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Abstract 

The "ultimate aim" of the recently introduced Religious Education Curriculum 

for Catholic Primary Schools of New Zealand is "to assist children to develop a 

relationship with God ...... always recognising that this depends on each child's 

free faith response" (Curriculum Statement 1996, p.l2). This study examines 

the use of metaphor in the Religious Education Curriculum, with respect to a 

metaphors role in enabling children to demonstrate "free faith response". There 

are four stages to the study. Firstly, metaphor theories are reviewed in order to 

gain an understanding of what a metaphor is and how it works. Semantic 

theories provide differing descriptions of metaphor whereby the metaphoric 

meaning of a statement is reached by an 'interaction' between the subjects of a 

metaphor. Max Black's theory is representative of a semantic approach. 

Semantic theories cannot adequately account for fresh and creative metaphor. 

A pragmatic approach, as posed by the analytic philosopher Donald Davidson, 

suggests that theories should consider what a metaphor does, not what it means. 

Davidson submits that metaphors have special effects not special meanings, 

however he cannot within the parameters of his approach provide a thorough 

description of these effects. The debate between the pragmatist and the 

semanticist is a case of the two parties talking past each other. An integration 

of both approaches is needed; initially Searle's theory fulfils these 

requirements. A continuum that represents the degree of effect a metaphor can 

have is established. 

The second part of this study establishes a framework that highlights the 

effects different metaphors have, building on the views of Richard Rorty to 

highlight the different stages in language evolution. Four generic types of 

metaphor are discussed: "fresh"(e.g. the Church is a broken pencil), 

"comparative"(e.g. A priest is a servant of God), and "didactic" metaphor (e.g. 
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the Lord is our shepherd) and "metaphoric assumptions"(e.g. God is Love). 

The effect of each of these differs. 

The third part of this study presents examples of metaphor used in the 

Religious Education curriculum. In order to provide an overview, a description 

of the chosen strand is included and achievement aims are listed. Each of the 

three chosen examples includes a description of the material taught, an 

explanation of the teaching sequence, and a discussion of the metaphors used. 

The thesis then uses the framework of analysis developed in the earlier 

chapters to examine the effects of using certain types of metaphors and how 

they may permit a free faith response. It argues that fresh metaphor is the most 

indicative of an environment that would permit a free faith response. Analysis 

of the examples shows the curriculum primarily uses comparative and didactic 

metaphors. Comparative metaphors are used to provide an explanation, while 

didactic metaphors are used to persuade and assist in adopting a particular 

model. The role of fresh metaphor and education is discussed, and also 

difficulties relating to presenting fresh metaphors in a Religious Education 

curriculum. It is concluded that teachers of Religious Education should strive 

to incorporate 'fresher' metaphors into their teaching. 
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Introduction 

This thesis aims to examine Free Faith Response and the role of metaphor in the 

recently developed Religious Education Programme for Catholic Primary Schools in New 

zealand. The Curriculum Statement (1996, p.l2) that accompanies the programme, states 

that its "ultimate aim is to assist children to develop a relationship with God... . .. always 

recognising that this depends on each child's free faith response". An explanation of Free 

Faith Response is provided in the Curriculum Statement (1996, p.37). This explanation 

originates from the Catechism of the Catholic Church (1994, n.l54, n.l60). The Catechism 

references presents faith as a human act that incorporates a free and personal response to the 

initiatives of God, which is never to be coerced. The curriculum (1996, p.37) states "God 

invites and calls, but always leaves the person free to make their own response". This thesis 

examines how the metaphors used in the curriculum contribute to an environment where 

children are permitted to demonstrate a Free Faith Response. This thesis has developed from 

recognising that achieving this creative response may be difficult in a religious education 

curriculum. The "Vision Statement" (Curriculum Statement 1996, pJ) states that the 

programme provides "a systematic presentation of the Faith". I suggest a curriculum that on 

the one hand desires children to respond freely to the material presented, but on the other, 

wishes to maintain a systematic approach to teaching could be problematic. How can 

children demonstrate individual creativity in response to a curriculum that has a systematic 

approach to teaching? The 'creativity' aspect inherent in the description of a Free Faith 

Response is in direct contrast to the structural and predictable connotations that are inherent 

in a systematic presentation. This thesis examines these issues with respect to the role of 

language and metaphor used in the Curriculum. 

The first chapter considers several of the dominant accounts of metaphor. These 

theories of metaphor are reviewed to provide some insight into the role that metaphor has in 

language. The reviews are beneficial in that they illustrate the predominant approaches to 

metaphor. The discussion firstly examines substitutional theories, which describe metaphor 

as a decorative way of saying something. Incremental theories, alternatively, hold that 
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rnetaphor is a unique cognitive vehicle enabling one to say things that can be said in no other 

way. There are four criticisms characteristic of these semantic theories. Firstly, they all 

focus on trying to find the 'real' meaning of the metaphor, rather than assessing the effects. 

Secondly, they rely on the presumption that all metaphors have two or more subjects. 

Thirdly semantic theories assume that it is the relationship between the subjects of a 

metaphor that produces the 'metaphorical' meaning. Fourthly, that the examples the semantic 

theorists use are not examined in consideration of their original use in a particular context. 

The theories of metaphor presented provide useful descriptions of different types of 

metaphor. 

Davidson's ( 1977) pragmatic view of metaphor provides an alternative approach that 

focuses on the effects that metaphors may have. This relies on the pragmatic notion that 

metaphor rests in the realm of use, rather than meaning. Davidson explores the idea that 

metaphor means only what it literally means and nothing more. This view does suffer from 

an inability to explain and describe fully the special effects that a metaphor may have. This 

inability is more accurately described as a reluctance to further explain the process of 

metaphorical effects, other than saying that metaphors nudge us towards seeing things 

differently (1984, p.257). 

Searle's theory incorporates aspects of the semantic approaches, while maintaining a 

pragmatic perspective. A closer analysis of Searle's theory however illustrates that it suffers 

from problems similar to those of semantic theories. An appreciation of Searle's theory does 

however identify that metaphor can have differing degrees of effect within language. 

This thesis establishes a continuum at the end of chapter one, which represents the 

differing degrees of effect a metaphor can have. At one end lies highly metaphorical 

language. Typically these metaphors are highly creative, 'fresh', and ambiguous statements, 

that are novel and unpredictable in their effects. At the other end of the continuum is less 

metaphorical language. This language is held as being literal with little special effects. 

Metaphors at this end are usually described as 'dead' metaphors. Typically dead metaphors 

are seen as being synonymous with assumptions, facts and beliefs. They are statements that 

have no additional effect to them other than what their literal meaning provides. 
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The second chapter of this thesis aims to investigate the space between highly creative 

or 'fresh' metaphor and 'dead' metaphor. One writer of particular importance in this 

investigation is Richard Rorty. This thesis examines the idea that the space within the 

continuum is filled with differing types of metaphor. The position, or order, that these 

differing types of metaphor take relates directly to the kinds of effects that characterise them. 

Based on this a framework that considers the different effects of different types of metaphor 

is constructed. The framework is constructed of four types of metaphor: "fresh", 

"comparative" and "didactic" metaphor, and "metaphoric assumptions". The descriptions of 

these particular types of metaphor derive from the semantic theories reviewed. 

The third chapter examines three lesson examples from the Religious Education 

Curriculum for Catholic Primary Schools. A brief outline of the structure of the curriculum is 

provided. The aims for the chosen strand are listed, and a description of the main content 

material for each year is given. An analysis of each example in relation to its place within the 

framework is presented. Firstly, there is a description of the concept or belief that is the 

focus for each example. Secondly, the location of each example within the God Strand is 

provided. Thirdly, the lesson activities are described, accompanied by a summary of what 

might be considered the main metaphors used in the teaching of these lessons. Possible 

alternative metaphors that a teacher may use are discussed to illustrate more creative uses of 

metaphor for these examples. 

The concluding chapter further applies the framework to the examples from the 

Religious Education Curriculum. Following a discussion of the frameworks usefulness as a 

tool of analysis, the effect of the metaphors used in the lessons are considered with respect to 

their role in permitting a "free faith response" from children. The final part of this study 

discusses three practical implications of this research for Religious Education teachers in 

Catholic Primary Schools. 
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Chapter One: A Consideration of the Theories of Metaphor 

_substitutional Theories 

Aristotle has been credited with providing the definitional account of the substitution 

theory. In Poetics, Aristotle suggests 

Metaphor (meta-phora) consists in giving the thing a name that belongs to something 
else; the transference (epi-phora) being either from genus to species, or from species to 
genus, or on grounds of analogy (Poetics 1457). 

