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This essay was a contribution to a collection siags by former students in honour of
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it.


https://core.ac.uk/display/2783513?utm_source=pdf&utm_medium=banner&utm_campaign=pdf-decoration-v1

RAP, RFL AND ROL
LANGUAGEAND RELIGION IN HIGHER EDUCATION

Brian Bocking

Hello!...is a reprehensible way in which to begmaxademic paper, which
shows that language has an ethical dimension. lageguhelp to construct
and control social meaning and they also have angtritual dimension,
exemplified in greetings. The material forms ofdaage; letters, characters,
runes, and the words they represent, used in pqetwge and even ordinary
conversation, are heavy with multivalent symbolidanguages maintain
doctrines in their dictionaries (which never qiezp up with the real thing)
and are generously endowed with mythic truths (BriEnglish is better than
American English; Japanese is unique) retold ddwengenerations. Finally,
languages have an experiential dimension; everowitylossolalia the same
person may move, sound and even think differenylyspeaking different
tongues. One may even be inspired to say something.

This paper pursues one aspect of the analogy betweégion and language)
The analogy between religion and language has thisenssed elsewhere but
not, so far as | know, specifically in relationtte teaching ofeligions and
the teaching of languages in Higher Education.am interested in the
analogy between teaching religions and teachinguages for at least three
reasons.

Firstly, there is, after all these years, still kanity in the public and indeed
academic mind about the difference between Relg&tudies and Theology
( ‘if you don’t know the difference, you're a thegian’ can only be used
sparingly)® and language teaching may provide an accessibtinfior an
explanation to non-specialists of what is goingroReligious Studies. After
all, not everybody realises they have a worldviewt,most people will accept
that their language is one of many langudges.

Secondly, | am involved professionally both in Balus Studies and, to a
lesser extent, in aspects of the teaching of lagg®éEnglish and Japanese)
in cross-cultural contexts. Some of the pedagogisslies seem to be
common to language teaching and Religious Stuemshing, and there are
ways of thinking about the teaching of languagecitdould arguably be of

use to lecturers in Religious Studies.



Thirdly, 1 am lucky enough to have a job teachinglious Studies in a
College of Higher Education, a type of degree-awaydhstitution which has
traditionally belonged in the second or even thadk of Higher Education
institutions in the UK. Higher Education in the WdKinstitutes a kind of caste,
or more accurately class, sysfeand as | write, this system is (in law at least)
about to be dismantled by the abolition of the &mn line’ between
universities, who are the ‘brahmins’ of the systamg the rest of us, mainly
polytechnics and colleges of HE. We lesser claamesurrently involved in a
rapid process of academic Sanskritization (e.g.ngimg the names of
polytechnics to university) in the tenuous expectatthat the coming
‘classless societ§'will make us all brahmins, rather than all sudidaving
spent some years previously as a university leGtaoeirsing in the effortless
superiority of brahmanical stafusam reasonably familiar with the mores of
both sides of the binary line. The main differengpart from the level of
funding, is that teaching is taken seriously indbkeges and polytechnics. In
the universities8 teaching is conceived of, ikithought about at all, on the
‘trickle down’ model; something more or less inaiti to one’s real work of
research. Teaching is viewed as a process occurring nayuaalla kind of
overflow from the acquisition of knowledge. As fearning, like the plants in
the Lotus Sutra’s parable of the rain cloud, sttsle@utomatically benefit
according to their aptitude.

In the colleges and polytechnics, on the other héatching and learning
have long been recognised as human rather thammalleactivities, quite
separate from research. Teaching and learning, believed, can be done
badly or well, and their quality can be assesSeSince thinking about
teaching and learning is a largely non-brahmaracaupation, | had some
difficulty adjusting when [ first arrived at thelage (I was nonplussed when
a colleague suggested to me that | should getdw kny first year students),
but | am now persuaded that there are good ande#abds of teaching, that
teaching and learning can be improved (and worganeglays which are in
principle measurable, that only the very brightsidents can avoid being
disadvantaged by bad or indifferent teaching methaad that one of the
main responsibilities of an academic in Higher Edion is therefore to be
aware of what teaching and learning involves artddch, and ensure that his
or her students learn, effectively. As the binane ldisappears, classes
become larger and Higher Education expands integals, it is very likely
that a concern with teaching (linked to qualityngs, performance indicators
and so forth) will spread throughout the HE systamthe next few years,
reflection on how to teach religions effectivelfiiaie higher on the academic



agenda than it has been in the past.

RAP, RFL &: ROL

Though this title of this paper seems meaninglesst native speakers
of English will probably get the genuflection toh&ke, rattle and roll* A
rapid lexical analysis of RAP, RFL and ROL migher#fore

suggest:

RAP-Rap music?; shake (as above); possibly RATgXo
Lancastrians)?12 ..

