teacher to the students. In this perspective 

the school is not a directive effort of teaching made by the expert that proposes knowledge 

into passive students, who wait to be filled. In this model, the students are urged to be 

actively involved in their own process of learning. 

In the constructivist classroom, the class is a community where all the participants think of 

knowledge as a dynamic, ever-changing view of the world we live in and the ability to 

successfully stretch and explore that view - not as inert factoids to be memorized. 

The Model intends to analyze and actualize the Montessori idea of learning as research and 

discover that needs a specific learning environment. Given that constructivism focuses on 

learners’ ability to solve real-life problems, it not only encourages the learner to arrive at a 

unique solution, it also pays close attention to the process of arriving at the solution. And in 

this way the problems related to the main questions of humanity are to be considered as “real 

life problems” since related to the position of the man beings in the world. Problem-oriented 

activities that are contextual, relevant and of great interest to learners. Learners may select a 

problem on their own or a teacher may construct one for them.  
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According to the opinion of many authors, the constructivist idea of learning considers prior 

knowledge. That means that the facilitator’s approach provides the competences for 

enhancing and promoting debate, where the knowledge is the result of a discover. If prior 

knowledge is to be considered not scientifically correct, re-analyzing the contents and 

defining new perspectives is the task of the learner. One of the authors of the theory that is 

defined as “radical constructivism” profoundly influenced by the theories of Piaget, suggests 

to break with convention for developing a theory of knowledge in which knowledge does not 

reflect an objective, ontological reality but exclusively an ordering and organisation of a world 

constituted by our experience" (von Glasersfeld, E. (1995). Radical constructivism: A way of 

knowing and learning. London and Washington DC: The Falmer Press) 

In his book, ‘Radical Constructivism: A Way of Knowing and Learning’, Glaserfeld states that 

"To the constructivist, concepts, models, theories, and so on are viable if they prove adequate 

in the contexts in which they were created." This view stems from an ideology that knowledge 

and reality do not have an objective or absolute value. Reality is unknown and can only be 

interpreted by the knower, and then it may cease to be the reality. Hence it is the knower 

who interprets and constructs a reality based on her experiences and interactions with the 

environment (op.cit.) 

From a functional and pedagogy perspective, constructivism may be defined as an approach 

or strategy to create a learning environment, or organise an environment where learners 

solve problems situated in personally relevant contexts, the experience of which helps them 

build new knowledge. More that problem-solving this process in the case of religions may be 

defined as inquiry. The experience in defining and analysing answers, whose nature is not to 

be found in a rational world is part of the personal set of knowledge that comes from 

different experiences and social relationships among which the more relevant is the familiar 

context. For these reasons, the competence in inquiring and solving problems, that required a 

specific philosophic and spiritual dimension, in that particular context is what constitutes 

learning together with the knowledge related to a deeper understanding of other religions 

expressions and the attitude to discuss with peers that are involved in other contexts. The 

apparent absence of a specific learning goal or a single correct solution, the need to 

collaborate with other human resources and receiving specific or general direction and 
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guidance from a facilitator is what determines this approach as constructivist. Being quite 

evident the relevant emphasis on the process of problem-solving, it is the case to specify that 

discussing and learning religion and using the inquiry method for finding solutions and 

pathways implies the presence of multiple ways to discuss and approaching problems also 

encourages a great deal of alternative ways of thinking about the problem and that can lead 

to the development of analytical skills and a creative output.  

It is also worth specifying that in this area we are in need to clarify the terms “problem- 

solving” to which we make a lot of references. In religious and inter-religious teaching and 

learning, the solution is not unidirectional. Some students may feel that it is even difficult to 

change their opinion about the creed and certainties, but what they are expected to learn is 

the ability to accept the idea of the other and to use the term of the approach based on the 

inquiry for building the ownership of the knowledge, not to be based in the traditional 

concepts delivered by their traditional context. The goal of the Life approach is to have more 

knowledge about the traditional religion the students believe in and a deeper knowledge of 

the human values of other religions, being either able to a discussion and positive 

confrontation.  

In the LIFE2 model, constructivist pedagogy intends to take advantage the potential for 

developing higher order thinking skills. Constructivism, connected with the inquiry approach, 

can generate internal or intrinsic motivation. Intrinsic motivation can generate more genuine 

and long-term interest in learning a subject as religion than the motivation externally supplied 

by means of external rewards like high grades.  

 

 

Formal and informal education: an approach to be considered in teaching 
and learning religions 

 

Education is a broad concept sometimes difficult to define. According to Delors (1997) 

education is key to acquire knowledge about the others, and the different cultures around the 

world. Paulo Freire (2000) defined education as a political act in service for the transformation 

of any society. When talking about education there are three different types of education: 
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Formal, non-formal and informal. It is true that most people will connect the word education 

with formal education. This is probably due to the fact that an average European citizen 

spends about at least around 13 years in formal compulsory education (this is not taking into 

account higher education years). 

However, we should not forget that two of the main figures in the field of education based 

their work in the other two types of education. These educational experts are John Dewey 

and Paulo Freire. Both of them expressed their concerns about the rigid structure of 

compulsory educational systems and, the lack of learning by doing of formal education. The 

key for a significant learning is composed by how much you experience with that knowledge 

that wants to be learned. Every student brings some knowledge into the classroom (social 

constructivism), and there should be enough space to share and practice with that 

knowledge. In other words, the schools should be more opened to the current society (NGOs, 

diversity and religious pluralism). 

 

Characteristics of formal, non-formal and informal education 

Formal education is structured, nationally funded, certified and follow a written curriculum 

under educational laws. Non-formal education has a curriculum and methodologies that are 

flexible, non-compulsory attendance. This type of education usually takes place outside of the 

school and it may be used in different national and international contexts. 

Table 1. Main differences of formal, non-formal and informal education. 

 

Differences Formal Education Non Formal Education Informal Education 

Objective Long duration and 
general as well as 
certified 

Short & specific  
A certification may not 
be necessary and its not 
its principal objective  

Share experiences. 
Remembering 

Time Long cycle/preparatory/ 
complete time 

Short 
cycle/recurrent/time 
partial 

It may take place 
anywhere as long as 
the groups agrees 

Content Standardized/focused in 
getting academic 
information  
 Determined Entry 
Requisites 

Individualized 
 Practical 
 Participants determine 
the entry requisites  

Experience 
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How it is 
transmitted 

Based in an isolated 
institution. Isolated from 
the environment.  
 Rigid and very 
structured, the teacher 
is the center and it is 
resource-intensive.  

Based in the 
environment and 
context and centered 
into the community.  
 Flexible, focused on the 
students and it 
maximizes its resources.  

Unconscious process  
Conversation is key in 
the learning process 
 
 

Control External/Hierarchical Self-directed 
/democratic 

Not specific for a 
group of people. The 
group controls it  

 

As it can be inferred from Table 1 three of the main characteristics of informal education are 

conversation, experiential learning and conscientization (Freire, 2000). These are indeed key 

concepts in Dewey’s and Freire’s work. According to Foley (1999) the most significant learning 

takes place informally and in people’s everyday lives. 

 

The aims of Education, according to the United Nations Convention on the 
Rights of the Child  

In order to better understand the framework, context and circumstances involving LIFE TWO 

project, it is relevant to analyze and reflect on what it is said, according to Education, within 

one of the foremost important international umbrellas: the United Nations. The United 

Nations Convention on the Rights of the Child, it dedicates a full article to the aims of 

Education, establishing the basis on what the State parties should pursue, in terms of 

Education.  

According to the article 29:1 of the UNCRC (United Nations Convention on the Rights of the 

Child), Education shall involve: 

a. “The development of the child’s personality, talents and mental and physical abilities to 

their fullest potential”.  

b. “The development of respect for human rights and fundamental freedoms, and for the 

principles enshrined in the Charter of the United Nations”. 

c. “The development of respect for the child’s parents, his/her own cultural identity, 

language and values, for the national values of the country in which the child is living, 
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the country from which he/she may originate and for civilizations different from his/her 

own”. 

d. The preparation of the child for responsible life in a free society, in the spirit of 

understanding, peace, tolerance, equality of sexes, friendship among all peoples, ethnic, 

national and religious groups and persons of indigenous origin”.  

e. “The development of respect for the natural environment”. 

 

As we can perceive, most of the points addressed in this article refer, in a very clear way, to 

the need of helping the child to achieve the development of his/her intercultural competence. 

A competence which proves to be very much needed in the globalized world in which we are 

living today.  

According to Bennett and Bennett, “intercultural competence is the ability to communicate 

effectively in cross- cultural situations and to relate appropriately in a variety of cultural 

contexts” (2004, p. 149).  

By carefully reading the points above, especially “c” and “d”, we can perceive the obvious 

references to the need of developing a set of intercultural skills or, in other words, the need of 

developing intercultural competence. Apart from the conspicuous reference to intercultural 

competence, it can also be deducted an obvious reference to religion; as could not have been 

otherwise, because religion and religious values are also found under the umbrella of 

intercultural competence.  

 

Conclusion 

Religious pluralism and diversity are part of the European context. Learning and experiencing 

with that diverse knowledge is key for a better understanding and for a peaceful and fruitful 

future. Informal educators look into understanding the experiences of people and how to 

respect the knowledge that those people bring in into the classroom or society. It is key that 

when changing to an intercultural dialogue educators have to change the concept of 

“speaking to” into “speaking with” (Horton & Freire, 1990). Thus, helping learners to bring 

their knowledge but also going beyond their knowledge. 
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Part 1 - The approach based on the Inquiry method: benefits and 
educative strategies 

We are in an overwhelming information and technology age, and we are used to consider the 

progressive increase of scientific information and technological innovations in a rapid and 

continuous way. Most of the authors are convinced that that the education of science and 

technology will play a key role for the future of the societies and the effects of science and 

technology are seen overtly in every aspect of our lives (Cavallo, A.M.L. & Laubach, T.A. 

(2001). Students’ Science Perceptions and Enrollment Decisions in Differing Learning Cycle 

Classrooms. Journal of Research in Science Teaching, 38(9), 1029-1062.). We are living a 

growing effect of opinions that indicate that the major goal of education should be developing 

students “scientific literacy”.  

No doubt that the science education is very important and the scientific background of 

students is essential. But, can we believe that in this framework we have no place for an 

education that considers as well essential the original questions that are presented by the 

religious and traditional philosophic approaches? And, can we develop a method that can help 

us to know better the proper dimension of other religions and taking the opportunity to start 

discussing their cultural and spiritual contents? 

Among different kinds of methodologies, inquiry method has been considered an important 

solution also for a no-scientific approach and it has a place among the educative strategies for 

proposing an active learning. The inquiry-based teaching approach is supported on knowledge 

about the learning process that has emerged from the academic effort to promote a way to 

make the content more personal, attractive and interesting.  

In inquiry-based education, the students are engaged in many of the activities and thinking 

processes that the teachers use to produce new ideas and knowledge. It seems to be 

improper to take a method that is addressed to a scientific knowledge to discover the 

systemic area of religions, but, indeed, the application of the inquiry approach for no-scientific 

educative areas is frequent and well experimented. Many authors affirm that learner’s 

metacognitive skills may be developed through inquiry (Wells, G. (1999). Dialogic inquiry: 

Towards a socio-cultural practice and theory of education. Cambridge University Press). The 

learning strategy used by the inquiry approach makes possible to propose a method that 
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instead of memorizing material and testing, asks to develop skills  for  researching,  thinking  

abstractly,  debating, organizing,  questioning  and  making personal reflection.   

These skills are fundamental in learning religions as a result of a personal understanding of 

the social and spiritual life of the others.  Furthermore, if we focus our attention on the notion 

of the term “inquiry”, we see that it combines the learner’s social environment with the 

curriculum (R., & Myers, J. (2001). Inquiry-based English instruction: Engaging students in 

literature and life). Teaching religions is specific action and requires a proper strategy. In order 

to accompany an open view of the religion in its cultural and social dimension, it is very useful 

to proceed through the inquiry approach, because it makes possible to pursue a set of 

significant questions through researching from a range of knowledge systems (Wells, 1999, p. 

264). This modality recalls the activity of inquiring’s ability to connect the learner’s knowledge 

to the curriculum and research in all the fields. However, to make the students inquiring 

connects what they know (but is the result prejudices) to what they do not know. Proposing 

to teach religions through the inquiry approach facilitates the student’s connection to their 

reciprocal social and cultural worlds and can make easier to re-consider what they presume to 

know helping them understand the unknown or the socially and culturally distant, as for 

instance, rites, traditions, alimentary behaviors, social events and dogmas. By using the 

Inquiring approach we can also have a more suitable way that allows us. To understand and 

better define the role of the teachers.  It is the teachers’ role to facilitate the discussion and 

the debate and to motivate the research and the Inquiry approach can provide a good tool for 

discovering (as Maria Montessori should have define it) the world of other’s religions, out of 

the prejudices that as we know represent barriers in the cultural and social learning. The 

strategy is also defined by different factors and how to approach the religions inquiry can 

depend on the age, abilities, and interests of learners, the amount of time available, the 

national organization of the curriculum, the cultural situation in class, the resources available. 

The teachers have to prepare the lesson of religion inquiry, because it is not a simple debate. 

In an Inquiry strategy the students have to show a good and well-defined research and all the 

contents have to be the result of a good and not simplistic preparation. The strategy foresees 

the need to be structured for a specific goal and the desired outcomes,  products,  and  

learning have to be clarified in advance. Religion inquiry has the ambition to reach to  the  
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"essence"  of  this specific  curricular  outcomes,  allowing  students  to  have  choice  in  the  

topics  they  examine,  the  process  they  undertake,  and  how  they  represent  their  

learning  and  new  understandings  (Beach,  R.,  &  Myers,  J.  2001).  