Aristotle's view is problematic for several reasons. Finally, metaphor is described as a 

decorative device used to make language more appealing, and secondly, a metaphor is simply 

a deviation on normal word usage. "Epi-phora" which translates as a "carrying over" is used 

to explain "meta-phora" which translates as a "carrying across" (Soskice 1985, p.6). 

Moreover, Aristotle does not provide an explanation of how the transfer happens, just that it 

takes place between two aspects of the metaphorical term. 

Johnson (1989) discussed how Aristotles' account positioned metaphor within the 

realm of rhetoric, where it remains to some extent today. The first criticism Johnson 

discusses is that "the metaphoric transference is located at the level of words, rather than 

sentences" (1989, p.5). Johnson argues, with the support of Ricoeur, that Aristotle set a 

precedent that has seen the movement in meaning in a metaphor fixed on a single word. This 

is a highly inaccurate definition for the metaphors discussed in this study. Not only is there 

no regard for the influence of the language community or context in the development of the 

metaphor, but there is no regard for the meaning of the sentence or text that the word, and 

metaphor, is located in. 

Aristotle's second misunderstanding is that metaphor is held as a deviance from the 

literal usage. This deviance, Johnson (1989) remarked, separated figurative language from 

literal language. Because of this, metaphor became a type of puzzle. A sentence containing a 

metaphor meant that to understand the metaphor you had to replace, or substitute the 

nonsense word with the proper literal word. This was not the only effect of associating 



5 

metaphor with deviant word usage. What could be considered metaphorical also became a 

matter of identifying deviance in word usage. 

The third criticism relates to a metaphor being based on similarities between two 

things (Johnson, 1989). This similarity, Aristotle suggested as involving a transfer from 

genus to species, species to genus, species to species, or by analogy. Johnson pointed out that 

Aristotle emphasised the ability of having intuitive perception to find the similarity in 

something dissimilar. Clearly there are examples of metaphor that do not fulfil this similarity 

taxonomy. 

Aristotle's account should be credited with some positive features. Certainly as an 

identifying circumscription his definition is successful, especially in tenns of encouraging the 

use of metaphor by orators and poets. Aristotle surely did not intend for his definition to 

become the landmark from which nearly all discussions on metaphor would start. Soskice 

(1985) suggests that Aristotle's theory has been interpreted in a wider scope than he intended. 

She further suggests we should unburden Aristotle from the responsibility to answering the 

questions which have arisen from the tradition of interpretation. Aristotle's definition also 

has merit because of its relative simpleness. Restated, Aristotle's theory could be; a metaphor 

involves the transferred use of one word for another. In comparison to other more elaborate 

theories of metaphor, for example, the theories advocated by Beardsley (1958) and Black 

(1962, 1977), Aristotle's account does illustrate some essential elements of metaphor that are 

complicated by these other fmmulaic theories. 

The substitution theory in Black's estimation is when a "metaphorical expression is 

used in place of some equivalent literal expression" (1962, p.31). Black uses "The chairman 

ploughed through the discussion" as an example of metaphor embraced by the substitution 

view. Under a substitution view, Black suggests that "an intelligent hearer can easily guess 

what the speaker had in mind" (ibid.). The 'chairman' "dealt summarily with objections, or 

ruthlessly suppressed irrelevance or something of the sort" (ibid.). Within this metaphor the 

"metaphorical expression" is a substitute for some other literal expression which would have 

expressed the same meaning if it had been used instead (Black, 1962, p.31 ). Kjargaard 

(1985, p.44) connnents; 
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The substitution theory postulates that a metaphor of the form "A is B", such as 'Man 
is a puppet', can be reduced to a literal expression of the form "A is C", such as 'Man is 
without free will'. 

The defining feature of the substitution theory is that the cognitive content within the 

metaphor can be explained through substituting the metaphorical term for the proper literal 

Kjargaard's illustrative account of the substitution theory suggests that Black's 

criticisms rest in part with the use of "perfect, imperfect or present metaphors" to illustrate his 

claims. Kjargaard (1985) suggests that Black's claim that the substitution theory is unable to 

cope with metaphors that have an irreducible interaction is wrong. Black claims that a 

substitution theory of metaphor is unable to account for all examples of metaphor, in that 

some examples lose cognitive content under the substitution theory. For example, Black 

agrees that metaphors such as "the chairman ploughed through the discussion" are 

substitutive metaphors. Meaning that an "intelligent hearer", in Black's tenninology, can 

sufficiently work out what the metaphor really means and substitute that real term for the 

nonsensical term. Kjargaard (1985, p65) argues that Black accepts that "'perfect" metaphors, 

such as the 'chainnan example' are substitutive, but he is wrong to suggest that all"'imperfect' 

metaphors such as 'Light is but the shadow of God"' are not substitutive. Kjargaard (1985, 

p.65) summarises; 

It must be pointed out that, although it is apparently true of perfect and perhaps also 
imperfect metaphors that, with reservations, they appear to be embraced by the 
substitution theory, it must not be overlooked that perfect and imperfect metaphors 
have in earlier times been present metaphors embraced neither wholly nor in part by 
the substitution theory. 

This statement suggests three important points. Firstly, that the substitution theory can 

sufficiently account for 'perfect' metaphors, as in the 'chairman' example. Secondly, there are 

three types of metaphors, these being 'perfect', 'imperfect' and 'present' metaphors. The third 

point is that Kjargaard is suggesting that there may exist some sort of development involved 

in metaphor. Kjargaard (ibid.) suggests that we should not overlook the idea that perfect and 

imperfect metaphors were "in earlier times" present metaphors. Present metaphors are 
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synonymous with the idea of 'fresh metaphors'. A fresh metaphor is simply a newly created 

metaphor. The idea of fresh metaphors will be explained later in more detail. The important 

point is that Kj argaard is suggesting that a present metaphor eventually becomes more 

substitutional. Hence what a metaphor might come to mean can be sufficiently explained by 

a substitution theory. The terms used certainly denote this development. "Present" is used to 

refer to new, fresh metaphors. "Imperfect" metaphors are not quite substitutional, in that they 

still hold some sort of ambiguity to them, while, "perfect" metaphors are embraced by the 

substitution theory. 

The comparison theory suggests that metaphor involves a comparison between two 

things, one that is designated by the utterance as being literal and the other as metaphorical. 

The comparison theory is a more sophisticated version of the substitution theory that assumes 

metaphor is primarily ornamental and decorative, but with a slightly wider focus in the 

metaphorical transition (Soskice, 1985). The comparison theory holds that a metaphor 

consists in the presentation of an underlying analogy or similarity (Black, 1962). The wider 

focus relates to the scope of possible meanings that this comparison allows. As Kjargaard 

(1985, pp.43-44) summarises, the two theories are arguments for metaphors' reducibility; the 

substitution theory assumes synonymity, the comparison theory an analogy. The important 

feature of the comparison view is that metaphor is seen as involving more ambiguity than 

suggested by the substitution theory. Under this view metaphors are seen as being an implicit 

simile. Black suggests that the comparison view does not go far enough to explain how 

someone 'gets' the metaphorical meaning. Black (1962, p.284) states; 

The main objection against a comparison view is that it suffers from a vagueness that 
borders upon vacuity. 

For Black this objection is fundamentally important in terms of the persuasiveness of his own 

theory. Black discusses this objection further. 

We are supposed to be puzzled as to how some expression (M), used metaphorically, 
can function in place of some literal expression (L) that is held to be an approximate 
synonym; and the answer offered is that what M stand for (in its literal use) is similar 
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to what L stands for. But how informative is this? There is some temptation to think 
of similarities as "objectively given"; so that a question of the form "Is A like B in 
respect to P?" has a definite and predetermined answer. If this were so, similes might 
be governed by rules as strict as those controlling the statements of physics (1962, 
p.284). 

Black continues, 

a truly "objective" question would need to take some such form as "Is A more like B 
than like C in respect ofP?" -or perhaps, "Is A closer to B than to Con such and such 
a scale of degrees ofP?" (1962, p.284). 

These problems, which Black somewhat cryptically suggests, do under a semantic structure, 

have merit. The comparison theory cannot account for what associations the metaphorical 

word suggests of the literal word. Black dismisses the theory, but it plays an essential role in 

the development of his own view. Black builds from the 'ruins' of the comparison theory an 

aspect of his own theory that could be considered its greatest strength, that of "associated 

commonplaces". Within his criticism of the comparison theory, Black is highlights the need 

to differentiate between the suggested comparisons alluded to by the metaphorical word. 