RFL-RIff; skiffle; rattle (as above)

ROL-(rock and) roll, Roland Barthes?; Roland RAT?

But structuralists impatient with lexis will havangue broken parole and
noted that of these three sets of three-lettemgons, two begin with R and
two end in L, yieldingevidemment

Religion A P
Religion F Language
Religion @) Language

Substituting ‘English’ for ‘Religion’ we get, of cose:

EAP
EFL
EOL

of which EFL and EAP are well-known acronyms in Estglanguage
teaching. EFL is ‘English as a Foreign LanguagelevBAP means
‘English for Academic Purposes’. EOL is invented s paper and
Means ‘English as Own Language’ or just ‘Englisé & ‘English
Department’

Hence RAP, RFL and ROL. RAP is ‘Religion for AcaderRurposes’, RFL
‘Religion as a Foreign Language’ and ROL ‘Religias Own Language.’
What these might mean will be discussed more fodlow. Perhaps RFL
should really be RFR ‘Religion as a Foreign Reigiand ROL should be
ROR ‘Religion as Own Religion,” but in distinguisig different types of
teaching of religion (theology, phenomenology,)ettseems quite helpful to
think of the religion taught in Religious Studiespdrtments as akin to



languages if for no more than the reasons outliogcEric Sharpéy If
‘Religion as a Foreign Language’ grates, then aridyberm such as
‘Ranguage’ could replace ‘(religion as) languagenhat follows"*

Unpacking EFL

Applying the notions of RAP, RFL and ROL to relig® teaching, and
drawing out the implications requires that we |ldokmore detail at the
various sub-types of English (or any other langyiagaching. Subdivisions
within this field®> are made according to (1) the type of student,tl{®)
background knowledge expected of the studenth@ype of English taught
and (4) the level of knowledge and expertise regliof the teacher. The
principal forms of English teaching discussed bekne EOL (English as
Own Language)® EFL (English as a Foreign Language), ESOL (Endlish
Speakers of Other Languages) and EAP (English éad@mic Purposes). In
each case, the analogy with religions teachingesched out.

EOL and ROL

EOL (English as one’s Own Language) is taught tiovasspeaker students
who may be at the outset and remain at the coropleti their studies quite
unconscious of the relativistic nature of theirgaage. The student of EOL
should be already completely fluent in English aragppable of handling
complex and abstract ideas, to the extent of crgatew ones. Indeed, the
student is required to participate in the traditafnEnglish, to accept and
reject, to take sides. EOL embraces every aspeheaforld of English from
basic grammar to classic literature, and will imiducritical, dramatic and
creative work, and even some foreign literature tnanslation)’ EOL
embraces the highest forms of ‘real’ English; exi®pf the language
stretched to its legitimate creative limits. ThelEi®acher has to be expert in
his or her area of specialisation, as well as lpaigood general knowledge
within the subject. Though English may not be t&cher’s first language
and a knowledge of other languages will help aymdochialism, an EOL
teacher is not required to know other languagesder to teach successfully
in the EOL context.

Pursuing the analogy with EOL, ROL (Religion as Okanguage) is the

study of a tradition in which the student is alneadmersed, to the point that
s/he is fluent and participant in its various disiens, probably unaware of
its relativistic nature and having, initially, anlited knowledge of the full

range ofits complexities and possibilities.



ROL embraces every aspect of the religion in gaesticluding on occasion
‘other religions’ where these are seen to contdbth an enhanced
appreciation of ROL. The student of ROL is expedtede critical as well as
descriptive, and to contribute creatively to traition through participation
in its practical and intellectual endeavours. Téetdrer in ROL has to be
expert in his or her area of specialisation, ad a®lhaving a good general
knowledge within the subject. Though ROL may noth®eteacher’s ‘native’
religion and a knowledge of other traditions willjp avoid parochialisrif a
ROL teacher does not (at present) have to know a#ligions in order to
succeed in the ROL conteXtindeed, the range of creativity in ROL will be
limited by canons of acceptability developed witthe religion in question;
those who begin to speak, as it were, a foreiggioeis language will not be
allowed to take part.

Whether ROL is simply Theology, Buddhology etcdewelops into ROL ‘in
the wider context of Religious Studi€$lill depend on (a) the variety of
phenomena acknowledged to be part of the ‘religion’question (does
Islamic ROL embrace both Shi'a and Sunni; does BisdldROL deal with
Theravada and SokaGakkai?), (b) the degree to whe&hktudy is evaluative
(theology) rather than descriptive (religious sasjiand (c) the extent to
which students realise that their ROL is anothBiF..