The Inquiry method is based on “questions” and all in all the religion inner stimulus is made of 

basic questions. If the teacher decide to use a broad-based, open-ended "essential question," 

(why the life exists or what is the place of human beings in the universe, just to make an 

example) he/she has to have in mind the different impact that these questions can have in the 

students’ perception: different individuals or  groups  as  they  attack  their  query can react 

differently and for someone a certain answer can be different and culturally more relevant. In 

order to avoid any improper and offensive reaction, to use the Inquiry approach the teachers 

have to establish some rules of behavior. These rules represent also a great opportunity to 

make the students explore the civic system of intercultural and interreligious relationships. 

But we will explore more this need to establish a “learning agreement”.  

It is clear that it is not just the learners’ religious world that educators are connected with, but 

also their social, spiritual and cultural dimension. For what concerns the spiritual dimension, 

we have to be aware that some students can consider it as very personal and not able to be 

revealed. For some others, the religions are merely a result of a cultural and traditional set of 

connections. For agnostics and no-religions students some rites or beliefs are merely a 

superstition or can appear as bizarre and not understandable in modern times.  

If we require that through learners being active participants in their learning, the students 

begin to not only learn how to learn but also how they can impact the world around them, we 

can proceed to the first step: every position is acceptable if not violate the human and 

personal rights of the others. 

In this perspective not only the personal behavior is fundamental but also the style of 

language is  fundamental  to  a correct approach to this kind of learning  and  permeates  the  

entire  inquiry-based activity.   

The literature shoes that learning is an activity that requires to learn about and through 

language and this allows the students to nurture an appreciation of the richness of language 

and to be more proactive about the contents and the cultural meanings of the religions. Man 

has been called ‘the talking animal’, as we know this involves not only the rational side of the 
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personality but also the not-rational and the emotions (spiritual, if you think). Through 

language, we are able to symboliz what is in the universe, and we cannot explain the 

particular workings of language unless we see their relations with other ways of symbolizing 

and with the nature of the symbolizing process itself (or with what is common to all ways). It 

has also a philosophic consequence. “Reason is a very inadequate term with which to 

comprehend the forms of man’s cultural life in all their richness and variety. But all these 

forms are symbolic forms. Hence, instead of defining man as an animal rationale, we should 

define him as an animal symbolicum” (cit by Skidelsky, Edward (2008), Ernst Cassirer: The Last 

Philosopher of Culture. Princeton: Princeton University Press.) 

It is intended that teaching religion using an inquiry-based approach will address the needs of 

all learners of other humanistic topics. Teaching religion can be considered in the list of school 

topics as the result of the effort addressed to identify some relevant expectations considered 

fundamental in secondary schools. We can define these expectations as included in three 

main categories: free and open communication, research and critic analysis of the contents 

and critical confrontation and critical thinking. These are abilities that are related to the area 

of language and thinking, but can be considered very influent in the ability of listening, 

speaking, reading, writing, debating and presenting. Inquiry experiences, especially once 

applied to religion learning, can provide valuable opportunities for students to improve their 

understanding of language  content  and  scientific  practices, but also to have a well-defined 

ability to a proper and not prejudicial confrontation.  Students involved in inquiry learning of 

religions would collaborate to  create  new  knowledge  while  learning  simultaneously how to 

think critically and creatively through inquiry, reflection, exploration, experimentation, and 

also errors and misunderstandings. Maria Montessori affirmed that the mistakes are very 

precious for the students to be able to learn by choice. Most of the time, most Montessori 

students choose what they work on. A child might decide to iron napkins, cut carrots and offer 

them around the classroom, wash a table, or take apart and put back together a puzzle map 

of Europe. As I discuss later, at the more microlevel of exercises within the environment, 

Montessori education offers less freedom. According to Montessori “the best learning takes 

place when individuals choose to study what interests them, but when possibilities are too 

open-ended learning can fail to occur. The guidance offered by adults in Montessori education 
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and playful learning appears to provide the structure that ensures that learning happens 

within contexts of free choice” (Lillard, Angeline S., Matthew D. Lerner, Emily J. Hopkins, 

Rebecca A. Dore, Eric D. Smith, and Carolyn M. Palmquist. 2012. “The Impact of Pretend Play 

on Children’s Develop- ment: A Review of the Evidence.” Psychological Bulletin. Advance 

Online Publication).  In any case, the implementation of the inquiry learning especially in 

religion presents a number of significant challenges.  

In particular, the realization of any processes of metacognition become one relevant aspect of  

the complex set of educational experiences, where students have to learn not just the 

disciplines  how to learn and how to evaluate their results. In any case, the same happens in 

real life, the students have to be get used to work answering practical and theoretical 

questions that do not have a definite or easy answer, forcing them  to  develop  and  modify  a  

procedure  for  their  search  for  explanations  and  solutions  for  their problem. It is a specific 

role of the secondary School to develop these skills and prepare the students to deal with, 

also philosophical problems, in everyday life and to train them for lifelong learning, further 

studies, and the future world outside of school. In their life, being them religious or not, the 

religion will have a place, being in the conceptual world of the majority of the humans. Being 

able to discuss and to understand the spiritual side of others can be challenging and can avoid 

profound misunderstandings in the educative or work places. 

  

 

Chapter 1 - The role of teaching and learning religions in secondary 
schools  

 

1.1 Why teaching and learning religions? 

The development of a cohesive and nuanced understanding of interculturality is inextricably 

linked to a comprehensive education about religions and beliefs. In the opening paragraph of 

the introduction to the UNESCO Guidelines on Intercultural Education, a very clear statement 

is made in support of this view: “Through programmes that encourage dialogue between 

students of different cultures, beliefs and religions, education can make an important and 

meaningful contribution to sustainable and tolerant societies” (UNESCO, 2006). Further 
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support is to be found in the Council of Europe’s White Paper on Intercultural Dialogue which 

upholds the position that: “Education as to religious and convictional facts in an intercultural 

context makes available knowledge about all the world religions and beliefs and their history, 

and enables the individual to understand religions and beliefs and avoid prejudice” (Council of 

Europe, 2012). In the light of the international recognition of the fundamental link between 

intercultural education and the study of religions and beliefs, the project partners have 

selected religion selected as a critical mode for ‘learning interculturality’. 

In addition, religion has had an enduring presence in contemporary society and is well-

represented as a school subject – variously entitled, for example, as ‘religion’, ‘religious 

education’, ‘education about religion and beliefs’, or ‘religious studies’ (see Shanahan, 2017) – 

across Europe. In particular, in many of the countries represented by the project partners, 

religion is offered as a school subject at post-primary level. As researchers, this opens up rich 

terrain for us to explore regarding the often complex relationship between religion and 

culture (cf. De Souza et al, 2007; Gearon, 2013 & 2019; Hull, 2002; Jackson, 2004). 

At European level, several recent publications support the need for education about religions 

and beliefs, intercultural education, and the fostering of a relationship between 

interculturality and school-based religious education. The Toledo Guiding Principles on 

Teaching about Religions and Beliefs in Public Schools propounds the view that: “Any basic 

teacher preparation should be framed and developed according to democratic and human 

rights principles and include insight into cultural and religious diversity in society.” (ODHIR, 

2007, p. 17). Similarly recognizing the intrinsic relationship between learning interculturality 

and religion, Jackson writes in the key Council of Europe publication, Signposts: Policy and 

Practice for Teaching about Religions and Non-religious Worldviews in Intercultural Education: 

“Understanding religions and non-religious convictions is seen as an essential aspect of 

intercultural understanding” (Jackson, 2014, p. 15). Given its unique position on the curricula 

of many of the project’s partner countries, the subject ‘religion’ provides a vast array of 

opportunities for learning about and from interculturality. 
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1.2 The spiritual dimension of the education 

To achieve a comprehensive education of human beings, we must take into account the 

spiritual dimension. Therefore, that dimension must be part of any education curriculum. 

However, this raises the first question, which has to do with the definition of “spiritual”, or, at 

least, with the basic characterization of what we consider that is within the scope of 

“spiritual”.  

We could make a first approach based on the idea of “multiple intelligences” and the 

pioneering works of Howard Gardner. This author claims that intelligence is a capability that is 

used to solve problems thanks to the biological potentialities that all human beings have, 

which are triggered or not, to a different degree, depending on the living environment of each 

individual (family, social class, culture, time period...). Gardner was the first scholar to typify 

the modes of intelligence (linguistic, logic-mathematical, corporal-kinaesthetic, spatial-

visual...). Each mode of intelligence has its own specificities and confers the person that has it 

unique and different possibilities. Each person has a particular combination of “intelligences”, 

which broadens and changes as that person gains information and experience.  

Some authors have proposed the existence of a “spiritual intelligence”, which would add to 

the eight types of intelligence identified and analysed by Gardner and his team. In some of 

their later works, they even refer to a kind of intelligence they call “existential or 

transcendental intelligence”, which could be called “spiritual intelligence” as well. In this 

sense, this type of intelligence could be understood as the ability to position ourselves in the 

world, the capability to confront the meaning of life and death. This type of intelligence also 

appears in our experiences when we meet other people, such as when we are in a romantic 

relationship or devote ourselves to certain altruistic causes or artistic tasks.  

Zohar and Marshall (2001) found in laboratory tests evidences of a specific neurophysiological 

activity linked to particular “spiritual practices” (meditation, talking about the overall meaning 

of life...). Other types of analyses, focused on the study of personality, have identified spiritual 

traits in people that make them more open to accept diversity. People that have these traits 

are also more inclined to asking themselves questions about the reason and purpose of things 

and have a higher resilience against adversity and the setbacks of life.  
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 In order to adequately establish the spiritual dimension of education, and delve into the 

definition of “spiritual intelligence”, we should also examine the clarification of the 

relationship between “spirituality” and religion. Although, traditionally, religion has been the 

usual sphere of action where spirituality has found its place, nowadays the situation has 

changed. Modernity and the associated secularization processes have dissociated spirituality 

from religion, but it does not mean that the spiritual necessities and quests have disappeared. 

Under different names (mindfulness, New Age movements, zen meditation, esotericism...), 

human beings still have deep and intimate aspirations and the need to relate to and assimilate 

our existence in a meaningful way. Education cannot be indifferent to this challenge.  

 

1.3 The spiritual dimension as a “social skill” 

It is possible to verify an increasing interest in including spiritual assessments in students’ 

welfare settings. Even it is no simple to define a well-recognized guideline for outlining the 

dimension and the characteristic of the spirituality in schools. We can affirm that Spirituality is 

one of the essential foundations for the remediation of not-inclusive attitudes or behaviors 

and in general the policies addressed to promote the creation of social and transversal skills 

tend to underestimate when not totally ignore the impact that spirituality has on students 

and their families.  Being spiritual does not mean to be necessarily a religious person. With 

the term spirituality we intend to involve the recognition of a feeling that there is something 

other than sensory experiences and if in one hand religion defines aspects related to the 

spiritual awareness and propose a traditional and commonly recognized beliefs system, the 

spiritual experience can be related to a world that are not religious or are directly agnostic 

.(de Souza, M. (2009). The spiritual dimension in educational programs and environmentsto  

promote  holistic  learning  and  wellbeing:  An  introduction.  In  M.  de  Souza,L.Francis, J. 

OíHiggins-Norman, & D. Scott, (Eds). International handbook ofeducation for spirituality, care 

and wellbeing (pp. 525ñ532). Dordrecht, The Nether-lands: Springer Academic Publishers.) 

Other standards and approaches can be considered similar to spirituality, but certainly are not 

the same of what we consider “religion”. Spirituality is a relevant aspect of what is possible to 

define as “human diversity”.  
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A relevant literature has discussed the role of spirituality in education in terms of contributing 

to the relational aspects of students’ lives, and in the same time in promoting experiences of 

connectedness. Nowadays is generally accepted that the spiritual dimension of learning gives 

a relevant contribution to the meta-cognition at emotional level, increasing the opportunity of 

a socially cohesive class.  

It is possible to consider that the spiritual dimension of western education was seriously 

neglected in the previous century for a variety of reasons, giving space just to the cognitive 

learning to provide students with knowledge and skills needed for being the future workforce.  

In some Mediterranean countries, the religion has been taught as a discipline, addressed to 

define and to reinforce the faith of the students and the teachers have been strictly selected 

by the religious authority. In more recent times, religion has become a free access topic and 

the not-believers can chose to not be included in these classes. However, this approach saves 

the free choice of the students but not empathize the role of the spiritual dimension as a 

positive component of the meta-cognition learning. The common perception in the European 

Countries is that spirituality pertained to religious life and, therefore, was the prerogative of 

those belonging to a faith or a religious tradition. Such thinking firmly placed spirituality in the 

personal area of individual life. But once these aspects have been studied and evaluated in 

their pedagogical meanings, a range of multidisciplinary research have recognized the obvious 

religious links but, at the same time, has identified spirituality as a separate dimension of the 

personal expression. But, the religious dimension is related to a coherent and well-defined set 

of rites and tradition, spirituality is an expression of the personal life and is related also and 

strictly with the exchange with others and with to be in contact with other dimensions. 

The role of spirituality is to have a better understanding of religions, but in order to 

understand the religious dimension, the students need to be in contact not just with the set of 

traditions and culture the religions can represent, but they have to be in contact with the 

spiritual dimension of the religion. 