Black (ibid.) says; 

A metaphorical statement is not a substitute for a formal comparison or any other kind 
of literal statement, but (it) has its own distinctive capacities and achievements. 

From this Black suggests that a metaphor offers a series of ideas as a result of the interaction 

of the two subjects of the metaphor. These ideas Black lists for formulaic illustration 

purposes as "Ll, L2, L3 ... " (ibid). This means when M is connected to L, through M, a series 

of literal meanings is suggested by the interaction of the two subjects. The concept of a 

created series of meanings became more fully developed by Black and was referred to in his 

theory as "associated commonplaces". 

Substitutional theories of metaphor are largely considered by contemporary theorists 

as being too simplistic to account for how a metaphor does what it does. While this is true, it 

would be wrong to dismiss the substitutional theories altogether. For there are many 

metaphors that fit either the substitution or comparison theory of metaphor. Black's 

criticisms suggest that the more straight forward a metaphor is, the better it fulfils the 
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requirements of these two theories. In this sense substitutional metaphors are not creative. 

They do not have a high degree of ambiguity. Many metaphorical statements, for example 

'He's a snake' or 'She's a pussycat' have direct substitutional or comparative qualities. 

Included in this type are also metaphors such as 'the pot's boiling' or 'the weather's nasty'. 

These two examples highlight that substitutional metaphors are common occurrences in 

everyday discourse. They are used with a high level of agreement. By this it is meant that 

people are generally committed to what is really being said. Typically, they are not even 

noticed as being metaphors and are better described as metaphoric assumptions. The 

commitment aspect of substitutional and comparative metaphors is an important variable in 

the examples from the religious education curriculum used in the present study. 

Incremental theories 

Substitution theories hold that the content or meaning of metaphor can be equally well 

expressed in non-metaphorical terms. In contrast incremental theories propose that 

metaphors have an additional meaning that is literally irreducible. As Soskice (1985, p.31) 

suggests; 

Basic to (incremental theorists) position is the view that what is said by the metaphor 
can be expressed adequately in no other way, that the combination of parts in a 
metaphor can produce new and unique agents of meaning. 

This section will review and critique several incremental theories. This review is in no way 

exhaustive but instead aims to provide coverage to the dominant theories proposed by some 

of the more influential theorists of metaphor. 

Monroe Beardsley puts forward his 'Controversion theory' of metaphor in Aesthetics 

(1958). Beardsley's theory, which developed into the 'Verbal Opposition theory', suggests 

that there is in metaphor a case of similarity that becomes apparent because of "a self

contradictory attribution" (Soskice 1985, p.32). In general terms Beardsley (1958, p.141) 

states; 

a metaphor is a significant attribution that is either indirectly self-contradictory or 
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obviously false in its context, and in which the modifier connotes characteristics that 
can be attributed, truly or falsely, to the subject. 

The interplay within a metaphor, Beardsley suggests, is between what is designated by the 

subject of the metaphor and what is connoted by it. An instance of this interplay is 

highlighted by either an "indirectly self-contradictory or obviously false in its context" 

statement. Beardsley's theory rests, as do most incremental theories, on the presumption that 

a metaphor has at least two subjects. The "modifier" is commonly referred to as the 

secondary subject. This modifier "connotes characteristics" that can be attributed to the 

primary subject. Therefore in the metaphor 'Man is a Wolf, wolf, the secondary subject, 

provides the subject of connotations that can then be attributed to the primary subject, man. 

Beardsley believes that the meaning of a metaphor can be created from the metaphorical 

terms and is thus largely independent of the interpreter. The reader, however, may struggle to 

make the connotations 'fit' the metaphor. Beardsley argues 

the more difficult it is to work out connotations of the modifier that can be attributed 
to the subject, the more obscure is the metaphor- but this obviously depends upon the 
powers of the reader. As long as there are such connotations, it is still a metaphor, 
however obscure. But if there are no such connotations, we have not a metaphor, but 
nonsense of a particular kind. 

At this stage it could be suggested that Beardsley is guilty of locating metaphor as a 

decorative device. His theory certainly suggests that unless there is a clear semantic tension, . 

or "metaphorical twist" (Beardsley, 1962), then metaphor does not exist. One criticism of 

Beardsley's theory is that it fails to account for metaphors where no self-contradictory 

statements exist (Black, 1993). "Man is not a wolf' is as metaphorical as "Man is a wolf'. A 

theory that rests on the presumption of semantic tension denies that metaphors can hold ironic 

implications for different readers. This criticism is associated with the inability of the 

Controversion or Verbal Opposition theory to adequately account for how metaphorical 

construal operates. Beardsley does not fully explain how a person knows what connotations 

the metaphor's secondary subject designates. He claims instead that all connotations are to be 

included within the understanding of the metaphor, provided that "consistency is not 

impaired" (Beardsley, 1958, p.144). Beardsley explains that the process of deciding what 
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connotations "fit the subject" involves two principles, namely the "principle of congruence" 

and the "principle of plenitude" (ibid.). The principle of congruence holds that when 

something is deemed to be metaphorical1 we apply suitable meanings as suggested by the 

modifier. The principle of plenitude suggests that all fitting connotations should be attributed 

to the metaphor, provided that the consistency of the context is preserved. Beardsley (ibid.) 

reiterates this second principle with respect to poetic metaphor, stating 

all the connotations that can be found to fit are to be attributed to the poem; it means 
all it can mean, so to speak. 

These two principles establish a hierarchy of readings of the metaphor (Soskice, 1985). Both 

principles are very similar to the earlier described theories of the substitution and comparison 

theories. Firstly, the principle of congruence suggests that the meaning of a metaphor is 

arrived at through a replacement. This indeed could be seen as 'substituting' one tenn for 

another. As suggested earlier, the comparison theory sees metaphor involving the 

establishment of a series or hierarchy of meanings (L 1, L2, L3 ... ), also referred to as ellipsis. 

In this sense what a metaphor means includes all fitting connotations of the modifier with the 
Q 

subject of the metaphor, similar to the principle of plenitude. 

Beardsley, however, did not see these two principles as acting separately, instead he 

suggesed that they comprise a "logic of explication". Beardsley believed that while it may 

seem strange to apply the "machinery of formal logic" (1958, p. 140) to poetic statements, 

these same statements do indeed have a logical form. Beardsley's theory of metaphor 

depends on this ability to solve or explicate the metaphor. The obvious difficulty with this 

explanation is that it maintains that metaphor must involve a deviant use of language that is to 

be solved to understand the real meaning. Again this sounds very similar to the substitutional 

theories. The hierarchy of meanings that the modifier suggests is also very similar to the 

comparison theory. 

Whereas Beardsley's theory rests in part on a tension existing between the subjects of a 

metaphor, the interaction theory of metaphor views this tension as a complimentary and 

creative element in metaphor. Although the functional structure was originally outlined by 

1
Beardsley suggests that this is recognised when "normal interpretation is blocked". 
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Richards (1936), it is Max Black (1962) who is commonly credited with devising the 

interaction theory of metaphor. Black wrote two instrumental articles in which he discussed 

his view of metaphor. In "Metaphor" ( 1962), Black posed a series of questions that relate to 

three main areas of metaphor. Firstly, how to identify a metaphor, secondly, what metaphors 

mean, and thirdly why use metaphor. Black's original theory (1962) held metaphor as having 

two distinct subjects, "a principal", and "a subsidiary" whose interaction results in the 

metaphorical meaning. While Black later revised his theory, this description essentially 

stayed the same. Some clear contradictions are inherent in Black's view of metaphor. These 

will be discussed with relation to the two separate articles because the improvements that 

were suggested in Black's later article (1977) contradict some of his earlier (1962) ideas 

about metaphor. 

The substitution theory, Black (1962) suggests, holds metaphor as having two 

purposes. Firstly, for stylistic or decorative appeal, and secondly, to fill a lexical gap in 

language through "catachresis" (1962, p.280). Catachresis, Black suggests, is "the putting of 

new senses into old words", and was to feature in Black's own theory. Yob points out that 

this assumes that the new realm submits to the organisation of the old realm, which does not 

always happen in language (Yob 1992, p.477). The suggestion isthat rather than "filling" 

being the correct adjective 'changing', or maybe 'evolving' is more appropriate. Black's main 

criticism of the substitution view is that it cannot adequately account for creative metaphors. 

He suggests that if a metaphor does not involve catachresis, then its use is considered merely 

ornamental. In Black's estimation the substitution view is not a sufficient account of 

metaphor. 

