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Background 

The context of the study is formed by the British Government agenda on social cohesion in the aftermath of 9/11, 7/7 and the riots in northern towns in England in 2001 (Cantle Report 2001; HMSO 2005). Within the broader debates about secularism and faith in the public and private sphere, educational research indicates strong leadership and engagement with members of the community and wider community (Riley and Louise, 2004). Government interest in the potential of faith-based communities and their organizations is reflected in developments of public policy (Inner Cities Religious Council and Commission on Interaction and Cohesion, 2008). They are seen as important for providing social capital (Schlesinger, 2003; Weller, 2005; Furbey, 2006); as an alternative and empowering space outside the national sphere (Bourdieu, 1985); for dissent and the mobilizing of social  movements (Gilroy, 1993); and for serving as a form of ethnic/religious defence (Husain and O’Brien, 1999, Worley (2005).  Curriculum selection in faith-based schools also demonstrates epistemological positions towards community cohesion (Osler and Starkey, 2005).  

In October 2004, the Government published the National Framework for Religious Education to act as a guideline for Education Authorities and other syllabus providers (QCA). It encourages the teaching of the tenets of Christianity and the five major religions represented in the UK – Judaism, Islam, Hinduism, Sikhism and Buddhism – and sets out guidelines and national standards for RE at every key stage level. The Framework is non-statutory, and while many faith-based schools do teach some aspects of other religions there is no legal requirement for them to do so.
Recent educational reform in the UK has promoted a choice model where faith-based schools are an accepted part of a wider drive to raise educational standards by expanding parental choice. Given the educational policies towards inclusion (DfES, 2006a & b), faith-based schools must reconcile legitimate parental choice for an education for their children which responds to community, religious, and cultural distinctiveness, but also with the need for inter-community understanding, tolerance and respect. 
In this study, we focused specifically on full-time, faith-based education at primary and secondary level, ie compulsory schooling for 5-16 year-olds in independent and state-funded, “voluntary-aided or controlled” schools (Lankshear 2001). These schools are distinct from those classes provided through supplementary education in the form of Madrassahs (theologically driven education) or Chareidim (Yeshivas, schools of intense religious learning usually among Orthodox Judaism) because being full-time and funded by the Government, they have greater opportunity to develop education through extra or enhanced resource availability, and strong pedagogical development through engagement with state regulatory frameworks and quality assurance bodies and mechanisms. While some groups are prompted to engage across and within religious boundaries, and to participate in wider civil society and processes of governance, others seek distance from other religious traditions and secular culture.  
Muslim and Jewish Schools

There are currently 93 full-time Jewish educational institutions in the UK, serving approximately 30,000 children of compulsory school age (5–16) and representing 50% of the Jewish pupil population (Miller 2007). Currently, 37 (41%) are in the voluntary-aided sector (Board of Deputies of British Jews, 2007). The Association for Muslim Schools in the UK (AMSUK) was established in 1992 to develop excellence in full-time Muslim schools and this organisation calculates there are now 127 full-time Muslim schools in the UK (AMS 2008).

The trends toward secularism and multiculturalism (Sacks 2007) are generally rejected by Muslim and Jewish communities. Religious conceptions of community such as the ‘Ummah’ and the kol Israel ‘chaverim’, ‘Jewish Diaspora’ frame the specific ways these communities relate to the concept of cohesion. Being part of a Jewish and Muslim school is not about being part of a mono-ethnic group. There is huge ethnic diversity within Muslim and Jewish school communities, especially those of a pluralist tradition, (eg. in-take of converted/reverted Jews and Muslims), but they are monofaith in that they come within the broad  tradition of  Islam and Judaism and sustaining this religious identity forms the central tenets of their institutions.
We defined our terms as:
· ‘community cohesion’ - which can be explained in terms of “promoting greater knowledge, respect and contact between various sections of the community, and establishing a greater sense of citizenship ” (Pearce, 2004);
· ‘Engagement’-is the ability or willingness of different communities to live alongside and with other communities, the extent to which communities are prepared to mix (to meet with, work with, be educated with);
· ‘Alienation’- withdrawal isolation, self-imposed segregation, deliberate action in the name of maintaining identity or fear of others, to separate;
· ‘Cultural Sustainability’- passing on traditions, customs, values through the family, the extent to which it is possible to operate in a non-Islamic or non-Jewish state, in a multi-cultural society.
Aims and Objectives