The spiritual side of the students is very relevant for a multidimensional approach of 

education and involve a process that allows each student to enhance an individual, but also 

common ability to discuss, to debate and to see in critical but open and positive way their 

individual cultural and personal backgrounds.  
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Every discipline has its dimension and a consequential different way of mature knowledge 

using the cognitive dimension and the meta-cognitive approach. It is now accepted that the 

act of learning is also multi-sensorial and in order to produce knowledge and understanding 

requires an intuitive and imaginative processes.  

 

1.4 New context and new social challenges of the religious diversity 

There has been a worrying rise in racism and other forms of intolerance over the past decade 

in EU countries and beyond (Loyal, 2018; Nwabuzo, 2019). Overcoming negative beliefs about 

others is not just a matter of legislation but of developing perspectives and attitudes that 

promote a sense of ‘shared humanity’ (Brown, 2004). This means focusing on what we have in 

common rather than what divides us and having empathy towards those experiencing 

challenging circumstances. As children grow, their views become more established. Once 

discriminatory attitudes become embedded they are hard to shake or change (Torney-Purta, 

2006). Therefore, how young people perceive others and the culture of a future society needs 

to be addressed in school.  

Young people and teenagers are more at risk of being influenced by the normalization of the 

xenophobic populism attitude, communication and narratives. In fact, different categories of 

youth are disappointed about their future perspectives and are easily fascinated by populist 

rhetoric, which gives them the illusion to denounce and be able to overturn structural 

inefficiencies. Teenagers, building their identity and looking for a sense of purpose, are more 

likely to be attracted to radical ideas and movements of different types than people in other 

age groups. Religion in this framework is seen as a “problem but also as a “solution. 

The “defenders of religion as a problem say that most so-called conflicts in the name of 

religion are, in fact, ethnic, nationalist and territorial, and they exploit religion for their own 

purposes. 

The “defenders of religion as a solution state that, in seeking to give meaning to who we are, 

religion is bound up with all the components of human identity. It thus plays a key role in 

providing a sense of value and purpose, especially where identities are threatened or 

disparaged. 

It is essential to focus on religions as belief but also as behaviour, identity but also 
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understanding the others. In this sense religion and religious education and, in particular, 

inter-religious dialogue, can be seen as critical tools to deconstruct populist discourse and 

create alternatives to extremism and/or extremist ideas. 

Increasing tolerance and reducing discrimination requires deliberative action on the part of 

education in very specific ways. Schools are sometimes ill equipped to take on many of the 

ideas and conversations that are required to educate young people into a concept of society 

that is build more firmly on democracy, diversity and equity. Teachers and school leaders are 

challenged at a time where traditional models of moral education, which emphasise loyalty to 

established values and points of view, have become problematic. Students, teachers and 

citizens more widely are faced with new challenges and confronted with multiple points of 

view (Wardekker, 2001). The LIFE 2 project will allow educators to explore the new challenges 

related to developing young people as responsible and tolerant global citizens during times of 

change and uncertainty. Providing the space for students, teachers, school leaders and 

academics to deepen dialogue about the important themes of religious and cultural tolerance 

and equity can enhance tolerance by ‘motivating reasonability, which involves recognising the 

burdens of judgment and the capacity for `enlarged thought'’ (Enslin, Pendlebury, & Tjiattas; 

2001).  

 

1.5 Social inclusion and reciprocal knowledge of religions 

In current times, we find ourselves in a globalized world characterized by the flow of millions 

of people, which has led to the development of increasingly diverse cultural societies (Faas, 

2010).  

This fact is perceived from different perspectives by both, social sectors and politicians. For 

some, it sows mistrust and suspicion. However, for others, it is seen as an opportunity to 

strengthen our societies, as the population and the culture of one society are enriched by, 

among other elements, people, ideas, traditions and religions from different parts of the 

world. This cultural diversity was declared “Common Heritage of Mankind” by the Office of 

High Commission (quoted by Awoko in Sánchez-Teruel, 2013, p. 26), and as Santos Rego 

(2017, p.17) states, cultural diversity also “subsumes the religious diversity in a society and, by 

extension, in the world”. 
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It is very important to not to forget that religion gains a special prominence in building States, 

societies or in the thoughts and beliefs from different eras and ages, despite the growing 

secularization of societies (Garreta-Bochaca, Macia-Bordalba, Llecot-Calvet, 2020). 

For this reason, the intercultural-interreligious dialogue has proved to be a fundamental tool 

for the development of societies which put faith in a peaceful coexistence. In this sense, as 

the Commission of the European Communities (2007, 512 final, p.6) asseverates, “the  

importance of the cultural dimension of integration is increasingly recognised and 

intercultural dialogue, including inter- and intra- faith dialogue, became an essential 

instrument to foster successful integration and counteract racism and extremism”. 

Hence, at present, it seems to be more necessary than ever to reach a better understanding 

of our neighbors, our colleagues and/or our fellow citizens, as recognizing and understanding 

the other, including from a religious perspective, contributes to the development and 

achievement of more inclusive societies. In order to do so, according to the Salamanca 

Statement (1994): Regular schools with [an] inclusive orientation are the most effective 

means of combating discriminatory attitudes, creating welcoming communities, building an 

inclusive society and achieving education for all; moreover, they provide an effective 

education to the majority of children and improve the efficiency and ultimately the cost-

effectiveness of the entire education system (ix). This idea has recently been endorsed by the 

2030 Agenda and the Sustainable Development Goal 4 (UN) which aims to “ensure inclusive 

and equitable quality education and promote lifelong learning opportunities for all”.  

In conclusion, promoting inclusion in the classroom and, hence, in Society, can be achieved by 

making the most of the religious pluralism that we can found at schools, because it helps 

students to be more aware about their social reality, which is characterized by a cultural 

diversity of beliefs and religions. Consequently, the accomplishment of a major social 

cohesion and inclusion will depend, partly, on how this reality is understood and applied in 

the classroom.  

An example of how to make the most of the religious diversity in the classroom, in order to 

promote the inclusion, can be found in the pedagogical model developed in the frame of the 

project Erasmus + called “Learning Interculturality From Religion, LIFE” (Boldrini, 2018). PDF 

▸  

https://www.academia.edu/keypass/c21CWDN5dlU0eWlGYXBDVnRhaTVqRUdoWDJtdnk3SmxjcFNoazIxYUhQaz0tLXcyeTA5SU1pODdpSnhTZ0pzcm05NHc9PQ==--a6a714320865f43dd9bbe531951c43aee1f0e267/t/cP9iW-PmiGpe5-we9gY/resource/work/38173382/Learning_Interculturality_From_rEligion?email_work_card=view-paper
https://www.academia.edu/keypass/c21CWDN5dlU0eWlGYXBDVnRhaTVqRUdoWDJtdnk3SmxjcFNoazIxYUhQaz0tLXcyeTA5SU1pODdpSnhTZ0pzcm05NHc9PQ==--a6a714320865f43dd9bbe531951c43aee1f0e267/t/cP9iW-PmiGpe5-we9gY/resource/work/38173382/Learning_Interculturality_From_rEligion?email_work_card=view-paper
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1.6 Religions as a barrier versus religions as an opportunity to have a 
better reciprocal understanding 

Religion can play an important role in overcoming conflicts amongst people with different 

cultural backgrounds. However, religion can either function as a barrier or as an opportunity 

to have a better reciprocal understanding. Bruce (2002) writes in this respect about cultural 

transition and cultural defense. The first, transition, is the idea that minority-ethnic groups 

could use religion and religious institutions to assist the process of immigration. When people 

come to a new country, with very different belief systems and unfamiliar traditions, building 

religious communities helps to support them and to reduce the shock of the transition from 

one way of life to another. Religion helped immigrants to deal with the stress of adjusting to a 

new culture, religion might then ease their way into their new home. Religious institutions, for 

example, provided a sense of community, and actually working together to build a ‘religious 

infrastructure’ promoted a sense of social solidarity. 

The second, defense, is where immigrant communities or other minorities use religion to 

defend themselves from the hostility of the majority population. It is not a case of bringing 

something from a country of origin in order to ease transition, but instead building a safe 

community away from racism. The cultural defense theory suggests that religion helps some 

ethnic minority groups preserve a sense of unique cultural identity in the face of an 

unwelcoming and hostile mainstream culture. Religion can be a way to provide emotional 

support in the midst of racism and intolerance from mainstream society. 

An example of this is the process we see when Muslim immigrants enter a society as the 

Netherlands that is predominantly Christian. The cultural transition should have been easier 

for Christian immigrants for as their religious institutions were firmly established and they 

might feel at home in the community more easily. However, in response to racism and 

discrimination, Muslim immigrants turn more fiercely towards their own religion than they 

would have done in their former country. Moreover, most ethnic minorities do originate from 

societies with higher levels of religiosity than the Netherlands itself. This could go some way 

to explaining why young Muslims are becoming more religious: in response to increasing 

Islamophobia in Dutch society. Also, the countermovement is visible; Dutch autochthonous 

people turn to become more Christian when they are challenged by Muslims than they would 



   Learning Manual 
 
 
 
 

 30 

have been otherwise. This process of cultural defense forms a barrier in reciprocal 

understanding. 

 

 
Chapter 2 - The dimension of inquiring in education 

 

2.1 What is the Inquiry method (IBM) in education 

 

The meaning of ‘knowing’ has shifted from being able to remember and repeat information to being 

able to find and use it. (National Research Council, 2007) 

 

Frequently, the phenomenon that occurs during the process of learning activities is that most 

students are often passive, reluctant, afraid or shy to express their opinion, and this situation 

will certainly disrupt the smooth learning attitude and creativity of students in learning 

activities. In addition, the learning process is still centered on the teacher, who tends to 

communicate in one direction with many providing material and slightly providing 

opportunities for learners to interact through performance or verbal communication. The 

necessity of the 21st century requires education to continue equipping the young generation 

with life skills so that they can survive and compete in the global community. Life skills 

needed consist of the ability to: 

 

 think critically,  

 communicate effectively and efficiently  

 work in a flexible, productive, innovative and responsible manner 

 

Inquiry-based learning is a broad pedagogical approach which has enjoyed widespread 

support by educators and education systems over the past decade. Inquiry can be defined as 

‘seeking for truth, information or knowledge/understanding’ and is used in all facets and 

phases of life. Specific processes of inquiry have become central to knowledge building or 
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truth seeking in a range of learning domains (e.g. Scientific method) and professions (e.g. 

Criminal investigations). Inquiry-based learning is more than asking a student what he or she 

wants to know. It’s about triggering curiosity. And activating a student’s curiosity is a far more 

important and complex goal than mere information delivery. Despite its complexity, inquiry-

based learning can be easier on teachers, partly because it transfers some responsibilities 

from teachers to students, but mostly because releasing authority engages students.  

 

What is inquiry? “Inquiry-based learning describes an environment in which learning is driven 

by a process of inquiry owned by the student. Starting with a scenario and with the guidance 

of a facilitator, students identify their own issues and questions. They then examine the 

resources they need to research the topic, thereby acquiring the requisite knowledge. 

Knowledge so gained is more readily retained because it has been acquired by experience and 

relation to a real problem” (Center for Excellence in Enquiry-Based Learning, 2010). 

 

Inquiry based learning is a constructivist approach where the overall goal is for students to 

make meaning. While teachers may guide the inquiry to various degrees (externally 

facilitated) and set parameters for a classroom inquiry, true inquiry is internally motivated. 

Inquiry based learning is an umbrella term that incorporates many current learning 

approaches (including project based learning, design thinking) and may take various forms, 

depending on the topic, resources, ages and abilities of students and other variables. However 

the following are characteristics that serve as hallmarks of inquiry based learning: 

• equal emphasis on process (communicating, reflecting, collaborating, analysing, etc) and 

content 

• genuine curiosity, wonderment and questioning (by teachers AND students) are central 

• student ‘voice’ is evident – elements of the curriculum / learning are negotiated and student 

questions are taken seriously and addressed 

• prior knowledge is ascertained and built upon – formative assessment and subsequent 

planning is essential 

• significant concepts and essential questions are identified which unify knowledge and 

understandings 
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• students are actively involved in constructing understandings through hands-on experiences, 

research, processing and communicating their understandings in various ways 

• learning takes place in a social context – students learn from each other, together with others, 

and from those outside of the classroom context 

• there is an assumption that understandings are temporal and are constantly reviewed and 

refined on the basis of new learning and questions – therefore inquiry is ‘recursive’ in nature 

• reflection, metacognition and depth of thought are valued and planned for 

• assessment is ongoing and clear criteria link performances/products to rigorous curriculum 

goals 

• learning leads to action – informing/sharing with others, implementing change, advocacy or 

taking up further questions or learning. 

 

The inquiry-based learning approach includes problem-based learning, project-based learning, 

and design-based learning. Inquiry-based learning “allows students to progress from simply 

holding and finding factual information to being able to apply new knowledge in novel and 

different ways” (Coffman, 2009). Unsurprisingly, research (Hattie, 2008) indicates that inquiry-

based learning provides a significant, positive learning impact on process-based outcomes 

(e.g. tasks involving critical thinking, problem-solving, etc.). In contrast, inquiry-based learning 

has a much smaller—but still positive—impact on content-based outcomes (e.g. tasks 

involving memorization and conceptual knowledge). 