EFL and RFL

EFL (English as a Foreign Language) is typicallygtat to younger students
from a non-English speaking culture. (‘Schoolbogrtah’ for example is
FFL, as taught in the UK.) EFL students are assutoede literate and
familiar with grammatical structures etc. in thewn language, since EFL is
not taught before the native tongue. The Englisightain EFL may be ‘real’
English but more often than not it is textbook Esigl much of it taught
through the student’s first language, like any othéject. EFL in Japanese
schools and universities, for example, turns audesits with a good passive
knowledge of formal English grammar but little #gilto communicate
actively. The aim of EFL in some countries is stii pass exams
(predominantly written exams) rather than to sp@akrite creatively in real
English. The teacher, who is likely to be a nonweaspeaker of English,
should in theory have excellent English but thecation system may allow
him or her to get away with much less. Native-speaksistants may be used,
but they usually have to teach to the textbdokSignificantly, untrained
fluent or native-speakers of English may find asléhan enthusiastic



welcome in EFL classes because they probably knove mbout English as
she is really spoke than the teacher does, andugtion of real, vernacular
language in a group weaned on textbook EFL canramde the status of a
less than confident teacher. This has become agmoim Japan, where
children returning from a period abroad with th&milies find that the

communicative English they know is not the textbamkd examination

English they need to learn in order to get intosarsity >

The RFL (Religion as a Foreign Language) analogywtsard to make. RFL
is an unfamiliar religion taught principally froraxtbooks, using interpretive
categories drawn from the students’ and teachdrésesl native religious
categories and ‘vocabulary’ consisting mainly olieglents from ROL,
which may distort the religion beingstudi@dStudents’ understanding of
RFL is assessed mainly through written assignmanishich a student can
excel without encountering any real examples of rblegion. The RFL
lecturer should in theory be completely fluentegied in the ‘Ranguage’ s/he
is teaching, but the education system often allavescturer to get away with
much less. The presence in the classroom of ‘napeakers’ of the religion,
either as students or as invited ‘representatiok#ie faith can easily pose a
threat because what they testifY to is authorieaind yet often sufficiently
different from the textbook version to confuse std and undermine the
position of the teacher, so their input to the seus often carefully managed.

ESOL and ReSOL

ESOL (English for Speakers of Other Languages)llystefers to English
taught, this time in an English speaking courttnypeople such as refugees or
immigrants who urgently need to acquire the talgegjuage for dalily life.
The ‘student’ may be rather unlike the typical EStudent in having a limited
level of literacy or grammatical knowledge in hisher existing language(s).
Indeed, the ESOL learner may be quite unused téotin@al study of a
language in its cultural context, encountering mingns and concepts which
are completely alien, either because there arguwaents in the language(s)
already spoken, or those equivalents, if they extistnot understood by the
student.

The type of English taught in ESOL must be realaldnglish (however
‘nonstandard’ the local variant happens to beataitate shopping, getting a
job, dealing with bureaucracy, etc. The teachéf®DL needs to have
native-speaker proficiency in all aspects of trmaldorm of English,



otherwise s/he will hardly be able to help’ studenith official documents,
electricity bills, letters, jokes, advertisememisance, non-verbal
communication (e.g. body language) and slang.ettitor can explain these
things partly in the student’s own language, solmthe better, so the ideal
teacher, arguably, is the one who has himself mdifegone through ESOL
(this applies to any form of EFL) and reached reaipeaker (and thence
trained teacher) level in the target langu#geSOL has the modest but clear
aim of enabling the student to survive in the laadture. With success in
ESOL and sufficient aptitude and motivation the E3€arner can move
eventually, perhaps via more structured EFL withshost culturé>to EOL,
working for school and post-school qualificationginglish of the kind taken
by native speakers.

ReSOL

ReSOL, the religions equivalent of ESOL has a mbdas too, though it
might exceed the capabilities of many qualified R#ekachers, namely to
enable the student who finds him or herself inraifm religious context to
survive in these new conditions. The ReSOL stusemte who is surrounded
by a new religion, which therefore presents itgelits local, authentic and
idiosyncratic form. The ReSOL teacher does not rassthat the student
already has the categories or vocabulary to congmckla new religious
context in depth, and so concentrates on knowledgeh is immediately
useful to the student; how seriously the local pedake religion; what to
expect in religious meetings and festivals; whessétake place and who can
attend; what to do and what to avoid doing, and weéhwho in the local
religious community. The ReSOL student in Kyushu dgample needs to
know that the Heart Sutra is a popular dharani, that it is part of the
Prajnaparamita literature; at a Japanese Buddinrdl, it is essential to
know how much cash to give the bereaved familyianwhich envelope, and
what to do with the incense, not what Buddhistddslmay be about life after
death. Implicit aspects of religion do need totoeigd, but only, at this stage,
insofar as they affect one’s daily life. A new aaliin Japan needs to know
that formal behaviour, gift-giving and proper respfor age and rank are
important in Japanese society and to appreciateeamglate examples of
these in practice. S/he does not need to knovwballtaConfucianism.