The main aims of the research attempted to answer the following questions:

a) Why, how and in what ways is religious/cultural sustainability regarded as critical to the school’s raison-d’etre?

b) What are the experiences of engagement and estrangement/alienation with the wider community?

Access to the school communities was re-negotiated at the start of the project  and the study was able to be conducted along the lines originally proposed. Both aims were addressed through a qualitative research paradigm interviewing a sample of all stake-holders in the 9 study schools to explore their understanding of religious/cultural sustainability and the experience of engagement or alienation with the wider community. These key themes are highlighted throughout the report and particular reference is made to them in the results and recommendation sections. 
Methods

A sample of 9 schools was selected with guidance from the Association of Muslim Schools, the Leo Baeck Centre College for Jewish Education and the United Synagogue Agency for Jewish Education. These consisted of: 
3 independent Muslim schools - two primaries and one secondary  

1 secondary Muslim girls' school- voluntary aided  

1 secondary Muslim co-educational school - va

2 ‘pluralist’ Liberal/Progressive Jewish schools- va

1 Modern Orthodox Primary School - va

1 Modern Orthodox Secondary school -independent

The schools varied from "voluntary-aided" to independent and liberal to orthodox. Whilst “voluntary-aided" rather than “voluntary-controlled” status provides faith-based schools with greater levels of autonomy (Lankshear, 2001), the further addition of independent Jewish and Muslim schools formed part of the sample to add to the exploration of “self-exclusion” reflected in different levels of social engagement. The research was also informed by the methodological approach used by the work of Walford (1991 and 2001) which concerned Christian schools. 

Geographically, these schools were located in Manchester, Bradford, Leicester, Nottingham, London, Hertfordshire and  Middlesex, and the number on roll ranged from approximately 150 to 800 pupils.
The following areas were considered during data collection:

School background; school ethos; religious/cultural identities; religious teaching; admissions policy; curriculum innovation; academic attainment; home-school relations; relations with other schools, charities, wider communities

In addition, the whole school ethos was studied by assessing displays on the walls, schools assembly topics, and classroom observation, as well as by analysing the school prospectuses.

Interviewing was chosen as the main research method because of its use with questions of a sensitive nature (Cohen et al 2000), particularly concerning personal identity (Gunaratnam, 2003). Discussions were carried out with pupils in focus groups, and interviews with a sample of parents, teachers, school management, religious leaders and school governors. The data was subjected to thematic analysis using Nvivo software (Denzin and Lincoln, 2002), and “respondent validation” (Cohen et al 2000) to ensure the robustness of the analysis. Using a case study approach, the research explored the ways Muslim and Jewish school community groups address cultural sustainability and develop relations with wider communities.

The choice of schools based on an Islamic and Jewish ethos was for the following reasons: 
1)  Both are diasporic groups trying to achieve cultural sustainability through the medium of education; and

2) Both experience hostility, unlike other faith groups, in the form of anti-Semitism and Islamophobia (Runnymede Trust, 1994 & 1997; Allen and Nielsen, 2002, The Community Security Trust 2008).

Results

The results of the project are as follows: 

1. Community ‘engagement’ is a more likely goal rather than ‘cohesion’ which is the language of aspiration and rhetoric. It is unclear what to cohere around, cohesion is something to build towards. The various definitions of community imply that cohesion cannot simply mean within a community but beyond the immediate geographical vicinity.