In short, inquiry-based learning is a robust, well-suited approach for process-based outcomes, 

particularly outcomes related to critical thinking, self-regulated/self-directed learning, 

problem-solving/problem-based learning, 21st century skills, scaffolding, metacognition, and 

collaborative learning. Best practices for designing and implementing inquiry-based learning 

include: 

LEARNER IMPACTS 

• Behavior 

• Achievement 

• Self-regulation 
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• Make use of concept mapping and brainstorming to assist in exploring big idea 

questions 

• Include scaffolding during inquiry activities 

• Based on learning objectives, embed the digital tools necessary for learners to gather, 

analyze, and interpret data 

• Use databases, raw data, primary source documents, images, and films to support 

inquiry activities 

• Include interactive simulations and models that allow for inquiry to take place 

• Use journaling to capture information on learning changes 

• Provide a digital repository for the collection of portfolio pieces 

• Embed rubrics and checklists prominently within inquiry activities 

• Provide feedback continually throughout the process 

• Collect log data from learner interaction with simulations and interactive models 

 

For collaborative inquiry-based learning, additional best practices include: 

 

• Tools for synchronous communication between learners and experts in the field to get a 

real-world perspective on an issue or concept 

• Wikis, cloud computing, and other asynchronous and synchronous tools should also be 

used to support collaboration 

 

Inquiry Processes There are numerous processes and models for inquiry based learning, 

emerging from discipline areas (such as the historical inquiry approach), key educators and 

educational groups (such as Kath Murdoch’s Integrating Inquiry model) or other more generic 

inquiry approaches, such as Action Research. Using a particular model/process can be helpful 

in structuring a unit for flow. To be truly inquiry-based though, the unit needs to embody the 

hallmarks identified earlier (it is possible to use some of these models and still have a very 

teacher-directed unit where student inquiry is limited). 
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Necessary Pre-requisites for Teachers Embarking on authentic inquiry based learning requires 

a particular mindset and skill set on the part of teachers. Key understandings and skills around 

the following are necessary: 

 

• Use of effective questions and question types 

• A culture of curiosity and respectful dialogue 

• Organisational management of students, groupings, resources, time and space and 

monitoring strategies 

• Deep knowledge of subject matter and associated skills and processes (including 

domain-specific inquiry processes) 

• strategies for scaffolding and guiding student thinking, planning and working giving 

responsibility and decision making increasingly over to students. 

 

2.2 Steps and actions 

The entire pedagogical process implemented during the LIFE project experience was based on 

the development of a learning experience based on the IBL (Inquiry-based Learning) that is 

normally applied to the study of natural sciences: an articulated process of experimentation 

based on inquiry was implemented in order to gain the highest spectrum of competences 

needed to accomplish all the project aims and the reaction of the children protagonist of the 

application of the IBL to Religious Education. In line with this approach, LIFE TWO intends to 

put a strong emphasis on IBL as a fundamental pedagogical element of Religious Education in 

secondary schools, especially with relation to critical thinking and learning.  

Critical theorists Michael Scriven and Richard Paul endeavor to encapsulate in one definition 

the wide expanse of critical thinking’s many definitions: “Critical thinking is the intellectually 

disciplined process of actively and skillfully conceptualizing, applying, analyzing, synthesizing, 

and/or evaluating information gathered from, or generated by, observation, experience, 

reflection, reasoning, or communication, as a guide to belief and action. In its exemplary form, 

it is based on universal intellectual values that transcend subject matter divisions: clarity, 

accuracy, precision, consistency, relevance, sound evidence, good reasons, depth, breadth, and 

fairness”. 
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With this broad definition in mind, the LIFE TWO approach starts from the consideration that 

IBL concepts have been applied to other fields of knowledge. In particular, one such field is 

physics pioneered by the group from University of Washington, but also chemistry and 

biology, electrical engineering, and cognitive neuroscience, or even archaeology. A very useful 

IBL model, called the 5Es, was introduced through the Biological Science Curriculum Study 

(BSCS) of the University of Washington, by a team lead by Roger Bybee. The five steps are: 

(1) Engagement (Excite, stimulate the learner’s curiosity) 

(2) Exploration (Experiment to satisfy curiosity) 

(3) Explanation (Show that you understand the concepts) 

(4) Elaboration (Extend the new concepts into new areas) 

(5) Evaluation (Check your knowledge) 

 

The teacher appeals to the learners’ prior knowledge and helps them become engaged in a 

new concept through the use of short activities that promote curiosity and elicit prior 

knowledge. The activity should make connections between past and present learning 

experiences, expose prior conceptions, and organize students’ thinking toward the learning 

outcomes of current activities. 

Is IBL suited for Religious Education? Inquiry-based learning requires that the learner draws 

on his own past experience and existing knowledge to discover facts, relationships and new 

truths. Students interact with the world by exploring and manipulating objects, wrestling with 

questions and controversies, or performing experiments. As a result, students may be more 

likely to remember concepts and knowledge discovered on their own (in contrast to being 

given the answer by the teacher). But is such an approach valuable in teaching religious 

concepts? Why this interest in inquiry? Teaching religion is not trivial, particularly as many of 

its concepts are pretty abstract and difficult to grasp by students. In addition, teachers of RE 

are often given the mission to ‘translate’ the concepts, to make them more familiar for 

adherents. It remains challenging for an educator to translate concepts into behavior, and 

large ideas into social conduct.  Being convinced that any kind of education can benefit from 

such new teaching methodologies, inquiry-based instruction may be an effective technique 
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even when tackling Religious Education. To answer the questions above we can return to the 

5Es applied initially to teaching biology.  

Is Engagement needed in teaching religion as it is in teaching science? The answer is, most 

likely, positive, as the students learn more effectively when their interest is triggered by an 

interesting and exciting problem. What is a trigger and what could be effective triggers in 

teaching religion? A trigger could be anything, from a simple word, an image, a symbol, a 

short movie or a particular gesture, anything that can stimulate the student’s curiosity for the 

theme. For instance, before starting a discussion on how heaven is perceived in Christianity, 

Islam and Judaism, it may be useful to display a few relevant pictures, particularly renaissance 

paintings and old orthodox frescos on that theme. Similarly, a display of two paintings 

depicting the Judgement Day could generate interest from the students more effectively than 

a typical, traditional lecture about the differences between Catholics and Orthodox Christians. 

Pictures or little movies with atrocities caused in the name of religion could trigger an 

emotional reaction and openness for a lecture on respect for all faiths. Scientific illustrations, 

such as the echography of the fetus or gene sections, could trigger interest and vivid 

discussions on abortion and on genetic engineering or gene therapy. The classes can also start 

by provoking the students with cognitive conflicts, addressing known misconceptions. 

Cognitive conflicts can be imagined not just in Science but also in Theology, as the teacher of 

RE also has to deal with preconceptions or misconceptions. Typically, examples of conflicts 

that could trigger the student interest with respect to learning theological concepts are those 

regarding proving wrong some of their prior beliefs (particularly related to old superstitions 

and practices in contradiction with religious principles) and those related to the lack of 

alignment or harmony between one’s words and deeds. Fighting pre- or misconceptions is, 

many times, teaching against wrong conduct or heresy.  

 

The second step, Exploration, is typical for science. Can it be relevant for RE? Although 

experimenting is the key attribute of the scientist it should not be disregarded when teaching 

RE. In the end, religion paves the spiritual way of approaching Divinity and such path can 

benefit from landmarks, from guidance along the way. For the students, reading or hearing 

about the Path is not enough. They need to experiment themselves, through prayer and 
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meditation, through which they get a better understanding of their own way. If in science the 

students explore the reality around them, in religion they experience and discover their own 

spiritual self by praying and meditation as well as by acting in the real world. In science, the 

teacher gives the students educational materials and guides their experiments and 

observations; in religion the teacher follows the students through their search and guides 

them when they encounter obstacles. With right guidance from an educator, the students 

may discover truths that were always there, inside their soul. Similar patterns are used in 

psychoanalysis and psychological therapy, matrimonial counseling, and various cases of social 

conflict. Through inquiry technics people are brought to seeing the real problem and the 

solution to it, which in fact lies inside themselves. Ultimately, is up to them to act and solve 

that problem. Embracing someone else’s thoughts and conduct is not an issue easy to deal 

with. It is important to understand the stages the students go through during their 

experimenting, that the person have to let go of controlling private events and expose 

themselves to these trials without the use of safety nets. In RE students are supposed to give 

up more, being asked to abandon their old mind and to be open for discovering new truths.  

 

In the third and fourth steps, Explanation and Elaboration, the students are supposed to 

show that they understand the concepts and then, use them extend their use in other 

contexts. In the learning process they ought to do more than just reproduce the knowledge. 

They ought to give in to the profound meaning of the teachings. One way to guide the 

students through these stages is to present new images and/or parables and ask them to 

draw parallels with the initial ones. For instance, when discussing religious symbols and/vs. 

objects of adoration, one can give additional examples to the initial ones and check whether 

the students can explain and then extend their knowledge to adjacent topics. By using such 

challenging, self-awareness ways of teaching, student misconceptions and preconceptions can 

be dispelled, leaving room for a new way of thinking. Unlike teachers, educators have to 

produce positive reactions into the minds and souls of the students so that they will not only 

understand and embrace the new concepts, but they become able to promote them further. 

It is a great challenge for every teacher of RE to convert knowledge into social conduct, which 

have to be self-inflicted, believed and not only trusted or accepted. Religion has a role in 
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providing responses to those experiences which lack interpretability, to create strong, long-

lasting emotions that lead to a moral social conduct. Religion is a ‘vehicle which enables 

participants to give form and meaning to their experiences’1. This may be the Elaboration step 

for religious teaching as students are impelled to extend the new concepts acquired into their 

lives, to formulate a particular path for applying the ideas they embraced.  

The last step of Evaluation is required in any formal education process, as it allows the 

instructor to verify whether the student has acquired the targeted competences. Therefore, 

Religious Education can make no exception, having to rely on evaluation, for any religion has 

the ways and characteristic means. How should this evaluation take place? In the case of 

religion, showing knowledge is not enough. The student is expected to also show compassion 

and advancement on his spiritual path. Students are supposed to be appraised for becoming 

better persons, for applying in the everyday life the principles that they have learned in class.  

 

2.3 Teachers and students in the IBM 

Inquiry methods can be used to stir interest and make teaching more enjoyable and more 

effective not just in science instruction but also in Religious Education. As an interesting 

parallel, today learners – like fishermen in Bible times - do not need to be given fish and be 

fed for a day: they need to be taught how to fish in order to feed themselves for a lifetime. 

Bringing people in a state of self-involvement with the source of knowledge is a better 

method of teaching for both science and RE. In the end, Religious education has used some 

kinds of inquiry methods for a long time, as parables and symbolic stories were at the core of 

theological education for all faiths. 

As for the role of teachers in the inquiry process, there are two distinctions that are often 

used in the context of inquiry-based education: amount of teacher direction and type of 

teacher regulation. The first distinction refers to the amount of direction that teachers give in 

the process of inquiry: is it only the teacher who decides what students do, or does the 

teacher give students much influence on choices concerning their own inquiries (e.g., Donnely 

et al., 2014; Furtak et al., 2012)?  

                                                             

1 J. Bowker (edit.). The Oxford Dictionary of World Religions. New York: Oxford University Press, 1997, p. 369. 
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Furtak et al. (2012) state that in reform-based science teaching, there are many transitions of 

responsibility of learning from teacher to student and back, as students are actively engaged 

in constructing understanding, rather than being passive recipients of scientific knowledge. 

Most often, studies differentiate between teacher-directed and student-directed inquiry, 

sometimes including a middle category of mixed direction. In teacher-directed inquiry, the 

teacher has decided on the questions to be investigated, how these are to be investigated, 

etc., while in student-directed inquiry, the students determine what they want to study, how 

they will do so and what they will present. In mixed directed inquiry, the teacher determines 

some aspects of the research, but there is also room for the pupils to make choices. The 

second distinction looks more closely at the kind of direction the teacher gives. According to 

literature (see for example Furtak et al., 2012), we can distinguish between three types of 

regulation by teachers: 

• meta-cognitive regulation 

• social regulation 

• conceptual regulation 

Although these are separately presented, in practice they are often closely intertwined and 

not explicitly aimed for by teachers. Meta-cognitive regulation has to do with planning, 

monitoring and evaluation. Kuhn, Black, Keselman, and Kaplan (2000) stress the importance 

of exercises that encourage students to think about possible solutions on a meta-level. 

Manlove, Lazonder, and de Jong (2009) studied collaborative scientific inquiry learning and 

found that a tool that provided regulative directions by giving goals and sub-goals, and 

providing hints to achieve these goals and to monitor progress (for example by writing down 

intermediate results) had a positive influence on both initial planning and learning. Social 

regulation centres on cooperative principles and has to do with guiding the social processes 

of problem-solving. Several authors (e.g., Kaartinen & Kumpulainen, 2002; Sawyer, 2004) 

found that collaboration has a positive effect on inquiry-based learning. Discussion in the 

classroom (e.g., exploratory talk, Mercer, 2000) has been found to enhance learning 

outcomes. Rojas-Drummond, Gomez, and Vélez (2008) have shown that pupils performed 

better in reasoning and problem solving in an experimental condition with exploratory talk 

compared to a control group. Conceptual regulation has to do with subject-specific 
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knowledge and rules. In the context of ICT, Lohner, van Joolingen, Savelsbergh, and van Hout-

Wolters (2005) found that modelling tools could be of use in an inquiry-learning environment. 

These authors discovered that the use of graphical representations leads to a better research 

process than the use of textual representations. Several studies illuminate the positive effects 

for pupils’ learning outcomes when conceptual models are used in an inquiry process (see for 

example Terwel et al., 2009). Scaffolding has also been found to have a positive influence on 

inquiry-based learning (Hmelo-Silver et al., 2007; Simons & Klein, 2007). 