The teacher of ReSOL needs an intimate knowledgbleofeligion as it is
really practised, in order to provide the studenihwhe knowledge and skills
necessary to integrate with the local community deal with culture shock.



Unlike RFL, there are no examinations designed @ogge the ReSOL
student’s passive knowledge of abstract religicuscepts; success in daily
interactions with members of an unfamiliar religimna far more useful,
effective and appropriate test of the student’itgl@ind understanding.

EAP and RAP

EAP (English for Academic Purposes) incorporatds ld-L and ESOL but
at a higher level. The student of EAP, typicalfpieign student competing in
an English-language academic environment, not omlyst perform
successfully in his or her area of academic spsatadn but also definitely
needs to be able to handle the target languagh its aichness-to become
fully part of a different linguistic culture. TheAP student must already be
close to native speaker level in English when sthets EAP and needs the
educational background and the academic poteatial if as yet lacking the
experience, to manipulate complex ideas in thestdemguage. The type of
English taught to this student is academic Engligte distinctive English of
academic books, lectures and articles, which @fits subdivision of EOL
taught to native-speaker higher education studgthsough essays,
examinations, lectures and reading) in the coulrtleeir degree programme.
English at this level - which is challenging fortima speakers because it
follows complex and somewhat arbitrary rules ofreoiness, such as
traditions of referencing-is acquired by initiatimo the linguistic (and other)
norms of a particular academic community. The Eéd&ther must of course
be able to operate at native speaker level in argiand academic English,
but s/he should also be able to understand enoligte subject which the
EAP student is studying to assist with preparafwracademic assignments,
seminar papers and examinations.

The role of the EAP lecturer in helping a studentnderstand a text or write
an essay, and the role of the ‘content’ lecturar (example, the lecturer
teaching Religious Studies) are not easily distisiged, because problems of
understanding in EAP normally have both a lingaiatid a conceptual angle,
the latter a problem shared by both native-speakdrforeign students. It is
one thing for a foreign student to learn what teems ‘suffering’ and
‘Unease’ mean in ordinary English (the linguistevél); quite another to
understand what ‘suffering’ or ‘unease’ might meeimen the lecturer has
used these English terms within a cobweb of gualifons to help explain
dukkha in Theravada BuddhisthBecause of the blurring of boundaries
between words and meanings, the kind of help pealiay the EAP lecturer



to the EAP student is often precisely the kind efphrequired by the
native-speaker student in the learning procesdlsSkiquired here include
working out how to appropriate and express newsdszurately, how to
evaluate claims, how to structure an argument, toosift the essential from
the peripheral, how to disagree with a lecturea fallow student in a seminar,
how to discuss rationally, how to know when to $p&ad when not to speak,
how to start and finish an essay, and so on.

RAP

RAP (Religion for Academic Purposes) is the acadestudy of religion - it
describes what we are teaching our students, aatl sthdents are learning,
in departments of Religious Studies. The studeRARP, in order to perform
successfully in the study of a particular religarworldview has to be able to
handle that religion in all its richness-to becofuy conversant with a
different religious culture. Of course, this cannait be achieved at
undergraduate level but RAP can take a student sdrtiee way there. The
guestion is, what types of learning constitute ge@dP?

RAP, at the lowest level, can be very little difet from basic RFL - a
predigested version of religion taught from textk&owith little exposure of
students (or teacher) to the real thing. Pursihegnalogy between RAP and
EAP suggests that on its own a book-based RFL-siy#oach to religious
studies is inadequate for students in Higher EdmcatWe cannot claim to
have taught students religious studies if they hagquired a passive
knowledge of religious theories, concepts and categ but have not in the
process been exposed to real religions, and leaciakly to communicate
with and relate to religious people from a varietyraditions as part of their
studies. Can we assume that students who enteoatses already have this
type of knowledge? If not, should we be teachingstudents ReSOL?

ReSOL alone is inadequate as a model for religsbudies in H.E., because
the knowledge acquired is relatively local and sfipal in character.