2. Hostility is a real challenge to engagement or cohesion

Children are more vulnerable than adults to incidents of Islamophobia and anti-Semitism. Little research or evidence uncovers this, incidents go unreported or stay between children and parents. This has implications for the way cohesion is to be understood.
3. The researched schools demonstrated degrees of engagement with the ‘community’ at local, national and international levels on the basis of their own religious and political agendas. 
a. These efforts are also reflected in the admission policies which admit Muslims and Jews from different backgrounds (eg. converted/reverted Jews and Muslims); providing an important dimension to the terms ‘plurality’ and ‘cohesion’ within their faiths. 

b. Despite the common criticism that faith-based schools are ghettoised or operating in self-imposed self-segregation/ isolation, there are a diversity of responses to ‘engagement’ shown in both the formal and informal curriculum. 

4. The cultural focus in the curriculum which is part of schools’ raison d’etre bridges the respective religious notions of what cohesion means, eg. exploring Islamic and Jewish concepts of citizenship.
5. Parents expressed interest in having more inter-faith events and set their own boundaries within the home even conflicting with the boundaries set by the school. There was no consistency in views surrounding hostility; many said that is was inevitable that their children would face these issues in their lives.

6. Examples of good practice and possible ways forward were provided from the schools:
· Inter-school visits

· Interfaith religious festivals

· Charity donations and volunteer work/visits within and beyond their own faith group
· School links, internationally (some with a school that is not of their faith)

· Consortium of schools sharing festival and theme-based activities 
Typology of  Community Engagement  

We theorized the concept of “engagement” and “cohesion” throughout the project with particular reference to faith-based schools. Based on our findings we developed a list of criteria, informed by current debates and research (Gaine 2005, Booth and Ainscow, 2002), to suggest a “typology of engagement” that may aid and guide schools. Using a continuum of cohesion we would recommend the following criteria:

Meaningful engagement (significant interaction) 

Sustained engagement (strong evidence of different forms such as knowledge of and interaction with other faiths/wider community)
Temporary engagement (perhaps due to one teacher or member of the school community but which is not sustained because they have left or it is not carried on) 

Tokenistic engagement (a one off event or trip)

Superficial engagement (a veneer but weak and of no consequence/significance)
No engagement (mono-cultural, Ethnocentric, Eurocentric, in curriculum, school ethos etc.)

Recommendations

· Schools should be encouraged to map the different levels of awareness and commitment to community engagement from the different members of a school community. 

· Visionary and committed leadership is required to drive forward the agenda on community engagement, and this is required of all schools. Faith-based schools in our study demonstrate examples of good practice, but the debate should not be one of religion and ethnicity but one of education, and what all schools should be doing to promote community engagement.

· The meanings and possibilities of engagement with all school stakeholders will need to be carefully thought through to avoid this Government initiative being implemented at a superficial or tokenistic level.

Conclusions

There are diverse approaches used in maintaining a religious/cultural focus in school curricula which overlaps with efforts to engage with the wider community at local, regional, national and international levels. Significantly, children, not adults, reflected security concerns emerging from hostile activities which can be defined as Islamophobia and anti-Semitism. Further, whilst parents expressed interest in having more inter-faith events, paradoxically senior management expressed concerns in trying to increase levels of community engagement when some parents had deliberately chosen the school so their children did not have to mix with others eg. gender-mixing at secondary school. Schools need to develop a policy agenda for cohesion/engagement which addresses difficult issues and to ask parents, on what terms can engagement happen?, eg. visits to temples, mosques and churches, mixing with the opposite sex etc.  Without this vision, cohesion is not going to take place. Finally, we theorized the key concepts in depth and argue that community “engagement” rather than “cohesion” is a more realistic aspiration, and we looked at examples of good practice within the study schools which have the potential to promote this social goal more widely.