 

 

Chapter 3 - IBM in the field of teaching and learning religions  

 

3.1 The IMB model applied to the religion learning  

LIFE TWO project uses a method that is based on the development of students’ learning 

experience, namely Inquiry-Based Learning, which is defined as “a seeking for truth, 

information, or knowledge - seeking information by questioning”. Inquiry is a process 

involving open - ended questions that the students seek to answer. Lessons are not focused 

upon urging students to memorize facts or data, but on students questioning and trying to 

become better investigators as persons.  They don’t listen and repeat the expected answers 

but rather than become learners as they take an active part in the process of their own 

learning. They are not passive recipients of knowledge but start to think for themselves and 

become problem-solvers. Students reach a point where they are not simply investigating 

questions posed by others, but can formulate their own research topics and convert that 

research into useful knowledge. They learn how to learn. They learn how to use and evaluate 

any knowledge they meet today, but also later in their lives. They actually connect knowledge 

with their own life.  

At the same time, in the context of Religious Education, students develop personally and 

spiritually. The method engages personal experiences and questions, and gradually leads to a 

deeper understanding and assimilation of the concept in relation with religion. It is open to 

more interpretive processes, studies the complexity of religious concepts and their challenges, 
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develops and practices critical thinking skills (on issues such as violence, bioethical dilemmas, 

etc.), which is why it is more often recommended for secondary - school students. Students 

decode life using religious language, express themselves, and understand religion, in the 

search for God and in existential questions. Inquiry-Based Learning Strategies can help 

children learn about their own thinking regarding the claims and truths of religion, thus they 

develop meta-cognitively. 

Through Inquiry-Based Learning, students can learn how to make connections and links 

between different facts and beliefs. They develop questions, make observations, research, 

develop instruments for data collection, outline possible explanations and create predictions. 

In dealing with the big questions and issues that Religious Education raises, conceptual 

knowledge and understanding can be better developed. In effective Inquiry-Based Learning 

students learn about and from religion and develop relevant concepts, attitudes, skills and 

knowledge by selecting and organizing their own material in multiple formats (i.e. Field-work, 

Case studies, Individual and group Projects etc.). Some strategies that may be effective are:  

role-plays, theater in education practices (such as still images, conscience alley), debates, 

visiting and observing religious places and interviewing representatives of faith communities, 

organising religious festivals or celebrations etc.  

Students are asked to approach religion through dialogue, exploration, evaluation, judgment 

and interpretation. They participate in collaborative actions and take personal responsibility, 

encourage self-knowledge and self-criticism, while enhancing respect, solidarity and mutual 

aid. Inquiry Based Learning places greater emphasis on the social context of learning. An 

inquirer is not alone with the quest. His or her beliefs or ideas may be supported, questioned 

or argued with, and revised. The inquirer comes to reflect not only on his or her own ideas, 

but also on those of others and learns to be understanding, supportive and inclusive. The 

community helps the inquirer to develop his creativity and broadens his field of experience 

and knowledge. Thus, the community in school and class is important. And Religious 

Education plays a central role for creating a respectful and safe teaching environment and 

understanding relations through common activities.  
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The educator does not need to have and must not give ready answers to everything ex 

cathedra.  He/she is no longer a lecturer but he/she becomes facilitator, providing 

encouragement and support to enable the students to take responsibility for what and how 

they learn. He/she is called to be liberated creatively, to develop openness, theological and 

pedagogical imagination to approach the modern adolescent students. His/her main role is to 

encourage and to guide, so that students become able to express themselves, to create, to 

perceive the action and choices of persons, evaluate situations and institutions, and judge 

personal and collective experiences in the religious field, through their personal search and 

life.  He/she allows students to develop a more flexible approach to their studies, giving them 

the freedom and the responsibility to organise their own pattern of work within the time 

constraints of the task. He/she prepares students through appropriate teaching techniques to 

be able to face serious issues that life raises, to achieve their personal spiritual development, 

and become integrated, better people, taking advantage of the wealth offered by religion.  

Inquiry Based Learning by using a variety of methods and activities lays the foundations for 

reflection, critical thinking and mature attitude towards life. And this is a lesson that will 

accompany every child throughout his adult life. Students gain supplies of a rich and critical 

religious literacy, which will help them to communicate with themselves, with others, and 

with God, if they desire so. 

The model is based on the approaches sealed to the theory known as Constructivism, an 

innovative philosophy of knowing, learning and assigning meaning to the world and the 

phenomena associated with it. In generic term, Constructivist approaches and instructional 

strategies are considered to be based on the position of the students in the learning process: 

being in a centered-position allows greater interaction with their respective environments.  

The application of the Model follows the idea that knowledge is the final goal of a 

personal and community research addressed “to generate knowledge and meaning from 

experience” (Facets of Systems Science, George Klir, 1932). According to many authors, 

constructivism is a theory of knowledge with roots in philosophy, psychology, and 

cybernetics. It is based on two main principles: 
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 Knowledge is not passively received but actively built up by the learners and the 

teachers is in this process have the role of facilitator; 

 The action of cognition is adaptive and serves to organize the world that is 

experienced by the learner, and not necessarily the discovery of ontological reality. 

Given that constructivism focuses on learners’ ability to solve or analyze real-life 

situations, it not only encourages the learner to arrive at a unique solution, it also pays close 

attention to the mind processes. In this way the problems/situations to be analyzed are 

related to the main questions of humanity that are relevant in the “real life”. They are also 

contextual, relevant and of great interest to learners.  

According to the opinion of many authors, the constructivist idea of learning takes into 

account prior knowledge. That means that the facilitator’s approach provides the 

competences for enhancing and promoting debate, where the knowledge is the result of a 

discover. If prior knowledge is considered not scientifically correct, re-analyzing the contents 

and defining new perspectives is the task of the learner. One of the authors of the theory 

that is defined as “radical constructivism” profoundly influenced by the theories of Piaget, 

suggests to break with convention for developing a theory of knowledge in which knowledge 

does not reflect an objective, ontological reality but exclusively an ordering and organization 

of a world constituted by our experience…..This view stems from an ideology that knowledge 

and reality do not have an objective or absolute value. Reality is unknown and can only be 

interpreted by the knower, and then it may cease to be the reality” (von Glaserfeld, 1984, 

p.24).  Hence it is the knower who interprets and constructs a reality based on her 

experiences and interactions with the environment. 

In the case of teaching and learning about religions, this process may be defined as an 

inquiry. The experience in defining and analysing answers, whose nature is not to be found in 

a rational world is part of the personal set of knowledge that comes from different 

experiences and social relationships among which the more relevant is the familiar context. 

In learning religions, the competence in inquiring requires a specific philosophic and spiritual 

dimension, a deeper understanding of other religions expressions and the attitude to discuss 

with peers that are involved in other contexts.  
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The apparent absence of a specific learning goal or a single correct solution, the need to 

collaborate with other human resources and receiving specific or general direction and 

guidance from a facilitator is what determines this approach as constructivist. Being quite 

evident the relevant emphasis on the process: the PDP model implies the presence of 

multiple ways to discussing and approaching problems also encourages a great deal of 

alternative ways of thinking about religions. 

It is also worth specifying that in this area we are in need to clarify the terms “problem-

solving” to which we make reference. In religious and inter-religious teaching and learning, 

the solution is not unidirectional. Some students may feel that it is even difficult to change 

their opinion about the creed and certainties, but what they are expected to learn is the 

ability to accept the idea of the other and to use the term of the approach based on the 

inquiry for building the ownership of the knowledge, not to be based in the traditional 

concepts delivered by their traditional context. The goal of the Life Two approach is to have 

more knowledge about the traditional religion the students believe in and a deeper 

knowledge of the human values of other religions, being either able to a discussion and 

positive confrontation.  

In the LIFE Two model, constructivist pedagogy intends to take advantage the potential 

for developing higher order thinking skills. Constructivism, connected with the inquiry 

approach, can generate internal or intrinsic motivation. Intrinsic motivation can generate 

more genuine and long-term interest in learning a subject as religion than the motivation 

externally supplied by means of external rewards like high grades. 

Three elements are necessary to create a Cooperative Learning Environment: 

 Students need to feel safe, but also challenged. 

 Groups need to be small enough that everyone can contribute. 

 The task students work together on must be clearly defined. 

The cooperative and collaborative learning techniques presented here should help make 

this possible for teachers. Also, in cooperative learning small groups provide a place where: 

 learners actively participate; 

 teachers become learners at times, and learners sometimes teach; 

 respect is given to every member; 
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 projects and questions interest and challenge students; 

 diversity is celebrated, and all contributions are valued; 

 students learn skills for resolving conflicts when they arise; 

 members draw upon their past experience and knowledge; 

 goals are clearly identified and used as a guide; 

 research tools such as Internet access are made available; 

 students are invested in their own learning. 

In the proposed Model, the student is regarded as innately curious; given a rich and 

supportive environment, he or she is capable of responsible exploration and discovery. 

Students are also viewed as capable, through serious reflection, of developing sensitivity to 

religious and moral values. For all these reasons the Model focuses on the needs and 

questions which emerge in both the ordinary and significant experiences of the students. The 

approach is thus flexible rather than rigid and is designed to promote exploration of 

questions that naturally arise, rather than questions that are predetermined by a "logical 

sequence". There is a structure, but the emphasis is on adaptation to individual needs or 

questions rather than on insistence that "the plan" be followed at all costs. This way, since 

attitudes are formed more through personal experience than through information, the 

Method promotes reflection and critical thinking. 

 

3.2 IBM and the participatory approach: connections with a creative role 
of the students 

IBM and the participatory approach aim at raising children’s voices through a pedagogical 

framework that engages children in emotional reflection, critical inquiry, and action with 

regards to religions, and the diversity of religions. IBM and the participatory approach use 

dialogue about religions and their diversity in small groups or with the whole classroom in 

order to ethically mediate reflections, while providing the incentives for personal scepticism 

and reflections (Messiou & Ainscow, 2020). By drawing upon the IBM, we may raise students’ 

voices on their religious practices and their beliefs regarding other religions, while giving them 

a creative role in the process. IBM and the participatory approach focuses on engaging all 
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students in the learning process by exploring sources and materials, asking questions, and 

sharing ideas. 

IBM and the participatory approach give students the opportunity to explore social 

issues, such as religious diversity, in a deeper manner and with first-hand experiences. By 

actively engaging with the subject, students create their own informed connections, 

interpretations, and understandings with regards to the issue of religious diversity. The goal is 

that through IBM and the participatory approach to foster curiosity in students, ownership of 

one’s own learning, critical-thinking skills, and communication competences. IBM and the 

participatory approach create the conditions for cultivating empathy in students as a stepping 

stone to social change with regards to religious diversity and the fight against religious 

fundamentalism and extremism. Moreover, IBM and the participatory approach may facilitate 

what Alvermann (2019) calls as ‘social architecturing’ by structuring synergistic environments 

in which children are empowered to exert agency for taking informed and ethical actions that 

support religious diversity within various socio-political contexts (Alvermann, 2019).  

To cultivate students’ creative interactions with religions through IBM and the 

participatory approach, various creative tools can be used. Such tools could possibly include: 

play, role-playing and simulations, art-making, and story-telling. To begin with, the use of 

guided play with a specific purpose facilitates students’ active involvement in learning from 

each other with regards to their religions or their religious beliefs. Howe et al.  (2005) argue 

that guided play regarding a specific issue, such as religions and religious diversity, allows 

students to construct shared meanings on the topic of the play during the process. While 

playing together, students begin to use communicative strategies to build on their peers’ 

utterances to construct shared meanings. Arguably, students may jointly achieve and shared 

understandings on religion and religious diversity with their peers by negotiating ideas in their 

groups. Additionally, during play students accommodate and adjust their responses so as to 

construct shared meanings with their peers. 

Moving a step forward, art-making, and particularly collaborative art-making, entails 

an innovative and creative tool to be used as part of the IBM and the participatory approach. 

Art-making in groups helps students to examine their everyday life and experiences with 

regards to their religious beliefs and practices, but also to reflect on their interactions within 
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religious settings. Collaborative art-making proved to be efficient in assisting teachers to 

effectively helping students to develop inclusive values like respect to the ‘other’ and 

acceptance of diversity (Angelides & Michaelidou, 2009; Hajisoteriou & Angelides, 2017). In 

order to successfully use art-making as part of IBM and the participatory approach, students 

may produce art creations reflecting on particular issues related to religions and religious 

diversity. They, they may collaborate with each other to comment upon, interpret and reflect 

on their art creations. Eliadou (2011: 21) argues that through the production of visual rather 

than text data children are offered the opportunity to develop their interpretations of their 

own drawings. The art-making tool, when used in IBM, allows to students not only the 

barriers to religious interaction, but also the future prospects and possible solutions to various 

social issues such as religious fundamentalism.   

Thirdly, IBM activities that have a participatory character may use role-playing and 

simulations as tools that are useful and effective in stimulating students’ critical thinking and 

change of stereotypical stances and behaviours with regards to religious diversity 

(Koukounaras-Liagkis, 2013). Due to their creative character, when incorporated in teaching, 

they make learning feel more like play, rather than as work, and thus they may increase 

students’ motivation. Role-playing activities are usually short situations acted out by 

participants, while simulations can be longer and lead to more complex issues. Nonetheless, it 

is essential that both are carried out in a safe environment for students, where no one feels 

exposes or threatened (Council of Europe, 2012).  Some examples of role-playing activities 

and simulations are: the collaborative embodiment of a word-concept related to religious 

diversity (i.e. a concept that points to religious oppression); debates on topics related to the 

interconnection of social justice and religious diversity; and dilemmas on such topics.  