Nevertheless, | believe that good RAP must invelaeconsiderable amount
of ReSOL-type teaching. This means, in the contéxad degree course,
maximising opportunities to bring students into te@h with real religious

people, preferably in their own context rather tlaanvisitors in the lecture
room. Increasingly these days, students come twitlsa background in

phenomenological Religious Studies acquired ataabroelsewhere, but this
is still not true of the majority and it is not aquirement for entry to our
course, so many of our students are, in Religidudi&s terms, remarkably



similar to immigrants recently arrived from a fayeicountry, some of them
ill-equipped for an encounter with the basic catexg) the ‘grammar’ of
religion, let alone the sophisticated transreligjosf an H.E. course. We
cannot presume that students have in their ownbrdaey or experience the
terms, concepts structures and categories of ROlichwhorm the
starting-point of Religious Studi@g(in fact, we cannot presume they have
had exposure to religion at all).

Students need to experience religions at first regart of RAP otherwise
they can go through a degree course without haasirtygeal idea of what the
material they are studying refers to. We cannotvdelthe numinous
experiences that students sometimes expect fromsesutantalizingly
labelled ‘mysticism’ (though academicinstitutione guite good forites de
passage) but we should ensure that students who are stgdwiligion x have
a chance if at all possible to experience an im&taof religion x being
practised in its social context. This cannot beedeffiectively through videos
(useful resource though they are for basic RFLjbse there are important
differences between passively watching TV in thailiar surroundings of a
lecture theatre, and being part of a live event.

The most obvious difference, apart from the faat thfilm is in the end just a
visual textbook, is that religious events occupysat senses whereas TV
affects only a bit of one’s mind, eye and ear, wibdy, taste, touch, smell
and peripheral awareness of eye, ear and mind nersaiely in the
classroom-this point applies equally in the casgisits by guest speakers.
Protestant and Orthodox churches smell differemdl @ten run at different
temperatures). Sikh gurdwaras taste different fildmravada monasteries
(rather Langar than Sangha from this point of vidw,can be allowed a
value-judgement) and smells, tastes and other phlysensations, as well as
atmosphere, impromptu individual encounters andcefisneous vignettes
from even the brief visits make an impression @tind, banish stereotypes
and later on evoke associations in a way that baokisfilms on their own
simply cannot do. Moreover, students who visitgielnsin situ get over their
natural apprehension about stepping for the fims¢ tover the threshold of a
Protestant church, Synagogue or Mosque, or sittiog an ISKCON puja. A
student who graduates from a RAP course withoutnigakearned how to
behave confidently in a variety of different retigs contexts cannot claim to
have a rounded education in ReliglousStudies,gagshe languages student
cannot claim to have a rounded knowledge of thguage if s/he cannot
handle a real life situation.

10



It seems to me a lacuna in religious studies tegcificourses do not require
their students to experience different religionsirat hand as part of RAP.
Some of my teachers at Lancaster got ReSOL coudfels§vl Forces, or by
working abroad, or by functioning within their owgligion (perfecting their
ROL, perhaps) but none of this was a prescribet ggdamy undergraduate
experiencé’1t was when | worked as an Open University tutanescsix
years after graduating that | first encountereddds. course where visits to
religious communities were built into the studerdgdgerience, and this is
when | overcame most of my apprehensions aboutimeaikto the private
worlds of ‘other’ religious communities. This wastithe first time | walked a
few steps in the proverbial moccasins for | hadedibims many times in essays,
but it was the first time | realised the moccasatsually did belong to
someone else as real as me.

| now accept that ‘experientidl’ elements of this kind - which are a
compulsory part of the course at Bitbonstitute knowledge which (a) is
essential to an understanding of religion and @anot be gained in any other
way. | do not overrate this kind of activity - & fraught with well-known
difficulties of the ‘reflexive effect’ kind? especially when communities are
much-visited by groups of students. Moreover, aoeot visit the past, only
the present (but even this is worth discoveringeeigmtially). | do believe
that such elements are necessary, conform to thie [mf RAP and are
extremely beneficial to both students and staff.

Suffix

The kind of teaching of religion desirable in HEgeod RAP,’ within which

| would include generous helpings of RFL and ReSRAP implies that the

academic study of religion is undertaken at arllexttual level appropriate to
HE. The result of good RAP should be that studiesatge the course (whether
a year 1 option or the whole undergraduate progranwith the knowledge

and the confidence to relate well to people of edéht religions and

worldviews, as well as with a sound grasp of desee and theoretical

aspects of the subject. While the analogy betwedigion teaching and

language teaching should not be pushed too fanay help us to think

beyond matters of content to the kinds of teachimgjlearning we should aim
for in a Religious Studies programme in Higher Eation.

11



Notes

! In this paper, which is about the analogy betwtberteaching of languages
and the teaching of religions rather than the agyaletween languages and
religions, ‘language’ means not just script, vodabu and grammar but
language in all its aspects; teaching/ learningngliage in this sense means
eliciting/acquiring fluency not only in speakingdawriting, but in integral
non-verbal aspects of the linguistic culture ingjig?, such as body language,
politeness levels, etc.