Activities
Conference presentations/proceedings:

· British Educational Research Association

September, 2007, London.
· Runnymede Trust Conference, October 2007.
· European Educational Research Association

September, 2007, Ghent, 2008. 
· Sociocultural Theory and Education Research Group

September, 2007, University of Manchester.
· European Educational Research Association

September, 2008 Goteburg, Sweden.
Networks - copies of  the dissemination project report to be sent to relevant networks, eg: 
Multiverse  
Escalte 
Institute of Community Cohesion (ICoCo)
The British Educational Research Association, "Research Intelligence"

The Centre for Equality, University of Manchester

The Department for Children, Families and Schools, and  
the American Educational Research Association Special Interest Group, Peace Education .
Outputs

· Dissemination Conference


Held June, 18, 2008 in the Multi-faith Centre, University of Derby with a summary report made available for all delegates. These included academics, theologians, policy-makers and practitioners.  Importantly, most of the  Muslim and  Jewish school communities which took part in this study were represented at the event, by their head teachers and staff.
· Publications:

*Harvard Educational Review–submitted February 2008, under consideration
*Book chapter entitled, Engaging and Disengaging Communities: Muslim and Jewish School Perspectives in the UK, in Cross-Cultural Perspectives on Policy and Practice: Decolonizing Community Contexts Deconstructing by J.Lavia and M.Moore (Eds),  Routledge, pending 2009

*Electronic journal article, for RESPONSE, 2009

*Individual school summaries have been sent to each of the 9 institutions participating in the study, giving feedback from the fieldwork conducted in their individual school and providing the opportunity for "participant validation".
*Book contract on community engagement/cohesion – under consideration.
Impacts

The "typology of engagement" which emerged from our findings (see above) is being used to inform practice  by schools (users) in the study and beyond. 
A link has been made with the Institute of Community Cohesion (ICoCo), University of Coventry. An ICoCo representative participated in the project’s dissemination conference in June 2008, and as well as placing the project's executive summary on its web-site, we have plans to work collaboratively with them on future initiatives, particularly relating to Muslim school communities. 
Future Research Priorities

Lines of research arising from this project which might profitably be pursued are as follows: 

More work is needed with the Department of Children, Families and Schools, and Ofsted to make community engagement/cohesion a more attainable goal. 

Activities within Religious Education teaching needs to be used to develop further the concept of community engagement, particularly with regard to visits to religious buildings outside of the predominant religious/community group.
More professional development (CPD) for teachers on the diversity of faiths is required, especially given the continual diapora of people from the European Union since 2003 (Parker-Jenkins et al, 2007).
Clear training and support targeting Jewish and Muslim faith-based schools is required to assist their ability to engage as evidence suggests these groups are particularly vulnerable to hostility from the wider community (Runnymede Trust, 1994 & 1997; The Community Security Trust 2008)
Ethics 

The project was informed by the British Educational Research Association Ethical Guidelines and no ethical considerations emerged. Throughout the study access to faith-based schools was negotiated and re-negotiated with a clear application of  the concept “informed consent” from all school community stakeholders, and the maintenance of confidentiatilty and anonymity. There was no inappropriate reporting of the study, nor did we set up an on-line discussion forum for discussion. This was a particularly successful aspect of the study as we were mindful of the sensitive nature of Islamophobia and anti-Semitism and the need to assume the role of "responsible researchers". As a result of the relations we built with the 9 school communities, access to their communities was never denied, and the majority  were represented by their head teachers, school colleagues and/or imams/theologians at the dissemination conference held on June 18, 2008. These head teachers and practitioners also seized the opportunity at this event to network between themselves and to extend their own practice of "community engagement", as reflected in the conference evaluation.
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Appendix 1:

The research was informed by the following questions/issues: 

· To what extent does the experience of migration and Diaspora affect the construction of ethnic identity in the schools and help shape the direction of the institution?

· To what extent is religion being used as a form of “ethnic defence” and estrangement reinforced through schooling?

· What is the significance of social class/caste and gender in these school communities?

· What is the impact or significance of state funding on the school’s religious/cultural development, and to what extent, if at all, is cultural identity undermined as a result of state funding?

· How do these faith-based schools relate to each other, within the same religious tradition and through supplementary schooling (madrassah or chederim)? between different denomination school groups?, and with community schools? 