Last but not least, in order to give a creative role to students in the IBM and 

participatory approach, we may use the tool of storytelling, which has the power to change 

the world. During storytelling students engage their social imagination, as they have the 

opportunity to imagine the world through the eyes of others (i.e. to empathise with the 

protagonist of a story, who faces religious stereotypes). Moreover, storytelling allows 

students to imagine other, perhaps more socially-just, alternatives to our current societies 

(Wissman, 2019), especially with regards to religious diversity. It is notable that Nussbaum 
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(1997) argues that storytelling nurtures students’ sympathetic imagination, as it gives them 

the opportunity to experience the lives of others as if they were them. Additionally, Greene 

(2009) defines social imagination as ‘the capacity to invent visions of what should be and what 

might be in our deficient society, on the streets where we live, in our schools’ (Greene, 1995: 

5). Students’ social imagination cultivated by stories may be also used to invent visions about 

what could be done differently in our societies with regards to religious diversity. Lastly, 

through social imagination, students create counter-narratives, which are new stories that 

challenge the stereotypical stock stories (Ellis, 2019). 

 

3.3 The role of the teachers in the IBM applied to religions 

According to Koukounaras-Liagkis (2020: 152), the teacher may use participatory inquiry in 

Religious Education to teach ‘an additional invaluable language with different religious 

meanings of concepts, which facilitates students’ communication with self and others, and 

offers an interpretation of the world’. To this end, the teacher may use IBM in an 

intersubjective process in order to help students draw interconnections between thinking, 

reflection, and action with regards to religious diversity. In order to engage students in such a 

participatory process, teachers may develop IBM in 4 different phases: (i) interaction; (ii) 

clarification; (iii) questioning, and (iv) design (Heick, 2013). We explain all the phases below. 

To begin with, the phase of interaction allows teachers and students to dive in, to 

engage in different media forms, and to identify a need or opportunity for inquiry (Heick, 

2013). This interaction can take place between: students-to-material (i.e. students critically 

inquire texts about religions and religious diversity); students-to-peer (i.e. students exchange 

views regarding religions and religious diversity in groups); student-to-expert (i.e. students 

engage in critical discussions with experts on religions); and student-to-media. Secondly, 

during the phase of clarification, the teacher asks students to realise, summarise, and 

categorise what they know on a particular topic regarding religions and religious diversity. 

Thinking patterns are both inward and reflective, and outward and communicative. In this 

way, the teacher asks students to both reflect on their own knowledge, while beginning to 

identify possible pathways forward. Thirdly, during the phase of questioning, the teacher asks 

relevant questions to drive students to continued and self-directed inquiry. The questioning 
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phase is a critical phase of the IBM process, as possible misunderstandings, lack of 

organisation, uneven confidence, or an inability to see the “big picture” surface here more 

clearly than other phases. Lastly, during the phase of design, the teacher helps students to 

focus on designing an accessible, relevant, curiosity-driven action or product that justifies the 

inquiry. At this final stage of the IBM process, the teacher has the role of the facilitator to 

students, who are focused on design including: design of solutions to address problems within 

a manageable scale; design of logical and curiosity-based applications of current 

understanding; and design of next steps to extend their own learning pathway (Heick, 2013). 

When applying IBM in religious education or with regards to religion, the teacher 

should have the role of the facilitator of the process, and thus avoiding a catechetic role. Past 

research shows that the students’ perceptions of their teachers as role models and their 

religious studies as meaningful are important variables affecting their religious identity (i.e. 

Fisherman, 2011). Moreover, past research indicates that students’ develop flourishing 

religious identities in educational environments in which teachers reinforce religious 

exploration (i.e. Cohen-Malayev, Schachter & Rich, 2014). This means that the teacher should 

guide the students to discover things for themselves. The teacher should facilitate the 

learning process by allowing the students to be engaged in the learning process with their 

guidance. However, the teacher should bear in mind that the IBM when applied in religions 

may bear some risks that should be addressed by him/her as the facilitator. The teacher 

should be extremely cautioned about fundamentalist, extremist or stereotypical views that 

could be possibly expressed by students with regards to religions during the IBM process. 

Therefore, the teacher as the facilitator should make a clear distinction for herself/himelf and 

for the group. For example, during role-playing and simulation activities (discussed in the 

section above), the teacher should make a clear distinction to students that there is a 

difference between the specific role a student-participant is playing and the person that 

student is in real life.  

 In order to best apply IBM in religions, the teacher could use problem-based 

learning approach, which is a student-centred learning-by-doing strategy. In combining IBM 

with problem-based learning, the teacher should start with a given problem (i.e. regarding 

religious extremism) and explain to students that their goal is to develop, explain, and justify 
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possible responses to the problem. To this end, the teacher should clearly establish the 

expected learning outcomes, develop a safe learning environment for students, provide 

coaching in the form of guidance on the problem-based strategy, and make available to 

students any necessary materials resources, and pertinent multimedia tools (Wood, 2003). 

The teacher should also be aware that when the IBM is applied in religions, certain 

issues under examination may overlap with real life situations that some students are going 

through. This situation may lead to students’ stronger emotional involvement in the inquiry 

process. After all, both the IBM when applied in religions should be intended 

to critically understand real life situations in order to encourage changes in students’ 

detrimental attitudes with regards to religions and a desire for action to safeguard and 

promote religious diversity. Having said that, the teacher, as the facilitator, should always 

use debriefing as a crucial element of any activities especially since when applied in religions, 

IBM activities often demand strong emotional involvement. The teacher as the facilitator 

should guide students in facing any challenges emerging from the IBM activities when applied 

in religions, attend to new insights that they may achieve through their peer interaction 

, support changes in students’ attitudes to religious diversity, and help students focus on 

possible future action against religious fundamentalism.  

Last but not least, when applying the IBM in religions, the teacher should provide 

enough time to students to safely and fully engage in the expressive and participatory 

activities, to develop trust in teacher, and to build cohesion among them (Goicoechea, 

Wagner, Yahalom & Medina, 2014). The teacher should also allow for enough time for 

students to collaborate, always keeping in mind that students need time to develop strong 

relationships with each other that will help them to problem-solve together, expand their 

emotional vocabularies regarding religious diversity, use new communication styles when 

discuss ideas about religions and religious diversity, and experience a bond that gives them a 

sense of purpose when acting for religion diversity.  
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Part 2 - The guide How to use the Method 

 

Chapter 4 - The learning guide for implementing the PD&P approach 

 

4.1 How to use PD&P approach: main characteristics  

The Model is based on the Inquiry Method and is addressed to define practical tools to be 

used in class for discussing, knowing, analyzing and debating questions related to the religious 

sentiment of the students. 

The goal of these activities is related to: 

- Knowing better the religions of others 

- Understanding and not merely accepting the behaviors and the way of life of others whose 

reasons are related to religious feelings 

- Cooperating with other religion feelings and beliefs in order to create common grounds  

These activities can help the students to enhance their spiritual dimension and are addressed 

to all the students, even though they are expressing agnostic or atheist points of view. 

The Model considers that the contents of learning is controlled by what the students already 

know, think and understand. The attitude of the students can depend by how they learn and 

by how you have learned successfully in the past. The act of learning is to be meaningful and 

has to linked on to existing knowledge and skills enriching and extending both. Learning 

religions considers that in school the amount of material to be processed in unit time is 

limited. In the application of this approach the feedback and the attitude to be available to 

open discussions are necessary for comfortable learning. The phase of cognitive and meta-

cognitive learning should be taken of learning styles and motivation.  

This approach is open and the students should consolidate their learning by asking themselves 

about what is going on in their own heads. The IBM facilitates the creation of a room for 

problem solving in its fullest sense to exercise and strengthen linkages. In the IBM applied to 

the religions learning there is the opportunity to create room for defending, trying out and 

hypothesizing. The role of students can be experimented asking them to be “teachers” 

according to the idea that “you don’t really learn till you teach” as Johnstone underlined 
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(Johnson, J.R. (2003) Dewey and Vygotsky: A comparison of their views on social 

constructivism in education. Dissertation abstracts international, section A: The humanities 

and social sciences. New Brunswick, NJ: Rutgers University Press.) 

We can present in the following part of the Manual some point related to how to use this 

resource in class and to define the steps.  

 

Step 1 

Defining the topic (or agree the topic): the topic can be a specific aspect of one or more 

religions; a transversal area, common to more religions or a single question that is part of the 

general inner spiritual (or not spiritual) dimension. 

Examples of topics: 

Why the religions (or some of them) define what we will be after death 

 Why the religions (or some of them) impose or suggest alimentary rules 

What is the meaning of certain rites 

Are the value related or not to religions and how 

In this first step the students will Identify the knowledge (what the students know) 

The definition itself of inquiry-based learning (IBL) recalls that it starts from questioning. 

Students are called to spontaneously ask questions or be prompted to ask questions about a 

particular topic, in this case the religions. The religion is not a generic thematic space, the 

teachers defined a specific topic of the discussion.  They might research to find answers, 

engage in activities that will help them pursue answers, or work collaboratively in pursuit of 

answers; regardless, all learning stems from these questions. By engaging in inquiry-based 

learning, students come to understand that they can take responsibility for their learning 

Lessons Planning 

There is no a defined way to outline an inquiry-based lesson plan. 

Lesson planning starts by defining the desired outcome of the lesson. The role of the teachers 

is also to be able to explore the topics that the students are angry to know and explore. 

Religions are a sensitive issue and the teachers need to define the topic considering that they 

have not to be felt as offensive or not suitable for all the class. 
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Then, it is appropriate to organize and prepare a research plan, with same indications and 

guidelines.  It might be useful to consider to use a K-W-L chart, facilitating the students in 

reading some pre-prepared texts and documents or watching a video, taking students to 

continually discuss what they read or watch and involving them in an observation activity.  

Always in defining the steps, the teachers have to leave a space for a debate.    

Other lessons should be focused on getting students into research or work groups to 

determine the relevant answers. Often, inquiry-based learning will also perpetuate itself by 

leading to another new set of questions. Inquiry-based learning lessons can be different from 

other lessons in that they do not necessarily have a strong endpoint. 

 

Step 2 

(this step can last one hour in class or at home) 

The students have to present a research plan and they can be divided in groups. During this 

time the teachers have to present the research criteria and give the indications for how to 

analyze and select the materials.  It’s crucial to clarify that the work have to be done by the 

students, and in autonomy (the teacher mustn’t do the work for them!), but he/she has to 

guide them and model methods of researching reliably.  

 

Step 3 

- Presenting the conclusions and Answering questions: (two hours) 

Have students present what they’ve learned. Students should create and present a 

culminating artifact. When I have my students present what they’ve learned, as we said 

quoting a famous author, they can be Able to Teach as the acme of what to reach for.  

If the teachers have divided the students in groups, for each group a presenter will be defined 

and will have in charge to present the issue or in alternative the students will be present the 

issue asking all the group member to epleian an argument.   

The theory under this approach is: it is not possible to teach religion without going through 

the nature and the narration of a specific religion. The aim of the model is not proposing “how 

to study history of the religions” but experimenting in the study of the religions, the impact of 

the multiculturalism.  
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Nature and conceptual dimension of the Questions: the discussion should be led avoiding any 

problem related to the conceptual expressions. It is important for the children that their 

language can be franc and not influenced by the dogmatic positions of others (parents, other 

teachers etc...).  

Wittgenstein's beetle in the box - In Wittgenstein’s Philosophical Investigations, he proposed 

a thought experiment that challenged the way we look at introspection and how it informs 

the language we use to describe sensations. For the thought experiment, Wittgenstein asks us 

to imagine a group of individuals, each of whom has a box containing something called a 

“beetle”. No one can see into anyone else’s box. Everyone is asked to describe their beetle 

but each person only knows their own beetle. But each person can only talk about their own 

beetle, as there might be different things in each person’s box. Consequently, Wittgenstein 

says the subsequent descriptions cannot have a part in the “language game.” Over time, 

people will talk about what is in their boxes, but the word “beetle” simply ends up meaning 

“that thing that is in a person’s box.”  

Why is this bizarre thought experiment disturbing? The mental experiment points out that the 

beetle is like our minds, and that we can’t know exactly what it is like in another individual’s 

mind. We can’t know exactly what other people are experiencing, or the uniqueness of their 

perspective. It’s an issue that’s very much related to the so-called hard problem of 

consciousness and the phenomenon of qualia. 

The Student will be asked to present their argument to the class and to justify their opinions, 

using sleds or video or what they are able to do.  

In the preparation of the presentation they have to follow these rules:   

No expression shall be accepted which is offensive, personal or defamatory in nature. The 

chairman may call to order any person using such expressions.All the arguments have to be 

explained and justify by the materials found during the research phase or by the result of the 

study or other forms of investigation (questionnaires, interviews etc…) 

 

Step 4 

After the presentation a debate for reflecting and thinking (one hour) 
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In this phase the students are asked to reflect on what worked about the process and what 

didn’t and they have also to mature their opinions about the topics explored. Reflection is 

very important key-issue. This step has two meanings: asking the students to think back on 

their opinion of the topic and reflecting on the process and the methodology. In this phase 

will be very useful to discovered how the metacognition (thinking about thinking) plays a role 

in this strategy. The teachers will able to explore how the students have focused on how they 

learned in addition to what they learned. In terms of the specific content area of the religion, 

to discuss the procedure and analyze the findings will be essential for having the opportunity 

to discuss about the prejudices and to get used to the differences in the expressions of the 

beliefs.  In terms of student achievement, the power of their question should help drive the 

research, the writing, and the presentation.  