2 Mark Juergensmeyer refers to the notion of refigis ‘a kind of language
through which meaningful events and perceptionganemunicated’ (noting
the discussion of this analogy by Frits Staal, @edrindbeck and James
Barr), and poses the central dilemma of seeingiogli as analogous to
language. ‘Does religion point beyond its contektiramework and its
religious language to a special, indeed ultimaspeat of reality, or is it
simply a particular way of thinking and talking albahe everyday world?’
See Juergensmeyer, NRadhasoami Reality, Princeton, 1991, p 10. An
analogy between the study of religion and the stafdgnguage is drawn by
Eric Sharpe irUnderstanding Religion, Duckworth, 1983, pp x-xi, to make
the point that for the student of religion, religsy like languages, are not
‘true’ or ‘false’ but simply function in the world.

® Ninian Smart's views on the nature of Religiousidis and the role it
should have in Higher Education are well known,ndt always well
understood, and are set out in, for example, papatscted in Part Il of
Concept and Empathy. My own department at Bath has been developed along
these lines, and like many others | owe a debtatitgde to Ninian Smart for
his vision and inspiration. On the confusion betm&geology and Religious
Studies Smart writes: ...many of the British pulalie used to Sunday School
and think that this is essentially what we do iigreus studies at the tertiary
level of education...People, too, are quite unuseke idea of teaching about
religions in a relatively dispassionate way. THawk that teaching religion is
really a matter of preaching. Of course, the pubEright in a way: a lot of
theology is tertiary Sunday School.” (Ninian Smart, ‘ReliggoStudies in the
United Kingdom,’ inReligion, vol 18, 1988, p 8).

* This is important, since academics in Religious®&ts have to explain to

(i.e. teach) their peers, masters and studentstivaaubject is about, often in
order to secure support. This recalls (if I havdarstood it correctly) the

12



‘Metareligionswissenschaft’ (M-R) outlined by Z. matowski at the Xlllith
IAHR Congress at the University of Lancaster, 1936ience (of Religions)
does not exist in a social vacuum. It is conneatetionly with the situation
in philosophy or theology but also with manifoldmxscientific factors, e.g.
with the consumers of our production. Thereforthmorbit of M-R must
come also religiological ‘politology.’ (Abstracten Pye M & McKenzie, P,
History of Religions, Proceedings of the Thirteenth Congress of the
International Association for the History of Religions, Lancaster 1975,
Leicester Studies in Religion II, University of tester, 1980.

> This is not a very sound analogy, but | have foihelpful in understanding

how university and non-university institutions oEhh the UK relate to each
other. There are basically two classes in HE, usities and the rest. Others
below these are FE and schools. See next note.

® UK Prime Minister John Major (fl 1990-) held upetkision of a ‘classless
society’ for Britain.

" Lest this be misunderstood as fact rather tharyjroty experience at
Stirling University was of hard and rewarding wamka Lancaster style
department, chaired in an exemplary fashion by Ghards through one of
the most difficult periods for Religious Studiestire UK.

® This no doubt unjust generalisation is aimed nindividuals within the
universities, many of whom are excellent teachHausat the institutional
ethos of the universities.

® The ‘trickle down’ theory of wealth favoured byémarketeers claims that
wealth, if acquired in sufficient measure, wilickie down to the poorer
sections of society, automatically improving thetr so there is no need for
planned distribution of wealth. Pratyekabuddhas taite.

1No-one knows how to make objective measuremengsiality in HE
teaching, but there are undoubtedly ways of idginigf better or worse
teaching, for example by observing classes. Thelwaality is currently
being written with a capital letter ‘Quality’ info¢ial documents to show how
significant it is going to be once its meaning esetmined. Emphasis on the
teaching function in colleges and polytechnicsdfasourse meant negligible
public funding support for research in this sectfatE. To take an optimistic
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view, dissolving the binary line could be an oppaity to get the balance
right. However, the government’s motive is not istribute research funding
more equitably, but to get more students into HEes cost.

1:Shake, Rattle and Roll’ was hit by Bill Haleytine UK as early as 1954. |
am indebted to Andrew Rawlinson for this informatio

12 RAT was (and perhaps still is) a Lancaster coualed ‘Religious and
Atheistic Thought in the West.’

13 See note 2 above.

4 But ‘Religion as a Foreign Ranguage’ might hawetid usefulness in the
international vocabulary of Religious Studies beseaw’ and ‘', are
indistinguishable in some languages. Hence thengsegaquestion: Is it or’ as
in ‘elephant’ or ‘' as in ‘trunk’?

>The field as a whole is often called Applied Lingfigs. | am not EFL-
trained so the following explanation of types ofglish teaching is my best
attempt as an outsider to understand how the tetogy is applied.