Black (1962) levels the same criticisms at the comparison theory, considering it as 

simply a special case of the substitution view. The comparison view of metaphor holds that 

what the metaphor means is implied by the subjects of the metaphor. Metaphor is seen as a 

condensed simile or comparison. Black's interaction theory retains the central tenet of both 

the substitution and comparison theories, that is, that a metaphor has two subjects. In so 

doing, his attempt to produce a theory that accounted for creative metaphors was destined to 
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fail. If it is said that something happens because of the relationship between two things, then 

any description of that relationship is limited to terms suggesting something between two 

things. This criticism more obvious when possible descriptions are consider; interplay, 

interaction, transition, marriage, intercourse, friction, argument, tension, discussion, 

companng. Black limits the explanatory force of his themy by assuming that a metaphor has 

two distinct subjects. Moreover, because he makes this assumption his theory differs from 

other incremental theories only in the use of descriptive terms. 

Black's original aim was produce a theory that could account for more creative 

metaphors than could be explained by the traditional theories, however none of the examples 

he lists could be referred to as creative metaphors. Black (1962, p.274) employs a set of 

examples that he lists as "unmistakable instances of metaphor" to assist the explanation of his 

theory. These examples are unmistakable instances, but they are also unremarkable. The 

examples are used to develop his theory, and Black adequately explains the different 

demonstrational aspects of each. But these examples are not especially creative. Although 

"the poor are the Negroes of Europe" and "Light is but the shadow of God" (Black 1962, 

p.274) are more creative than the earlier 'chairman' example, their potential meaning does not 

produce a new way of looking at the poor, Negroes, light or God. It might be argued that 

there are better examples that Black could have used, but essentially Black should have used 

examples of metaphor in language. This is to say Black has extracted metaphors from their 

original context, assuming that they would retain their inherent metaphoric nature. This I 

suggest is plainly wrong. To take a metaphor out of its original context is like trying to 

examine the relative relationship between a fish and its habitat, by dissecting the fish. Black 

provides a way of 'cutting up' a metaphor, but this does not illustrate what that metaphor does 

in its own habitat. Habitats of metaphors, as with fish, differ greatly. The context that a 

metaphor is used in plays a significant role in the effect that language has on the members of 

that context. Black does not fully consider the role of the language context. This is because 

the examples Black uses are not dependent of their original language context. 

But what is the role of the language context in metaphor? This question can be best 

answered through an analogy. When a parent teaches their child how to do up their 
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shoelaces, complications can occur. Parents typically move to fast through their 

demonstration and the shoelace is quickly tied. The child watches carefully but because their 

parent is performing the act of shoe tying, the child has no real need to learn. If on the other 

hand the child recognises the need to learn how to tie shoelaces, then typically the skill is 

quickly acquired. The child in question needs a desire to learn the new skill. If the child trips 

and bruises their knee, then they might decide that shoe tying is an important skill. The point 

is they have a sort of 'vested interest'. The skill suddenly means something more important, 

than before. This is exactly the same with metaphor. In a suitable language context there is a 

vested interest in the outcomes of the metaphor. Hence when discussing perspectives of 

metaphor, theorists should dismiss the literary examples, and examine metaphor in actual 

language contexts where people demonstrate an interest. 

Black can also be criticised for his use of metaphors to explain the interaction process. 

Black refers to metaphors as working like a "filter" or a "lens"(1962, pp.286-9). While Black 

provides an interaction theory in more accessible language than Richards did, it is indeed the 

terminology that he uses that has produced the most criticism about his view of metaphor. 

The notion of filtering, particularly, has been criticised. Firstly, it is inconsistent with Black's 

idea that metaphor creates similarities between the two subjects of the metaphor, rather than 

just pointing them out. Secondly, as Soskice (1985, p. 42) states; 

the explanatory notion of 'filtering' is in conflict with the explanatory notion of 
'interaction', and particularly with Black's contention that both subjects of the 
metaphor are illumined by their interaction, for this double effect is difficult to 
reconcile with the one-directional connotations of 'filtering'. 

The same criticism can be leveled at Black's 'lens' metaphor. Certainly, the concept of 

metaphor as acting like a lens that draws out the metaphorical meaning does not explain any 

possible interaction between the subjects of the metaphor. Illustrated with Blacks "Man is a 

wolf' example, wolf acts as a lens or filter, through which we come to understand man in the 

way the author of the metaphor intended. Y ob (1992, p.4 77) comments that; 

Black does not explain how a metaphor 'filters' out the irrelevant assertions such as 
wolves having four legs, or fearing fire, being able to run fast, and not be able to speak 
French. 
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y ob suggests that 

context must be considered to determine the predicates to be transferred, to avoid a 
selection that is either too narrow or too broad (ibid). 

Black's theory would be more convincing if he accounted for the role of the context that the 

metaphor is presented in. These criticisms of Black's earlier views towards metaphor 

certainly illustrate doubt in the ability of his theory to sufficiently answer the questions that 

he originally poses in his introduction. Essentially Black's fundamental mistake was to retain 

the structure used by the substitution and comparison theorists that assumes a metaphor has 

two distinct subjects. Black's revised theory (1977) was to attempt to resolve these earlier 

inadequacies. 

"More about Metaphor" (Black 1977119932
) refers to two types of writers on 

metaphor, the depreciators, and the appreciators. The depreciators of metaphor, Black 

suggests, subscribe to a traditional view of metaphor, such as the substitution or comparison 

views, and illustrate their claims about the role of metaphor with mundane metaphors, like 

"Man is a Wolf' (1993, p. 20). The appreciators of metaphor Black suggest have a tendency 

to see metaphors in everything. Black quotes from Brown (1927, p.41); 

Examine language; what, if you except some primitive elements of natural sound, 
what is it but metaphors, recognised as such or no longer recognised; still fluid and 
florid or now solid-grown and colourless? If these same primitive garments are the 
osseous fixtures in the Flesh-Garment Language then are metaphors its muscle and 
living integuments. 

These comments suggest that essentially all language is metaphorical. While some language 

is less ambiguous, or literal, Brown proposes that it is all a matter ofdegree. This appreciator 

statement of metaphor was not new, even in 1927. Soskice refers to the debate between 

nature and convention as being a principal topic among the Presocratic philosophers (Soskice 

1985, p.l). Brown's position, however would be assumed to fall on the extreme end of the 

appreciators position. 

Black includes this quote for two other reasons. Firstly, it illustrates the tendency for 

2 
This chapter is reprinted in Ortony (1993). 
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writers to use metaphors to discuss their theories (eg primitive garments). Black's earlier 

interaction theory was certainly guilty of this tendency. Not only was the interaction process 

described with metaphors, the term 'interaction' is indeed a metaphor itself. Secondly, Black 

relates the quote to the desire to; 

regard all figurative uses of language as metaphorical, and in this way to ignore the 
distinctions between metaphor and other such figures of speech (1993, p.20). 

In this sense Black believes the interaction theory is not limited in application to only 

metaphor, but that the process he attempts to describe can relate to figurative language in 

general. 

With reference to the depreciators and appreciators, Black (1993, p.20) suggests that 

the depreciators use "relatively trivial examples that conform to the traditional substitution 

view". The appreciators, on the other hand, "tend to dwell upon excitingly suggestive but 

obscure examples" (ibid.). While some appreciators, such as Ricoeur and Empson, examine 

their theories in relation to "vital" metaphors, Black (ibid) suggests that less "vital" or less 

"creative" metaphors should be considered also. Black (1993, p.21) assumes the middle 

ground "taking as points of departure, metaphors complex enough to invite analysis, yet 

sufficiently transparent for such analysis to be reasonably uncontroversial. Black's (1993, 

p.21) interest in this article is "the 'cognitive aspects' of certain metaphors, and their power to 

present in a distinctive and irreplaceable way, insight into 'how things are' ". This interest 

certainly suggests that Black's theory would be helpful in examining the role metaphors for 

God play with respect to a faith response from children, but Black's later version does not 

fulfil this objective. 