 

Step5 

Feedbacks and Assessments  

Feedback and reassurance are necessary for comfort- able learning, and assessment should be 

humane.  

In this field, the evaluations of the performances are not easy. Some factors intervene in the 

creation of the contents. 

We can establish some categories of criteria, addressing the:  

- Evaluation of the student’s performances  

- Evaluation of the efficacy of the activity    

 

Evaluation of the student’s performances  

The Criteria try to describe what is most important in student work in relation to the identified 

learning goals. In this Model four general categories of criteria are proposed that can be used 

to evaluate student reaction and work in this specific fields of learning religion The four 

criterion types focus on evaluating content, process, quality, and impact. Let’s consider each 

type. 

1. Content  the degree of a student’s knowledge and understanding of facts, concepts and 

principles. 
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2. Process  the proficiency level of performance of a skill or process, as well as the 

effectiveness of the methods and procedures used in the research and the ability shown 

in analyzing the materials  

3. Quality  the overall quality and craftsmanship of the presentation. 

4. Impact  the overall results or effects of the performance given its purpose and audience. 

 

Criterion Types 

Descriptive Terms (examples) 

 

Content 

accurate, clearly explained, complete, expert, knowledgeable, 

 

Process 

collaborative, coordinated, efficient, methodical, precise 

 

Quality 

creative, organized, polished, effectively designed, well crafted, 

Impact 

entertaining, informative, persuasive, satisfying, successfulù 

 

Here is an example in which all four types of criteria are used to evaluate the task listed in the 

IBM: 

 Content — the students accurately describes the topic and considered properly all the 

multicultural aspects  

 Process — the student in the groups collaborate well and coordinates with the mates;  

 Quality — all the contents are well presented and well described with an appropriate 

use of media (pictures and music) selected taking into account all the multicultural 

feelings  

 Impact — the presentation reaches its goal and the answers to the questions raised by 

the topic is satisfactory and able to provoke a (non offensive) debate  
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It is important to note that in this example, the four criteria are relatively independent 

of one  

 

Evaluation of the activity  

The main question the teachers are call to answer are: 

WHAT - Teachers should develop a learning environment that is relevant to and reflective of 

their students' social, cultural, and linguistic experiences. They act as guides, mediators, 

consultants, instructors, and advocates for the students, helping to effectively connect their 

culturally- and community-based knowledge to the classroom learning experiences.  

WHY - Ladson-Billing (1995) notes that a key criterion for culturally relevant teaching is 

nurturing and supporting competence in both home and school cultures. Teachers should use 

the students' home cultural experiences as a foundation upon which to develop knowledge 

and skills. Content learned in this way is more significant to the students and facilitates the 

transfer of what is learned in school to real-life situations (Padron, Waxman & Rivera, 2002).  

HOW: 

Have students share artifacts from home that reflect their culture 

Have students write about traditions shared by their families 

Have students research different aspects of their culture 

Vary teaching approaches to accommodate diverse learning styles and language proficiency 

Initiate cooperative learning groups (Padron, Waxman & Rivera, 2002) 

Have students participate in book clubs or literature circles (Daniels, 2002) 

Use student-directed discussion groups (Brisk & Harrington, 2000) 

Speak in ways that meet the comprehension and language development needs of ELLs (Yeldin, 

200 

 

Conclusion and Suggestions for the Teacher  

Before developing a discussion about religion you should be sure that during the debate an 

Appropriate Modes of Address will be respected. In general, it is a good practise to ask what 

name or form of address students prefer in defining their religion. During class discussions, 

should be used to refer to students by name as much as possible. Correct pronunciation of 
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names is very important, as it demonstrates cultural awareness and respect. Remember – if 

you are in doubt, check with students. You should encourage using inclusive language that 

avoids ethnocentric tones.  

It is very important to avoid any Classroom Incivilities:  

 Establish explicit ground-rules for appropriate classroom conduct to protect against 

cultural exclusion and insensitivity;  

 Communicate, verbally and non-verbally, high expectations for displaying mutual 

respect toward all students;  

 Encourage students to negotiate an accepted “code of conduct” and set of disciplinary 

measures for inappropriate classroom behavior;  

 Respond promptly to any behavior (verbal or non-verbal) that could be considered 

prejudiced, biased or discriminatory in nature. Do not tolerate racist, sexists or culturally 

insensitive comments made by students;  

 Avoid ignoring or neglecting the needs of individual students. For example, ensure you 

do not tend to favor one group over another when answering questions;  

 Avoid stereotypes and preconceived assumptions in your teaching practices and content 

of the discussions;  

 When presenting information on cultural and linguistic diverse individuals or minority 

groups, clearly cite published literature and research findings, rather than expressing 

your personal opinion. Similarly, encourage students to draw on diverse data 

sources/evidence to develop their arguments and critique opinions.  

 It is also very important to encourage Open and Inclusive Classroom Discussion: 28  

 Prompt students to ask questions by using open-ended statements, such as “Would 

anyone like to share a different opinion or perspective?”  

 Avoid singling out individual students or putting anyone “on the spot”, particularly when 

discussing culturally or personally sensitive issues. For example, a student will feel 

pressured if it is assumed they can speak on behalf of all people from their country or 

culture of origin;  
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 Promote turn taking when discussing controversial issues. For example, ensure students 

take turns expressing their own opinions while also listening to (and genuinely 

considering) the views of others;  

 Ask students how they prefer to learn, and, where possible, examine how you might 

adapt your teaching and learning activities accordingly.  

 

 

4.2 The Pedagogical Didactic and Participatory method steps 

Educators seek strategies and various methods of teaching that help students gain a complete 

understanding of new concepts. They aim to engage, motivate, and guide students toward 

skills development. One of the ways to do that is by incorporating inquiry-based approaches 

like the Pedagogical Didactic and Participatory five method steps (the 5Es), which is grounded 

in active learning. Students are no longer passive receivers of knowledge from their teacher 

but active explorers.  

The method, developed originally in late 80s by the Biological Sciences Curriculum Studies, 

promotes collaborative, active learning in which students work together to solve problems 

and investigate new concepts by asking questions, observing, analyzing, and drawing 

conclusions. Primarily it is a pedagogical approach to teach science, so it provides a 

framework for teachers to develop students’ understanding of scientific ideas and concepts. 

However, the 5E model is flexible and can be used with many different types of resources, 

programs, and materials that teachers want to work on. It engages students’ thinking, then 

allows for explorative discovery and actual learning to deepen their understanding. Students 

learn that one question leads to another, which may lead to several more. They have the 

opportunity to become critical thinkers and continue their learning. The P&P method’s 5 steps 

are based on the constructivist theory of learning, which suggests that people construct 

knowledge and meaning from experiences and interactions between students, instructors and 

learning content. By understanding and reflecting on activities, students are able to reconcile 

new knowledge with previous ideas and at the same time gain information, conclusions and 
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new wonderings as this model motivates them to think, understand, explore, collaborate, 

analyse, observe and predict.  

The 5E learning cycle leads students through the following five steps:  

Engagement  

The first phase of the learning cycle introduces the lesson. The educator creates a desire to 

learn more about the forthcoming topic and identify any knowledge gaps without lecturing. 

He/she pre-assesses students' prior knowledge and he/she poses a problem for them to 

explore in the next phase of the learning cycle, informing them about the lesson's objective(s) 

and where they are heading. 

The educator might challenge students by asking opening questions or by inviting them to 

write down what they already know about the topic. He/she might set up an interesting 

situation allowing students to observe and discuss what they think about and what 

predictions they are making based solely on prior knowledge.  

Exploration 

During the exploration phase, students actively explore the new concept through concrete 

learning experiences. This phase allows students to learn in a hands-on way, offering better 

understanding of the initial concept. They seek answers to their questions, back up any claims 

about their observations and provide further wonderings. This process allows students to be 

solemnly at the center of the action as they collect data to solve the problem that was posed.  

 

 

Explanation 

This is an educator-led phase guided by the students’ experience from the previous phase. It 

helps students synthesise new knowledge, ask questions if they need further clarification and 

at the same time focus on the goal of the lesson. The educator should ask students to share 

what they learned during the previous phase and has an opportunity to listen to their findings 

and correct possible misconceptions. Students explain their understanding of concepts and 

make public claims about the subject, while other classmates can either prove or disprove 

claims through their own evidence collection. During this phase new vocabulary, definitions, 
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notes, Information and Communications Technology, or other aides may be introduced in 

order to boost understanding.  

Elaboration  

In the elaboration phase students share information and ideas and they are encouraged to 

apply their new knowledge and skills. This helps them to develop a deeper understanding. 

Teachers may ask students to create presentations or conduct additional investigations to 

reinforce new skills. The new experience of reviewing old concepts leads learners to discover 

new knowledge and ideas.  

Evaluation  

During this phase, teachers can observe their students and see whether they have a complete 

grasp of the educational objectives. Students are encouraged to assess their progress and 

reflect on their own understanding. Both formal and informal assessment are appropriate for 

evaluating understanding and performance, including self and peer assessment, writing 

assignments, exams, but also portfolios, performance-based assessment, concept maps, and 

journals. Students may work together to demonstrate what they are able to do. 

 

 

Chapter 5 – How to handle PD&P  

 

5.1 How to use the method indication to teachers 

Teachers with a wide range of religious and non-religious affiliations can, theoretically, teach 

an open and reflective form of religious education in an effective and highly impartial way 

(Jackson 1997, 135–136). The concept of impartiality requires the organisation of teaching 

and learning without prejudice on the grounds of race, faith, social class or political opinion, 

with freedom of speech within accepted limits. Teachers can, where necessary, use their 

personal opinions with intellectual honesty and without the intention of persuading students 

to follow their own opinions. Impartial teachers of religious education have the skills and 

sensitivity to know how and when to include their personal beliefs. This professional 

competence does not force teachers to hide their perspective (Jackson 2014, 47-57). The main 

goal is to make the classroom a healthy environment for conversation and debate between 
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students and teachers. It is crucial to recognize the multiple identities of students and to 

create active classroom environments in which those identities are respected and valued. In 

order to establish a safe religious education classroom space, religious education teachers and 

students should encourage to learn more about and from each other. 

Pedagogical and Didactic Participatory teaching and learning Model (PD&P) approach 

proposed by the LIFE TWO project is based on the Inquiry Method (IBM) in education. In order 

to apply the IBM model to the religion learning from a participatory approach perspective, the 

first thing teachers should do is to guarantee religious education classrooms to be safe public 

spaces (Osbeck, Sporre & Skeie 2017, 49-66). In order to establish a safe space in religious 

education, teachers should set the ground rules for conversation in a classroom setting where 

all students feel free to express their opinions without offending others. In a multi-religious 

religious education classroom, teachers have the responsibility to protect students from 

discrimination. They need to encourage students to be ethically responsible and have 

respectful dialogues with ‘others’, firstly during the classroom communication and latterly in 

their everyday life interactions.  

Since a person’s name is a part of his or her cultural identity, teachers should be careful 

enough while pronouncing students’ names from different cultures and religions correctly 

during attendance, a classroom activity, or any other time of the school day (Wages 2015, 35). 

Additionally, as a classroom activity, to foster a positive relationship between students from 

diverse backgrounds, teachers may ask students to explain what their names mean in their 

cultures and how they were chosen. Gaining information about the religious and cultural 

backgrounds of classmates would help to encourage positive interactions between students.   

To encourage respectful conversation on religious diversity in religious education classrooms, 

teachers should encourage open and inclusive classroom discussions. They should not tolerate 

put-downs of any students. These types of statements may immediately create an ‘us’ and 

‘them’ atmosphere (Hammeken 2007, 42). Teachers should also promote discovery of 

common interests and shared experiences between students. Celebrating similarities, as well 

as discovering differences between students, would help to create a culturally and religiously 

inclusive classroom environment. 
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To develop greater tolerance towards other cultures and religions, teachers should not allow 

racist, sexists or culturally insensitive comments or actions to pass unnoticed. Teachers should 

take students’ attention to them and help them to explore the sources of prejudice and 

discrimination. Moreover, teachers should discard their preconceived notions of culturally 

and religiously diverse students as well. They should avoid the misconceptions of stereotypes 

related to diverse religions and cultures (Shepherd & Linn 2015, 78). 

While discussing personally or culturally sensitive issues, teachers should avoid singling out 

any one particular student. Teachers should not assume that a student can speak on behalf of 

all people from his religion, country or culture of origin. They should guarantee all students 

feel free to express their perspectives and to listen and consider others’ opinions respectfully. 

Teachers should not have tendency to favour one cultural or religious group of students over 

another while answering their questions. 

Teachers should be responsive to students on both an individual and a cultural level. The 

inclusiveness of a classroom depends upon the kinds of interactions that occur between 

teachers and students in the classroom. These interactions are influenced by the content of 

the lecture. Teachers should include multiple perspectives on each topic of the religious 

education course content rather than focusing solely on a single perspective. Moreover, 

teachers should include, as much as possible, materials written or created by people of 

different cultural and religious backgrounds and / or perspectives. 

Consequently, teachers should monitor their own assumptions, attitudes and instructional 

practices. They should question to what extent do these assumptions, biases and practices 

ensure an inclusive learning classroom environment. Firstly, teachers should think about their 

definition of ‘diversity’ and in relation to this, they should ask themselves how their teaching 

practices reflect their national, cultural or religious identity. Secondly, teachers should 

question their assumptions of students from diverse cultural and religious groups. Based on 

their assumptions, it is essential for teachers to interrogate their emotional, cognitive and 

behavioural response to students. Finally, they should dwell on how they could adapt their 

teaching practices to be more responsive to the unique needs of diverse student groups. 
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Thus, if teachers could learn what other skills, knowledge or resources they need more, it 

would help them to give education from a more culturally inclusive perspective. 