®EQL, as mentioned above, is an acronym devisetthi®paper. These days
English quite often adopts a multicultural focust this makes EOL
traditionalists nervous (I use ‘traditionalist’ keborrowing one of Towler’ s
five types of British religiosity, for a type of g®n who thinks of English
Studies as a sacred institution to be cherishedhanded down unchanged to
the next generation - see R Towl€ng Need for Certainty, 1984). In
principle, whatever is studied in EOL can be, anduccessfully studied by
speakers of English as a second or other langbag#he ‘translinguistic’
perspective is missing for native speakers of EBhgho study only their
own linguistic tradition; the analogy with religipabviously, is with those
who teach or study only the tradition they haveagraip in, without having
developed a comparative or transreligious persgecti

YEOL can become Religious Studies in a literary sbwiay, but it is usually
not. A school friend of mine went to Cambridge tiody EOL while |
ventured north to Lancaster to avoid ROL. Whiledrhed about the origins
of Theosophy, he understood ‘Madame Blavatsky'd@mmame invented by
Louis MacNiece to rhyme with ‘taxi’ (which incideadly it doesn’t, at least to
my untutored ear). This is methodological authorism
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'8 Parochialism is embedded in worldviews, whichreseso easily
rearranged. When a proposal was mooted to makas®ypam official
language in California, a radio interviewer elidifitom a local resident the
opinion that ‘if English was good enough for Je€bsist, it's good enough
for the people of Southern California.” Leavingdesthe hermeneutical
challenge implied by this statement (vox populix @@i?), we can recognise
a parallel attitude in the theological establishtiseattitude to cross-cultural
and transreligious comparative studies. As Niniara noted in 1986 in a
characteristically trenchant survey of Religiousdsts in the UK, ‘the
theological establishment is therefore a problethat it is a kind of
conceptual albatross around the neck of Religidudi&s.” Almost as Ninian
Smart’s article appeared, an influential CNAA cortig@ top-heavy with
establishment theologians was circulating a questoe to colleges and
polytechnics on ‘Theology and Religious Studiesmimich numerous
detailed questions were asked about the subdigsbour department’s
supposed teaching in Christian ethics, church hisfastoral theology, and
so on. We were invited to tick o&c) box if we taught any ‘world religions’
(in a short list which did not include Christiarjtylt was impossible to
project our multireligious undergraduate progranomi this distorting map.
Like Lancaster in the late 60s, we are recruitmgeasing numbers of
interesting and interested students who want tiysteligion, not theology,
but the establishment view still seems to be ‘ifiBin academic theology was
good enough for Jesus Christ ...

Y There are degrees of success. | agree with NBaart that the study of
Christianity (in its Western form the dominant R@lodel in the UK) ‘is
much more fruitful and appealing in the wider comta Religious Studies’ -
‘Religious Studies in the United Kingdom,’ Religion, vol 18, 1988, p 2.

20 See previous note.

I The best EFL achieves far more than this, of eyurat usually by
becoming more like advanced ESOL or EAP (for whgge below). EFL in
Eastern Europe appears to have overcome many pfolddems of EFL
found in Japan (or some foreign language teaclnitige UK, for that matter).
Bulgaria, for example, has whole schools in whidmnf age 15 English or
another foreign language is the medium of instauncin all subjects, from
history to science. Pupils there can acquire a rieaidy high level of
communicative competence despite, until very rdgehaving little or no
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access to the ‘real’ English-speaking world - Iig ts in fact EAP, not EFL.
(Religious Studies did not fare so well as langsageder Communism,
because there was a lot of MOL (Marxism as Own uagg) but no RFL to
parallel the EFL. However, things are now lookimj.u

*2 This problem is not confined to English teachimgto Japan. A colleague
involved in language examining told me of a casa £¢hool student who had
been marked down for using a complex French exjpres€quired in France,
on the grounds that ‘she isn’t supposed to knowyet.

%3 Good RFL starts where the student is, so ‘natieégories have to be used
at least initially. Sooner or later, the studerg tmmove to categories of
thought which are appropriate to the religion stddiScholarly debate in
Religious Studies is often about the degree to WwREL ought to be
emancipated from ‘native’ categories. Thus Allamgard, in
‘Rule-Governed Activity versus Rule-Creating Actwi in Religion, vol. 21,
pp 207-211, writes: ‘[Frits] Staal’'s main emphdsishis part of the book