In "More about Metaphor" (1993,pp.27-8) Black suggests five major claims which are 

based on his original theory. The differences between Black's two versions are mostly 

terrninology changes. For example, the "principal subject" and the "subsidiary subject", are 

now referred to as the "primary" and the "secondary". This new language is more 

comprehendible tenns than Black's early version, but there are no significant changes to the 

overall structure. The only major difference between the two views put forth by Black 

concerns the incorporation into his theory of models. Black suggests that "every metaphor is 
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the tip of a submerged model" (1993, pJO). That is to say each metaphor mediates an 

analogy or structural correspondence. Black uses "implicative-complex" to replace the 

"system of associated commonplaces", and this is seen more as a model of inscriptions, rather 

than a hierarchal list of meanings. While maintaining the structure of the interaction theory, 

Black has developed his view to explain how metaphors of the type "Poverty is a crime" 

work. This explanation is no more successful at describing the metaphoric process, than the 

original theory was. Although Black's revisited theory does provide a possible description of 

what maybe involved in didactic and instructional metaphors. 'Poverty is a crime' could not 

be described as being creative. The system of ideas, or model that is created by viewing 

ideas about poverty, in respect of ideas about crime, would not provide many novel 

interpretations, just a list of comparisons. Black acknowledges the similarity of this re

developed theory to the comparison theory, but this acknowledgment does not illustrate fully 

the inconsistencies these additional claims make in his theory (1993, p.30). In his earlier 

article, Black rejects the comparison view of metaphor, saying; 

If a writer holds that a metaphor consists in the presentation of the underlying analogy 
or similarity, he will be taking what I shall call a comparison view of metaphor (1962, 
p. 283). 

While Black claims that his theory does not subscribe to a comparison view, his new 

contentions make it seem so. To be fair, Black does provide more than a comparison view. 

Kjargaard (1985, p.45) summarises Black's interaction theory; 

The interaction theory postulates that a metaphor of the form 'A is B', such as; 'Man is 
a puppet' is a construction containing a primary subject; 'man' -and a secondary 
subject; 'puppet'. 

This theory Kj argaard (ibid.) suggests is based on a polarity hypothesis, "according to which 

there exists a logical-semantic tension between the primary subject and the secondary 

subject". It is this logical-semantic tension which Black essentially sees as involving the 

interaction process. Although, this term certainly suggests an underlying analogy or 

comparison. Black's revised theory adds another weakness to his view. In "More about 

Metaphor", Black regards only the secondary subject as having a system of associated 
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commonplaces, and not both subjects. As Soskice (1985, p.43) suggests "interaction" seems 

a much less appropriate term to describe what is going on in metaphor. 

The influence of Black's interaction theory can be seen in the subsequent theories 

developed by writers such as Soskice. Soskice suggests as a working definition "that 

metaphor is that figure of speech whereby we speak about one thing in terms which are seen 

to be suggestive of another" (1985, p.15). Soskice's decision to view metaphor as a "figure of 

speech" derives from a belief that metaphor is an item of language, and are not mental events 

or physical objects. That there are two terms that are seen as one illustrates the definition's 

similarity to Black's. While it states that one item is seen in terms that are suggestive of 

another, it still maintains a semantic structure. 

The interaction theory of metaphor arose out of a realisation that the substitution view, 

incorporating the comparison view, did not sufficiently explain the metaphorical process. 

Black saw that there was more involved within the metaphor than just the replacement of 

single words or phrases. Black's understanding of Aristotle's definition supported his belief 

that there is an interaction between the two subjects of a metaphor. Maybe Black did realise 

that there was more to metaphor than substitution. The substitution theory located the 

transference at the level of words. The comparison theory, sometimes referred to as a special 

case of the substitution, introduced the realisation that the word was located within a sentence 

and that the meaning of that sentence effected the resulting meaning of the metaphor. Black 

views the transference at a boarder level than that of the substitution or comparison view. 

The transference is in Black's estimation at a level of associated commonplaces, or in his later 

terminology, the implication-complex. The word is located within a language context that 

has several meaning attached to it. The useful meanings become apparent in light of the 

secondary subject of the metaphor. Black assumes that an individual word has many 

meanings or associated connotations. The secondary subject indicates to the hearer what 

meaning should be associated to the primary subject. Thus, the transference is boarder than 

the level of the individual word, but is considered to derive from the interplay between the 

two words. 

Black's theory can be described as a development of a semantic v1ew towards 
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metaphor. Essentially metaphor is a semantic innovation that creates new meanings through 

the interaction between the subjects of the metaphor. Soskice (1985, p.38) suggests that 

Blacks theory is the "most satisfactory contemporary philosophical account of metaphor, and 

certainly the most often cited". Black (1962, p.27) assumes that a metaphor is an "expression 

in which some words are used metaphorically while the remainder are used non

metaphorically". Black further suggests that the metaphorical word or phrase provide the 

focus of the sentence, while the non-metaphorical words form the frame. His interaction 

theory is based on the idea that these two subjects interact in the creation of a new meaning 

that is the product of this interaction. Black's theory therefore seeks to explain this extension 

or creation of the new meaning. Black provides an adequate account of his theories concepts 

but he does not actually provide an explanation of the process. While he utilises metaphors 

to assist the discussion they do not provide further clarification, rather just an alternative way 

of looking at the same theory. The interaction theory is flawed by the use of its own 

language. Is Black's "interaction" essentially any different from Richards "intercourse, or 

interanimation" or Aristotles "transference"? There are many different semantic theories of 

metaphor. I suggest that while they all collectively contribute to an understanding of 

metaphor, they also illustrate that no one semantic theory adequately describes and explains 

what a metaphor is, and what it is responsible for? 

What is especially surprising about Black's theory, and the legacy it leaves, as it was 

developed almost entirely on the structure that Richards provided. What is more surprising is 

that Richards' theory offers more insight into the workings of a metaphor than Blacks. Black 

has misinterpreted Richards' theory. While at the same time Black has over shadowed this 

earlier theory by producing a theory in more accessible language. Ortony (1993, p.3) credits 

Richards as having a contemporary influence on the theoretical study of metaphor. 

Richards chapters on metaphor acknowledge the role that metaphor has in discourse in 

all areas (Richards 1936, p.92). Richards suggests that tllis is also the case with philosophy 

and that the more abstract the philosophy is the more metaphor is relied upon, though tllis 

reliance is denied. Richards (ibid) acknowledges "the metaphors we are avoiding steer our 

thought as much as those we accept". This statement relates to 'dead', or more accurately 
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'dying' metaphors. The identification of this effect signifies a wider appreciation of the role 

of metaphor in language. This role locates metaphor in language. This appreciation is 

popular among contemporary philosophers and especially sociolinguists. 

Sosk:ice (1985, p.44) suggests that Richards provides the most satisfactory account of 

metaphor even though it suffers what Soskice calls "obvious inconsistencies" and lacks the 

"refinements of later debates". Richards' "interanimative" theory of metaphor holds that 

meanings "are resultants which we atTive at only through the interplay of the interpretive 

possibilities of the whole utterance" (cited Soskice 1985, p.45). The important term is not 

"interplay", as might be a typical conclusion from this description of Richards' theory, but 

instead the term "whole utterance". Richards is suggesting that the context that the metaphor 

'resides' in has to be considered. 

Much of Richards' emphasis lies with what the metaphor does, rather than what 

a metaphor means. While this seems pragmatic, rather than semantic in terms of an approach 

to metaphor, this does not seem to be reflected in his theory, or at least in the interpretation of 

his theory by others, namely Black (1962). Richards (1936) desires a renaissance of sorts 

back to a time when metaphor use was more widely encouraged. 

Thought is metaphoric, and proceeds by comparison, and the metaphors of language 
derive therefrom. To improve the theory of metaphor we must remember this 
(Richards 1936, p.94. 

The traditional theory made; 
metaphors seem to be a verbal matter, a shifting and displacement of words, whereas 
fundamentally it is a borrowing between and intercourse of thoughts, a transaction 
between contexts(ibid.). 

Richards' statement is semantic in that he explains metaphor as a "shifting and displacement 

of words" and refers to the metaphoric process as being an "intercourse of thoughts". 

Richards considers metaphor as a "transaction", but not at the level of the individual words or 

associated phrases, but between "contexts". This is a wider appreciation of the metaphorical 

process. It could be suggested that Richards is hinting that there is something that happens as 

a result of a metaphor. Richards says the two ideas that metaphor gives us are the "vehicle" 

and the "tenor" (1936, p.96). Through these tenns Richards gives a degree of uniformity to 
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the concepts involved in metaphor. Maybe the reason he uses these terms is to assist a 

discussion about metaphor, rather than be seen as the product of the discussion. 

On examination Richards provides a great deal of thought-provoking material. It can 

be suggested that Black has under-stated the importance of Richards' thoughts about 

metaphor. Certainly there exists a difference between the descriptions of the metaphorical 

process. Richards with 'intercourse between contexts', and Black with 'interaction between 

word subjects'. Indeed, after consideration Black was to revise his theory of metaphor. 

These revisions reformed his theory to consider the context as featuring in the interaction 

within the metaphor. 

Pragmatic Approaches 

Donald Davidson's (1984, p.245) states "metaphors mean what the words, in their 

most literal interpretation, mean, and nothing more". This statement has confused several 

students of metaphor, especially when the student has become accustomed to semantic 

theories. Davidson suggests that when we are confronted by a metaphor a person will 

interpret it like any other sentence. That is to say that the person takes the words as being 

literal. Davidson's position comes from seeing metaphor as being located in language use. 