· How are the rights of children, as opposed to those of parents, accommodated within the school setting, particularly with regard to access to knowledge of the wider community (European Convention on the Rights of the Child)?

· To what extent is there room for the questioning of religious doctrine by pupils?

· Does an Islamic or Jewish education allow pupils to see beyond the binary opposition of believers and non-believers?

· What pedagogical choices do Muslim and Jewish teachers make to help pupils experience and interact with a plural society?

· What does “citizenship” mean to second/third generation immigrant children?

· How is this citizenship taught and with what understandings about religious identity, national affiliation, and multiple senses of identity which may have both cultural and national significance?

Appendix 2: Interview schedule: Governors

Code : F               M

First, I should like to ask you about your own experience and of your role in the school.

Background


· When did you become the governor of this school?

· Can you tell us something about your background and how are you linked with the school.

· What is your role as the governor of this school?

School administration


· Do you have any views on the admission policy of the school?

Engagement


· How does the school protect and maintain the religious identity of the individuals?

· What do you think are the apparent ways of engagement with the wider community?

· What is your impression of how pupils learn from and about other religions?

Security 


· Are you aware of any security issues or incidents at the school?

Appendix 3: Interview Schedule:  Head Teacher / Senior Management.
School Background

· How long have you been involved in the school?

(Probe: responsibility- managerial/school) 

· Can you tell me when the school was established and why?

· Is the school state-funded or independent?

· If state-funded, at what level? 
(Probe: raison d’etre of the school, Voluntary aided/voluntary controlled?)

· What is the background of the parents of the pupils?

School Ethos

· How would you describe the ethos of this school?

(Probe: culture,language,  Diaspora, caste, social class, migration, gender, sectarianism)

· Can you give me examples of how the ethos is demonstrated and promoted?

· What do you see as important about the religious identity of this school? How do you promote it? 

· To what extent do your pupils have the opportunity to learn from and about other religions?

(Probe: singing of anthem, flags, symbols, prayer times, religious festivals)

Pupil  Composition


· How many children are in your school?
· How many girls? boys?

· What is the make up of the school?

(Probe: Diversity within religion)

· How many of your pupils have learning and or behavioural Special Needs?

(Probe: dyslexic, autistism/Asbergers syndrome, dyspraxia, minor disability)

· How many of your pupils are statemented with Special Needs?

(Probe: Legal determination)

· Additional staff support?

School Policy
· What policy governs the school admissions?

(Probe: open admissions ? Is there any quota for this?)

· Are there any pupils in the school who are not of the main faith?10% /12?

· Where do your pupils go on to after they leave your school?

(Probe: School? university ? career destination ?)

Staff


· How many staff are working at your school? Part-time? Full-time?

· What is the selection criteria for staff?

· Religion of the staff ?

Community Engagement


· To what extent does the school promote community cohesion and how? Please give examples.

· Which other schools, groups, communities or other organizations do you engage with on behalf of the pupils? How? 

(Probe: Denominational schools, madrassahs, supplementary schools, Chederims, mosques, synagogues, community schools, local authorities, local charities)

· How does the school manage its security arrangements? 

· Have there been any incidents which have caused the school concern? Please elaborate.

(Probe: anti-semitism, Islamophobia (give definitions), alarms, alighting offices, parental support, police advice and support)

· How do you prepare your students to go into the wider community? 

(Probe: Work experiences, etc.)

· What does your school do to bring together pupils of different ethnic, religious or non-religious backgrounds? 

(Probe: Sports, events, concerts, projects, links with other schools)

Pupil Autonomy


· Do you have a student/pupil council?

· What barriers have there been ( if any ) to bringing together pupils of different ethnic, religious or non-religious backgrounds? 

How do you provide for debate on issues within and beyond your religion?

Appendix 4: Interview Schedule: Parents

Code     F:       M:

General 

· How many of your children are studying in this school?

· Why did you choose this school?

· What previous schools (if any) has your child attended?

Relations with wider community
· How often does your child meet up with children from other schools?

· Children of same religion? Children of other religions?