[ Rules Without Meaning] is that Western scholars have created Asian
religions by attempting to locate them in the cahtd founders, sacred
scriptures, and meanings, but that, should yowgtsta, you would find
something else: namely ritual practices indepenffent all those
categories... This is partly right: you will indefald lots of people...who
chant the Heart Sutra while being utterly unawdrin® meaning of the text:
they treat it as dharani, and will not understand why you would want to
discuss with them Nagarjuna’s emptiness or hialetmma. It is also true that
many of the debates that really counted histogicallvere matters of doctrine
that only flimsily hid what was really at stake maly the right to perform
ritual for the deceased members of the leadingliesnof Japan. However,
some room must be left for those battles that warigct, doctrinal, for a
history of ideas that takes into account epistegiodd configurations, and
for sectarianism. . .’ (p 211). The debate heisly about anthropological
‘snapshot’ versus diachronic views of religioustegss, but also about
conceptual chauvinism, which is inescapably pregerhaps a necessary
evil) in textbook-based Religious Studies. See hlathan Katz, ‘Scholarly
Approaches to Buddhism-A Political Analysis, The Eastem Buddhist, vol.
XV, No 1, Spring 1982.

4 This does not mean, of course, that non-nativak®reeachers who have

come through the ESOL route themselves are autoafigtbetter than native
speaker teachers of ESOL,; ultimately, it is fluencyhe target language and
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teaching ability that count.

*EFL within an English-speaking environment, sucla@a®od language
school in the UK or USA, makes possible real-Ifeject-based EFL
(involving, for example, surveys or collaborativentures in the local
community) through which students can acquire égoetommunicative
skills, activating their previously ‘passive’ knadge of English. Modern
languages courses in HE typically involve this kaidmmersion experience
through a period of study abroad in the countrtheftarget language. | will
argue below that this kind of learning should begrised as important in
the study of religions too.

® Those planning to live or do business overseas ReSOL before they go,
or as soon as possible after their arrival. To mgyvkledge there is no recent
survey of the incidence of business briefings digits but this seems to be
an area of growing importance. In HE, undergradsiatgents need ReSOL at
some point before graduating because these daysvilhénevitably follow
careers in a multireligious (even if not multicufil) environment.

2" In this respect, the difference between the nativé non-native speaking
student is often just one of degree; content lectunave to explain
vocabulary as well as concepts to native-speakdieaces who are
themselves acquiring EAP through the painful precdsessay writing and
seminar presentations, etc. In fact the foreigdestty once a term is
understood at the linguistic level, may have lafgdIty than the ‘home’
student in understanding (but probably more difficin discussing)
concepts which originate outside the ‘home’ culture

8:Crudely, is Genesis playing in the same leaguerad Hoyle’ is a question
put by Ninian Smart in ‘The Principles and Meanaidhe Study of
Religion,” in Concept & Empathy, p.201. This now needs some ReSOL
explaining to students who know very well who Rddlllins is, are less sure
about Fred Hoyle and know nothing about the HelBéWe (C&E, p.201). |
tried out the Genesis/Fred Hoyle question at randortwo British
undergraduate RS students who hazarded ‘it musbipething to do with
music’. ReSOL support therefore follows: Phil Gadlj brother of Joan, is the
drummer in the rock band Genesis. Fred Hoyle iafteonomer associated
with the ‘Big bang’ theory of the genesis of theuwamse. Genesis is the first
book of the Hebrew Bible (or the Old Testament) eodtains the biblical
creation stories. RAP can now follow, focusing be issue of interpreting
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mythic language.

) This is not a criticism; that was then and thiedsv. The Lancaster course
was more than | could have hoped for and the oppitigs for such
experiences to be part of a Religious Studies eowese very much more
limited in 1970 than they are today. My point iattthe logic of RAP requires
such ‘ReSOL’ experience at some point.

9By ‘experiential’ is emphatically not meant quasystical exercises such
as ‘centring’ which | interpret as an attempt taghreologise religious studies
(and particularly school religious education).

¥ First year students undertake group visits t@i@lis communities and
places of worship; these usually include Buddigtdu, Sikh, Moslem,
Jewish and Christian venues. All second year stsdabout 50 at the time of
writing) spend a week individually as participabservers placed in
religious communities throughout Britain. Thesegafrom Tibetan
monasteries to silent Christian orders and Islaulools, etc.-in fact any
kind of community with an explicit or implicit rglious dimension. Seminars
are held after the placements, so that the studéatre insights and debate
issues of common interest, and a written assignmenimitted linked to the
placement. There is an opportunity for studentake a ‘Long Placement’
(about 10 weeks) in a religious community as ontneir final year options.

*The ‘reflexive effect’ occurs when scholars of g belong to the
traditions they are studying and act as represeasaof their tradition. See
Ninian Smart’'sThe Science of Religion and the Sociology of Knowledge, pp
4-6, 40-41. Another version is when religious peaaopt an account of their
religion generated by outsiders in order to fedwhitk to the visitor (or
researcher) - as politeness demands.
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