Metaphor is a tool that is used to communicate. 

Davidson's view suggests that the words do not contain a 'special' meaning. The 

words might nudge us into conceiving a different meaning, from the literal meaning, but the 

words themselves do not contain that meaning. In this sense, Davidson argues that metaphors 

have special effects, rather than special meanings. This perspective might at first sound so 

plainly simple in practice, that initially it seems to have little explanatory force. Davidson's 

perspective however rests on the collapse of the semantic presumption. If the reader can 

understand that a metaphor is not a living, active agent, but instead a tool for activity, then 

they have crossed that bridge to understanding the usage and effects of language. 

Davidson emphasises the fact that language is a tool. People use language to 

communicate. Communication has two parties involved, the speaker, or writer and the 

listener or reader. When a person says something it becomes to some extent (for the purposes 
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of this demonstration) extinct from that individual. By this it is meant that the words carry no 

bidden message or meaning, only what they literally say. The hearer of this language 

processes the literal meaning and this produces a response. In this sense hidden or special 

meanings are only obvious to those fortunate enough to have telepathy in the repertoire of 

cognitive skills. 

Davidson (1984, p.247) does not disagree with Black, Goodman and Beardsley in 

what their accounts suggest metaphor accomplishes, only that Davidson thinks metaphor 

accomplishes more. This additional element that metaphor accomplishes, Davidson says, is a 

different kind of accomplishment. What Davidson is referring to is the effect that a metaphor 

can have on a language community or individual. Davidson (1984, p.247) concludes; 

It is something brought off by the imaginative employment of words and sentences 
and depends entirely on the ordinary meanings of those words and hence on the 
ordinary meanings of the sentences they comprise. 

Davidson (1984, p.248) claims that "metaphors are nothing more than surprising statements" 

that interest us in a way that we come to see things differently. They are like unfamiliar 

noises that spark an inquisitive person to rethink something. In this sense metaphors are not 

have additional cognitive content, but they are responsible for additional cognition. 

Davidson's view of metaphor has been mistakenly referred to as an emotive theory of 

metaphor (Soskice 1985, p.29). Soskice criticises Davidson suggesting that he holds that 

metaphor is a consequence of a failure of literal reading. Soskice believes Davidson is guilty 

of the similar misgiving of other theorists, who maintain that a semantic tension needs to 

exist between the subjects of the metaphor. Soskice (1985, p.30) provides a demonstration 

that illustrates her understanding of Davidson's view; 

We could imagine the following conversation: 
Davidson: He is a jackal. 
Interlocutor: You mean that he is a coward and a scrounger? 
Davidson: No, although I am committed to regarding him as a 

coward and a scrounger and although I intended by my utterance to.make you see him 
thus, I only said and I only meant 'he is a jackal'. 
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This is not reflective of Davidson's entire view of metaphor, although Soskice (1985, p.30) 

does identify his theory "lacks explanatory force". In what way, Soskice asks, does the literal 

meaning of the words 'nudge' us towards noting similarities (ibid.). What Soskice has 

mistakenly done is to compare Davidson's view along side Incremental theories, such as 

Black and Beardsley. When one refers to the perspective on metaphor that Davidson has, it is 

to say more than just Davidson's theory of metaphor. Indeed Davidson's view or perspective 

comes from a very different starting point, than semantic theorists. 

Davidson has concentrated on the effects of metaphor, rather than a semantic outcome. 

Hence, Davidson denies any additional or created meaning being inherent in a metaphor's 

subjects. Which indeed, Davidson suggests has been explained by Black, Beardsley and 

other semantic theorists. Davidson's view towards metaphor reflects his desire for a 

consideration of the effects of a metaphor, over and above, any metaphorical meaning. As 

Davidson (1984, p.247) clearly states; 

It is no help in explaining how words work in metaphor to posit metaphorical or 
figurative meanings, or special kinds of poetic or metaphorical truth. These ideas 
don't explain metaphor, metaphor explains them. 

This last sentence is a clear reference to the use by Black and other to try to explain metaphor 

by using metaphor. As has already been discussed, these metaphors of metaphor, for 

example interaction, do not explain how a metaphor works. Arguably, one of the most 

favourable parts of Davidson's view is that it does not rely on a metaphor having two 

subjects. If indeed it did it would soon collapse into a 'tension- type' theory. Where any 

result of the metaphor, relies entirely on the collapse of the literal meaning. It could be 

suggested that it might have been for this reason that Davidson does not further investigate 

how a metaphor might effect us. Certainly the 'nudging notion' is not fully explained. One 

reason for this could be that semantic terms and concepts defme metaphor theory. Arguably, 

what Black is discussing in his articles is quite different from what Davidson is proposing. 

There is an important difference between the questions "What do metaphors mean" and 

"What effects do metaphors have". Ironically, it is the former question that's serves as a title 

for Davidson's article, but arguably his thoughts are more suited to the latter question. 
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Davidson provides a new, fresh way of thinking about metaphor. As a conclusion 

Davidson highlights that language is a tool used for communicating. Literal language for 

Davidson is not seen as something that could be separate from metaphorical language. There 

is, for Davidson, just literal language. The effect that language can have on people highlights 

the differences in thinking about literal terms. This is where, Davidson suggests, metaphor 

theories enter the discussion. Firstly, Davidson would maintain that metaphors, as items of 

natural language, exist within a context. This language context or community has a particular 

discourse that can alter the meanings of standard literal terms or words. For example, the 

word 'desktop' means something different with reference to someone writing at a computer, 

than what it might mean to a furniture salesperson. Furthennore, like literal language each 

word fits within a wider frame of reference of words. For example the phrase 'dug out' has 

with it an additional set of words that have been created to form a language context for the 

game of baseball. It could be argued that Davidson's perspective allows for the specialised 

meanings to exist in a mutual relationship with strict literal meanings. 

Davidson discusses this notion with reference to 'livingi and 'dead' metaphors. 

Davidson comments how a one time rivers and bottles did not, as they do now, have mouths 

(1984, p.252). The point made is that literal definitions are not fixed meanings that are at a 

point unanimously decided, instead they evolve over time. This would seem logical to many 

in the field of education. The word 'education' itself has transformed, and continues to 

transform and evolve. The concept that language evolves will be discussed more with 

reference to the work of Richard Rorty. 

With respect to metaphor Davidson's perspective fits admirably with Rorty's ideas 

about language development. The important point is that Davidson highlights that changes in 

literal language can and do happen. At this stage there is a danger that a metaphor may be 

seen as a model. Black suggests every metaphor is the tip of a submerged model (Black 

1993, pJO). Highlighting the intrinsic relationship between metaphor and model is 

important. It could be suggested that Black's iceberg analogy is closely linked to Rorty's 

coral reef rmage of language evolution. Although, while Black's revisited theory 

concentrates more on models, Rorty maintains that language develops on the calcified 
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structures of dead or dying metaphors. It should be remembered that Black's latter thinking 

towards metaphor highlights the "tight connections between the notions of models and 

metaphors" (199 3, p .3 0). Black (ibid.) states; 

Every implication-complex supported by a metaphor's secondary subject is a model of 

the ascription imputed to the primary subject. 

The link between metaphor and model is important. The framework of metaphor that is used 

later to help illustrate the effect of metaphors in the Religious Education cuniculum holds 

metaphor and model as being different phases in metaphor. 

Davidson's position of metaphor provides some provocative thinking with respect to 

the incremental theories reviewed. While there exists in Davidson's work a simplicity 

towards the nature of metaphor in language, his viewpoint does not provide a full 

explanation. What seems to be needed is a theory of metaphor that encompasses the 

illustrative and explanatory virtues of the incremental theories, while at the same time coming 

from a pragmatic approach to language by focusing on effect of language, rather than 

meaning. Initially, John Searle's theory of metaphor seems promising. 

Searle (1993i proposes a theory of metaphor that can be considered pragmatic due 

largely to its reliance on the language context the metaphor statement is presented in. Searle 

(1993, p.9) suggests the fundamentally important question concerning metaphor as being 

"What are the mechanisms whereby a sentence meaning can be related to the speaker's 

meanings?". Searle suggests the link between the two could be achieved by the hearer 

"calling to mind" appropriate related elements. This idea of "calling to mind" related 

elements is on the 'border- line' between semantics and pragmatic approaches. Semantic, in 

that, it seems like the utterance is compelling the hearer to conjure up the related elements. 