School Ethos


· How would you describe the ethos of this school?

· What do you see is your role in school?

(Probe: Contribution, responsibility )                                            

· Where is your child likely to go next?

( Probe: Which school/university)

Pupil Choice/ Awareness


· Has your child ever questioned why they went to faith-based school? How did you answer him/her?

· Did your child have a choice in which school they went to?

· What arrangements are made for you to have contact w ith your child’s teacher? And the school?   
(Probe: Parents evenings etc)

Community engagement


· Which other school is your child in contact with?

· Are you happy for the school to meet children of other faiths and backgrounds?

IT


· Do you have internet access at home?

· What sites are your children using?

· How do you control the use of the internet, if at all?

Religious Identity

· Are you happy for your child to learn about other religions?

· How would you describe your family identity?

· In terms of citizenship, how do you see the issues of citizenship for you and your family?

· To what extent do you want your child to have the knowledge of the world outside this school?

Appendix 5:  Interview Schedule: Teachers

Background 

· How long have you been in the school and what is your teaching responsibility and role?  (Key stage, Foundation, 1-2; 3-4   Subject-specific?

· Were you certified specifically to teach in a Jewish/Muslim school?

Ethos


· How do you use opportunities within the curriculum to affirm and celebrate your schools religious identity?

School Curriculum

· What forms the basis of the curriculum?

· To what extent do you follow the National Curriculum?

Languages


· What languages are taught in school?

Teaching Subjects


· How do you handle controversial issues and world/political events in the curriculum? Please give examples.

(Probe: recognising cultural diversity, Middle East situation/Terrorism

Creationism/Darwinism)

Physical Education


· What types of physical education are offered? 

· What special arrangements are made, if any, for girls?

(Probe:  facilities/arrangement/shower – policy, team membership, inter-school games)

Religious Education

· How does your school handle the issue of religious education?

· Other than the school religious ethos what other religions are being taught in the school? And how? 
(Probe: Learning of and from religion (s))

Sex Education

· How do you provide sex education in the school?

IT


· How is IT taught in your school?

· To what extent do you use the internet as a teaching resource?

· To what extent do your pupils engage in social networking through the internet at the school? 
(Probe: Computer clubs, lunch time use of computers, website blocking, Facebook, My Space, orkut)

Citizenship

· How is the subject area of  ‘citizenship’ taught  within your school?

(Probe : Religious identity, national affiliation, multiple senses of identity, national and ethnic? (PSHE, MORNING ASSEMBLY)

Pupil autonomy

· To what extend do you provide the opportunities for the pupils to know about other faiths, (believers and non believers)?

· Does the school have a pupil council or elected classroom leaders? What is their role?

Community engagement

· As a teacher what choices do you make to help pupils experience and interact with the wider community?

(Probe: (internet) e-mailing with other pupils, other schools, brother/sister schools

· To what extent do you have the opportunity do you have to promote ‘religious literacy’? 

(Probe: understanding/awareness/sensitivity of religious diversity)

Resources

· Do you draw on outside organisations/people?

· What resources do you use in your teaching that has to do with outside organisations?  

(Probe: Books, journal ,IT ,library, media, the performing arts, outside speakers)

Appendix 6: Pupils Focus group

Friends outside school/meeting and mixing with other children

· Do you have non-Jewish friends?

· Do you meet up after school or at the weekends?

· What did you think of the children who came to the school to present culture week or other children who you met when you went to the other school? Will you stay in touch with them?

· Has anyone any done anything or said anything to you that was negative about being Jewish?

Internet

· Do you have internet access at home? 

· When do you use it?

· What are you allowed to use? What are you not allowed to use?

· Which programs do you use?

Citizenship

· How do you describe yourself to non-Jewish friends or people you meet?

· What do you think of the multicultural weeks that took place last year at the school? What did you like or dislike? What other kinds of activities would you like to take place?

School choice

· Do you ever think you would like to be in a school which is non-Jewish/non-Muslim?

· What do you think of the neighbourhood that the school is in?
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