 

Chapter 6 - Didactic Exercises and examples of lessons addressed to the 
main religions  

 

Education: Goals and practices 

The idea of learning religions in a Multicultural education comes from an educational reform 

movement inspired by the exigencies to create educational opportunities for all students in 

the field of religions and by the assumption that including students in a religion education 

coming from different racial, ethnic, and social-class groups can favor a positive debate. 

Multiculturality in religion education reflects the diverse cultures and is a process addressed 

to create an appropriate content integration and a knowledge construction process. In order 

to achieve it and to reach a real reduction of prejudices, this Manual proposes a first step of 

the pedagogy. It proposes exercises that have the aim to prepare the climate before going 

with the application of the IBM method in order to proceed empowering the school culture 

and social structure in the perception of the students. We have outlined that content 

integration deals with the extent to which teachers use examples and content from a variety 

of religions, but they have to show a specific knowledge of these topics in order to not give 

inappropriate information. These exercises do not require a wide knowledge of the teachers 

about other religions, because it is given that this information is provided by the students, 

about their belief and traditions. It is up the groups to illustrate key concepts, generalizations, 

and issues within their religious or agnostic areas or traditions. These exercises foresee that 

the knowledge construction process requires the teachers to help students to understand, 

investigate, and determine how the biases, frames of reference, and perspectives within a 

discipline influence the ways in which knowledge is constructed within it.  

The approach proposed by this phase is to get the students to think and to debate about 

religions with the aim to favor the reduction of prejudices with lessons and activities used by 
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teachers to help students to develop positive attitudes toward different racial, ethnic, and 

religious groups.  

To implement multicultural and multi-religious education effectively, teachers must attend to 

each of the dimensions of multicultural education and the students have to be prepare to an 

open and free discussion and debate. They should use content from diverse traditions and 

ideas (religious or not) when introducing concepts and illustrate rites or behaviors. These 

activities will help the students to understand how beliefs in the various religions are 

constructed and help students to develop positive intergroup attitudes and behaviors. These 

warm-up activities can contribute to modify the teaching approach of teachers introducing 

strategies addressed to better understand different religious, racial, cultural, and social-class 

experiences in order to favor the dialogue and the reciprocal positive perception.  
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1. WORKSHOP “TOLERANCE vs ACCEPTANCE” 

 

Preparation (before lesson) 

Maximum number of participants suggested is 20, minimum 

10. 

There is only one teacher/facilitator for each session. 

Maximum duration suggested is 3 hours. 

The space is organized in order to create a democratic, non-

hierarchical environment (trying to convey the concept of the 

space as a metaphor of relations, communication, expression 

and creativity): participants sit in a circle (meaning sharing of 

power, equality, same chance of contribution from everybody), 

so everyone has the same distance from the centre and can 

look at each other in the eyes. 

Organising 

During the session, participants ask when they want to speak, 

creating an order that should be respected. 

It is important that everybody listens actively to each other’s 

voice. 

The coordinator might also invite to speak those participants 

who are silent, giving them the possibility to accept or refuse the invitation. 

It is important during the discussion that the RMA coordinator records what the participants 

say, using the tools suggested. 

Implementation 

Step 1:45’ 

The teacher/facilitator introduces him/herself and invites each participant to introduce 

him/herself by asking: What is your personal dream? 

Each participant starts to tell something about him/herself and his/her life through dreams. In 

this way everyone can open up by expressing themselves and listening to other people’s point 

of view. 

Summary 

The current exercise will 
provide competences which are 
connected to active citizenship, 
social and religious dialogue. 

Objective 

The aim is to analyse the 
meaning of the words 
“tolerance” and “acceptance”, 
the differences existing 
between them and the 
potential effects of both 
concepts on the learning 
process. 

Time 

120 minutes/Max. 180 minutes 

Level* 

Age 15-18 

Tools 

It’s useful to have a flipchart or 
a notebook to write down the 
diverse 

interventions and to record the 
outcomes of the session. 
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Step 2: 45’ 

The teacher/facilitator asks the participants the following questions: - What is the meaning of 

“tolerance” according to your personal experience? - What is the meaning of “acceptance” according 

to your personal experience? 

Each participant expresses his/her opinion freely on the meaning of the concept of 

“tolerance” and “acceptance”, by starting from their etymology*. 

The teacher/facilitator might intervene and give his own contribution in order to enable 

effective reciprocity. However, he/she should not influence the group discussion by 

expressing his/her personal opinion on the topic being discussed; but rather, on a more 

methodological level, he or she should favor reciprocal communication, re-launch the 

discussion, ask for further explanations and/or examples taken from personal experiences of 

participants etc. 

Debriefing/reflection: 2At the end of the workshop the teacher/facilitator closes by asking a 

short evaluation to all participants and by making a synthesis of what has been said during the 

session and drawing conclusions. 

The teacher/facilitator closes the workshop by making a short summary of what has been said 

during the session and drawing conclusions on what emerged from it. 

The teacher/facilitator should also talk about the next encounter and propose: when, at which 

time, about what. 

Transfer to practice 

How students are stimulated to use skills after the lesson (homework, pedagogic follow-up 

interventions, additions to portfolio, monitoring and discussing student interaction, change of 

school rules/procedures) 

Communication skills can be used among the students to express their opinions and improve 

interaction at school. 

* Tolerance (n.) 

early 15c., "endurance, fortitude" (in the face of pain, hardship, etc.), from Old 

French tolerance (14c.), from Latin tolerantia "a bearing, supporting, endurance," 

from tolerans, present participle of tolerare "to bear, endure, tolerate". Of individuals, with 

the sense "tendency to be free from bigotry or severity in judging other," from 1765. Meaning 
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"allowable amount of variation" dates from 1868; and physiological sense of "ability to take 

large doses" first recorded 1875. 

Acceptance (n.) 

1570s, from French acceptance, from accepter. The earlier word was acception (late 

14c., accepcioun), from Latin acceptionem; it was common until c. 1700. Acceptation is from 

early 15c. as "action of taking or receiving what is offered," 1590s as "state of being 

accepted." 

 

 

2. WORKSHOP TOWARD CONFLICT TRANSFORMATION 

 

Preparation (before lesson) 

During this exercise the topic of “conflict transformation” is 

introduced and its key dimensions are identified. Conflict can 

be defined as a disagreement through which the sides involved 

perceive a threat to their needs, interests or concerns. Usually 

it is associated with violence and destruction, accompanied by 

feelings of anger, frustration, hurt, anxiety and fear. On the 

other hand, conflict is not necessarily destructive if handled 

properly. It can be also a valuable tool for building up skills and 

personal strengths as well as a chance to use human creativity 

and finding new solutions. 

 

Organising  

Participants are asked to work on a specific conflict. The 

procedure to be followed is structured in a precise dialectic as 

the one which follows: 

Example of conflict: Religious Majority vs Minorities.  

1. Participants are invited to provide a Diagnosis, that means 

Summary 

The following exercise aims at 
solving and transforming 
conflict. It can be implemented 
with different topics and allows 
participants to discover or 
develop mediation skills and 
personal strengths as well as 
making them think about 
alternatives on problems’ 
solution 

Objective 

The aim is to define 
religious/social conflict, identify 
its main features and develop 
solutions to transform them in a 
chance of development. 

Time 

120 minutes/180 minutes 

Level* 

Age 15-18 

Tools 

Papers, pen 

https://www.etymonline.com/word/acceptance#etymonline_v_25941
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the process to identify the causes of the conflict. Possible answers on the topic taken as 

example above: 

a. Direct violence: prejudice, racism, xenophobia;  

b. Cultural violence: closed social ties and resistance to change versus and the need for 

integration;  

2. Then participants are invited to develop the Prognosis (which is an analysis of the direct 

consequences of this kind of conflict): discrimination, limited access to qualified jobs for 

immigrants, no real exchange/communication between people, violence (verbal and 

sometimes physical). 

3. Once causes & consequences are identified, it’s up to develop a Therapy, to find a solution 

to this conflict: how to transcend positively/creatively the relations and structures that 

create/maintain the conflict? And how we can facilitate the process of conflict 

transformation?  

Implementation 

Step 1:30’ 

Create a representative group of people in which there are immigrants from different 

countries, autochthones, political representatives, NGO representatives. 

The teacher/facilitator asks the group the following question: what questions should be asked 

to examine the causes of conflict? 

Step 2: 45’ 

Each participant initially reflects on questions that must necessarily be asked. 

The teacher/facilitator focuses, summarizes and presents to the group the questions that 

have arisen 

Step3: 20’ 

As everyone enunciates their personal questions, the others should write them down on their 

notebook 

Step4: 30’ 

The participants begin to reflect on the questions in order to analyze the root causes of a 

conflict (diagnosis) and its related consequences (prognosis) by using a plurality of visions, 
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alternatives and voices, yet also the backgrounds and experiences of the actors involved at 

every social level (considering also the deep psychological and cultural factors). 

Step5: After defining the root causes of conflict, it’s necessary to discuss about therapy 

perspectives on how conflicts can be transformed and peace can be built by using creative 

and viable alternatives to violence (need for creativity, need for future orientation). 

Debriefing/reflection: 30’ 

At the end of the workshop the teacher/facilitator closes by asking a short evaluation to all 

participants and by making a short summary of what has been said during the session 

 

Transfer to practice 

How students are stimulated to use skills after the lesson (homework, pedagogic follow-up 

interventions, additions to portfolio, monitoring and discussing student interaction, change of 

school rules/procedures) 

The following exercise can be a useful practice to monitor the interaction of students, to make 

them think about the potential of conflict and the creative ways of solving them and – most of 

all – the main role they can have on fostering social dialogue and contributing in the 

development of events of the community they belong to. 

 

 

 

 

  



   Learning Manual 
 
 
 
 

 71 

3. WORKSHOP: EGOISM VS EMPATHY 

 

Preparation (before lesson) 

Maximum number of participants suggested is 20, minimum 

10. 

There is only one teacher/facilitator for each session. 

Maximum duration suggested is 2 hours. 

The space is organized in order to create a democratic, non-

hierarchical environment (trying to convey the concept of the 

space as a metaphor of relations, communication, expression 

and creativity): participants sit in a circle (meaning sharing of 

power, equality, same chance of contribution from everybody), 

so everyone has the same distance from the centre and can 

look at each other in the eyes.  

Organising  

During the session, participants ask when they want to speak, 

creating an order that should be respected.  

It is important that everybody listens actively to each other’s 

voice. 

The teacher/facilitator might also invite to speak those 

participants who are silent, giving them the possibility to accept or refuse the invitation. 

It is important during the discussion that the teacher/facilitator 

records what the participants say, using the tools suggested. 

Implementation 

Step 1: 45’ 

The teacher/facilitator introduces him/herself and invites each participant to introduce 

him/herself. If the exercise on transmission and communication has not already been carried 

out, we can ask: what is your personal dream? 

Summary 

This workshop represents a 
powerful tool to promote active 
citizenship, social and religious 
dialogue that are missed, 
especially in modern society. 

Objective 

The aim is to analyse the 
meaning of the words “egoism” 
and “empathy”, the differences 
existing between them and the 
potential effects of both 
concepts on the learning 
process. 

Time 

120 minutes/180 minutes 

Level* 

Age 15-18 

Tools 

It’s useful to have a flipchart or 
a notebook to write down the 
diverse 

interventions and to record the 

outcomes of the session. 
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Each participant starts to tell something about him/herself and his/her life through dreams. In 

this way everyone can open up, by expressing themselves and listening to other people’s 

point of view. 

Step 2: 45’ 

The teacher/facilitator asks the participants the following questions: - What is the meaning of 

“egoism” according to your personal experience? - What is the meaning of “empathy” 

according to your personal experience? 

Each participant expresses his/her opinion freely on the meaning of the concept of “egoism” 

and “empathy”, by starting from their etymology*. 

The teacher/facilitator might intervene and give his own contribution in order to enable true 

reciprocity. However, he should not influence the group discussion by expressing his/her 

personal opinion on the topic being discussed; but rather, on a more methodological level, he 

should favor reciprocal communication, re-launch the discussion, ask for further explanations 

and/or examples taken from personal experiences of participants etc. 

Debriefing/reflection: 20’ 

At the end of the workshop the teacher/facilitator closes by asking a short evaluation to all 

participants and by making a synthesis of what has been said during the session and drawing 

conclusions. 

The teacher/facilitator closes the workshop by making a short summary of what has been said 

during the session and drawing conclusions on what emerged from it. 

The teacher/facilitator should also talk about the next encounter and propose: when, at which 

time, about what. 

Transfer to practice 

Communication skills can be used among the students to express their opinions and improve 

interaction at school. 

*Egoism 

Late 18th century: from French égoïsme and modern Latin egoismus, from Latin ego ‘I’. 

Egoism is usually considered in two forms. Psychological egoism is the view that people are 

always motivated by self-interest. Ethical egoism is the view that whether or not people are 
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like this, they ought to be like this; usually this is advanced in the form that rational behaviour 

requires attempting to maximize self-interest. 

Empathy 

The ability to imagine oneself in another’s place and understand the other’s feelings, desires, 

ideas, and actions. It is a term coined in the early 20th century, equivalent to the 

German Einfühlung and modeled on “sympathy.” 
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