Pragmatic, in that, it seems that the hearer having heard the sentence moves to make sense of 

it by relating elements associated with the literal meaning of the sentence. The 'distinction', if 

indeed it could be called that, is slight. The distinction does however identify very different 

approaches to meaning. Essentially, I hold semantic approaches as holding metaphors as 

3 Andrew Ortony (1993, p.8) suggests this description of Searle's theory of metaphor in his introductory chapter in 

Metaphor and Thought. 
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having special meamngs that through an interaction (or comparison), the hearer of the 

metaphor can arrive at what the speaker actually meant. Davidson's pragmatic approach, 

rests in part on Searle fine distinction. Davidson's approach views metaphors as having 

special effects, not special meaning. The metaphorical process, if this term could be applied 

to Davidson's theory, sees a hearer moving towards another, different meaning, additional to 

the metaphors most literal, because the utterances place in the language context hints at more 

than the literal meaning. Davidson would disagree somewhat with my terminology, but 

unfortunately, the language used in discourse about metaphor is defmed by the semantic 

theories. It is useful however to use these terms anyway, for if one were entirely true too a 

Davidsonian approach, an explanation of the pragmatic viewpoint, in relation to a semantic 

theory, would be very vague. 

Searle (1993, p.95) proposes that through the examination of the strengths and 

weaknesses of existing theories of metaphor an alternative theory may be developed. Searle 

suggests that the simile thesis, based on a further examination of the comparison theory of 

metaphor, highlights four aspects of metaphor theory that remain difficult to resolve in order 

to provide a satisfactory explanation. Firstly, that there are many metaphors in which there is 

no underlying literal similarity that adequately explains the metaphorical utterance's meaning. 

Secondly, that even if such a correlation exists the meaning of the metaphor and the similarity 

is not, in general, the same. Thirdly, that a new theory should use the strategies for 

understanding a metaphorical utterance that the comparison theory suggests. Finally, the 

simile thesis even if construed as a theory of interpretation, instead of meaning, still does not 

tell us how to solve the metaphor with respect to the similarities of the metaphor that the 

speaker intended (Searle 1993, p.lOl). 

As Searle (1993, p.84) notes; 

It is essential to emphasise that the problem of metaphor concerns the relations 
between word and sentence meaning, on the one hand, and speaker's meaning or 
utterance meaning, on the other. 

The confusion that exists with respect to metaphor theory is that theorists try to locate the 

metaphorical element of an utterance in the sentence or expressions uttered. Searle suggests 
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this tendency is misguided. Traditionally theorists have believed that there are two kinds of 

sentence meanings, the literal and the metaphorical (Searle 1993). This is wrong, as Searle 

(1993, p.84) states "sentences and words have only the meanings that they have". This 

statement has obvious similarities with Davidson's (1984, pJO) "metaphors mean only what 

their literal meanings mean" statement, but Searle differs somewhat from Davidson. 

Davidson's vagueness comes primarily from his desire not to classify metaphor into a 

formulaic theory. Searle does not resist this temptation, and therefore his theory stands as a 

pragmatic theory of metaphor, that is more substantial and applicable than the view taken by 

Davidson. Cetiainly within the debate between Black and Davidson one of the difficulties 

that exists is Davidson is unable to sensibly or productively suggest his views within the 

frame of a pragmatist. Searle seems unconcerned about the contradictory aspects of his 

theory. Indeed, because he embraces both the semantic and pragmatic views, his theory can 

focus on what a metaphor does, and discuss both effects and meanings collectively. 

Strictly speaking, whenever we talk about the metaphoriCal meaning of a word, 

expression, or sentence, we talking about what a speaker might utter it to mean, in a 

way that departs from what the word, expression, or sentence actually means. We are, 

therefore, talking about possible speaker's intentions (Searle 1993, p.84). 

Searle (1993) offers a treatment of metaphor from the perspective of speech act theory, in 

which a statement possesses both a "speaker's utterance meaning" and a "literal sentence 

meaning". In Searle's theory, the speaker's utterance meaning of a statement is that meaning 

the speaker wishes to convey to the hearer. In other words "what a speaker means by uttering 

words, sentences and expressions" (1993, p.84) While the literal statement meaning is that 

meaning to be found by analysing the truth conditions of the sentence, independent of the 

speaker's intention or "what the words, sentences, and expressions mean" (1993, p.84). By 

this rational, a statement can be seen as being literal whenever the speaker's utterance 

meaning and literal statement meaning are the same. In other words, the speaker both means 

what he says and says what he means. Searle's theory also suggests that with a metaphorical 

utterance, there is a distinction between speaker's utterance meaning and literal statement 
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meaning, which can be resolved by the hearer or recipient through the construction of a 

figurative interpretation. 

This does sound very similar to a tensive theory of metaphor, suggested by several 

theorists, and formulated further by Berggren (1962). Essentially the theory of metaphorical 

tension sees a metaphorical meaning being created from the semantic 'tension' that exists 

between the subjects of a metaphor. There are five basic tenets of the theory put forth by 

Berggren. Firstly, a metaphor has at least two subjects (1962, p.238). Secondly, that the 

literal meaning of the conjunction of these subjects produces absurdity that highlights that 

there is a metaphorical meaning in addition to the absmd literal meaning (1962, p.239). 

Thirdly, that some principle of "assimilation", which can meaningfully link the two referents 

exists, and is highlighted by the self-contradictory aspect of the metaphor (1962, p.240). 

Fourthly, that through a creative process involving the ability to entertain two ideas at once, 

sometimes referred to as being similar to a type of stereo-scopic vision, the metaphor creates 

new meaning (1962, p.243). Finally, that the outcome of this metaphorical process, the new 

meaning can serve as a 'mask' for additional attached meaning that the metaphor creates 

(1962, p.245). Berggren's ideas are similar to other semantic theories. This is not surprising, 

as the tension theory is arguably more of a collective thinking between theorists, including 

Wheelwright (1962), Tmbayne (1962), and Beardsley (1962). As a theory, it is guilty of 

having the same deficiencies as the interaction theory and other similar incremental theories. 

While, as a sideline, the tension theory does point out the role that a metaphoric meaning 

might play in structming new metaphors. This relates to point five of the theory outlined, and 

is thanks mainly to Colin Turbayne's views towards the role of metaphor as a myth. 

Searle's theory does have similarities with a tension theory. This is because Searle 

upholds the idea that the literal meaning of a metaphor will be absmd in someway that will 

identify it as a metaphorical utterance. This is an important point that needs further 

explaining. Searle articulates the dilemma. 

Our task in constructing a theory of metaphor is to try to state the principles, which 
relate literal sentence meaning to metaphorical utterance meaning. Because the 
knowledge that enables people to use and understand metaphorical utterances goes 
beyond their knowledge of the literal meanings of words and sentences, the principles 
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we seek are not included, or at least not entirely included, within a theory of semantic 
competence as traditionally conceived. From the point of view of the hearer, the 
problem of a theory of metaphor is to explain how he can understand the speaker's 
utterance meaning given that all he hears is a sentence with its word and sentence 
meaning (Searle 1993, p.84). 

Searle explains the task of constructing a theory of metaphor with a clarity that other writers 

have struggled to provide. Searle's theory does indeed suffer from a reliance on a tension 

existing between to the two different meanings involved in metaphor. That is between the 

literal meaning of the metaphorical utterance and the intended meaning of the speaker. As a 

theory it does provide some useful insight into establishing a framework from which an 

analysis of metaphor can start. Searle's suggests that in identifying literal language you 

examine the intended meaning of the speaker's utterance in comparison to literal statement 

meaning. Searle proposes a statement in which the speaker's utterance meaning and the 

literal statement meaning mean the same then the statement is considered literal, and it has no 

metaphorical element. The reverse of this sees a metaphorical element existing in a statement 

when the speaker's utterance meaning is different to the literal statement meaning. This can 

serve as a foundation for a continuum from which a framework can be established to analyse 

metaphor. The poles of this continuum represent the 'most metaphorical' a statement can be, 

and the 'least metaphorical' a statement can be. It can be envisioned that this continuum 

represents degrees of metaphoricalness' of a statement. With literal language being at the 

least metaphorical end and with fresh, new metaphors being at the most metaphorical end. 

Continuum Representing the 'Metaphoricalness' of a Statement. 

Most Least 
Metaphorical Metaphorical 

Least Most 
Literal Literal 
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Metaphoricalness refers to the power of a metaphor to effect the hearer or reader. It 

essentially relates to the effect language can have. The graphic above reflects the idea that all 

language has an element of metaphoricalness within it. Where a statement is literal, then 

there is little metaphorical power or force to it. This power or force could be described as the 

ambiguity or novelty of a statement. This description does not fully encompass the nature of 

the effect of language. The coined phrase 'metaphoricalness' relates to is the degree to which 

the language used does something more than standard discourse. An example such as 'The 

Bible contains an Old and New Testament' would rest near the least metaphorical, more 

literal end of the continuum. A statement such as 'The Bible contains messages for people' 

would be situated somewhere around the middle of the continuum. A statement such a 'The 

Bible contains food for the hungry' would be situated more towards the more metaphorical, 

least literal end of the continuum. 
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Q}lapter Two: Construction of a Framework of Analysis 

To provide a sufficient explanation of the role of metaphors in a religious education 

curriculum certain steps must be explored. The theories of metaphor that have been reviewed 

and critiqued have provided some insight into the effect metaphor can have in language. 

These reviews have been beneficial in that they have illustrated several of the predominant 

ways of thinking about metaphor. Through these reviews several important conclusions are 

reached. 

The differing theories have collectively shown that there are different types of 

metaphor. Substitution theories are illustrated with examples that see the replacement of a 

metaphorical word with a literal word. The comparison theory sees an expansion of this in 

the form of ellipsis and simile. Incremental theories offer a variety of differing types of 

metaphor. All these theories fail to account for what happens in metaphor in general, but 

each individual theory can account for the effect of a different type of metaphor. 

The criticisms of the semantic theories reviewed have several commonalities. Firstly, 

I they all focus on trying to fmd the 'real' meaning of the metaphor, rather than assessing the 

f effects. Secondly, they rely on the presumption that all metaphors have two subjects. 

Thirdly, it is the relationship that exists between the subjects of a metaphor that produces the 

'metaphorical' meaning. Fourthly, the illustrated examples used by semantic theorists exist 

predominantly within a vacuum. This is to say that the metaphor examples employed are 

'context-free', and therefore all the theories have failed to identify the influence of this 

fundamental feature of metaphor. 

Davidson (1984) provides an alternative approach that focuses on the effect that 

metaphors may have. This relies on the pragmatic notion that metaphor rests in the realm of 

use, rather than meaning. Davidson explores the idea that metaphor means only what it 

literally means and nothing more. This view does suffer from an inability to explain the 

special effects that a metaphor may have. This inability is more accurately described as a 

reluctance to further explain the process of effects, other than saying that metaphors nudge us 

towards seeing things differently. 
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Searle's theory of metaphor incorporates aspects of both the semantic and the 

pragmatic approaches. Searle suggests that the meaning is not contained within the subjects 

of a metaphor, but is generated from the literal meaning of a metaphor and the speaker's 

intended meaning. The tension that resides between these two elements relates directly to the 

effect the metaphor has and the eventual meaning it takes. Searle can be discredited in a way 

similar to other tension-based theories, even though these other theories rely on the traditional 

semantic presumption of the tension existing between the two subjects of a metaphor. This 

criticism does not dismiss Searle's theory altogether. A strength of his theory is an 

identification that a metaphor has differing degrees of effect within language. Although 

Searle does not clearly state this, it is certainly a conclusion that can be reached in 

appreciation of his theory. 

The 'differing degrees of effect' has similarities to the quote from Brown used in 

relation to Black's revisited theory of metaphor. Brown suggested that if you examined 

language, you would identify that, apart from some primitive elements of natural sound, all 

you have is metaphor. Furthermore, language can be either recognised or no longer 

recognised as being metaphorical. Brown's position illustrates the premise that all language 

is somewhat metaphorical. 

The continuum established by these perspectives illustrates the differing degrees to 

which language can be considered metaphor. At one end lies highly metaphorical language. 

Typically these metaphors are highly creative, fresh, ambiguous statements, that are novel 

and unpredictable in their effects. At the other end of the continuum is less metaphorical 

language. This language is held as being literal with little special effects. Metaphors at this 

end are usually described as 'dead' metaphors. Typically dead metaphors are seen as being 

synonymous with assumptions, facts and beliefs. They are statements that have no additional 

effect to them than what their literal meaning provides. 

The next section of this thesis aims to investigate the space between highly creative 

metaphor and dead metaphor. One writer of particular importance in this investigation is 

Richard Rorty. Rorty considers the space within the continuum to be filled with differing 

types of metaphor. The position, or order, that these differing types of metaphor take relates 
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directly to the kinds of effects that characterise them. Based on this a framework which 

presents the different effects of metaphor can be constructed. Examples from the Religious 

Education curriculum can be discussed as to where they fit within the framework. From this, 

the effects of the metaphors used in the curriculum can be concluded. These conclusions can 

then help assess the ability for children to be able to demonstrate a "free faith response" with 

respect to the material these metaphors are used to teach. 

Richard Rorty (1989) examined the role of language evolution and development. 

Rorty views the history of metaphors as being similar to the history of a coral reef. This 

metaphor highlights the idea that language is something that is constantly evolving and 

expanding. Rorty's anti-foundationalist position maintains that knowledge is not logically 

built up from solid foundations. Instead, knowledge derives from coherence with the past. 

This position is similar to Kuhn's (1970) perspective on changes within the history of 

sciences. Rather than controlled and logical developments within scientific thought, Kuhn 

identified that instrumental changes come from paradigmatic shifts, what he referred to as 

'scientific revolutions' (Kuhn 1970). While Rorty's view is less dramatic than Kuhn their 

thinking is similar. Rorty (1989, p. 16) argues that; 

Old metaphors are constantly dying off into literalness and then serving as a platform 

and foil for new metaphors. 

By this, Rorty means that the way we think about things becomes more literal over time, and 

that it is this literal foundation that enables us to form new ways of thinking. Rorty suggests 

the more we use language to describe something, the more literal that language becomes. 

When language dies, or becomes literal, the meaning commonly attached to the language 

becomes less metaphorical and less ambiguous. Metaphors such as "the chair's leg" or "the 

river's mouth" are examples of language that has died into literalness. 

Rorty (1989, p.l6) suggests that fresh metaphors are like a new birdsong. Just as a 

new birdsong might motivate the bird watcher to seek out the source and categorise the new 

bird, so a fresh metaphor motivates a listener to think: what does that mean? The birdsong 

does not convey knowledge pertaining to the bird's size, colour, shape, or habitat; rather it 

interests the onlooker to investigate that information. As with a metaphor, the utterance does 
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not convey special meanings, but it might be partly responsible for the afterthoughts a person 

may have. Rorty's suggestions about metaphor illustrate that Black has confused the creative 

process of a fresh metaphor, with the outcomes of that creative process. In this way 

metaphors do not contain special meanings, but they are responsible for the reactions that 

create these special meanings. 

Rorty (1989) does not only suggest that language develops on the structure of dead 

language, but that this unpredictable and serendipitous development is at every point 

contingent upon language and discourse communities. If one considers the coral reef 

metaphor, the direction of the coral reefs evolvement is unpredictable, but the calcified 

structures it comes from do support these developments. Therefore, the assumptions and 

truisms that these communities hold do influence all thought and language. One might 

therefore ask how can language be unpredictable? One plausible answer might be the 

influence of other language cmmnunities. The result of this inter-dependent relationship 

between different language communities challenges assumptions and inspires new ways of 

thinking. It may be this relationship is responsible for truly fresh metaphors. It has been 

argued that Rorty overstates how unpredictable language development may be (Linzey, 

1997). 

Rorty suggests that metaphors are merely kinds of unfamiliar noises that attract our 

attention and propel us into fmding, or making sense of a sentence. This contention relates to 

the semantic/pragmatic debate between Black and Davidson. Rorty agrees with Davidson 

that metaphors do not carry meaning, but that they cause people to discuss animatedly the 

metaphor and that this may produce new and useful meanings. Rorty also suggests that we 

should not fooled into believing that our new descriptions are actually better or more accurate 

that those previously used. Instead, they are just more useful and complimentary to the 

particular language community. 

Rorty's perspective highlights how a metaphor changes with use within a 

conversational context. It maintains that a metaphor dies into literalness by being 'bandied 

about'. By this Rorty means that through the familiarity of use the metaphor changes. The 

concept of how metaphors change over time is something several other theorists have 
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identified. Kjargaard's (1985) examination of the substitution theory highlighted a change in 

metaphor. The three stages of this change Kjargaard (1985, p. 65) suggests are "present", 

"imperfect" and "perfect" metaphors. Kjargaard suggests while the substitution theory can 

adequately account for perfect, and even imperfect metaphors, it should not be overlooked 

that these types of metaphors were "in earlier times" present metaphors. The terms used 

certainly denote a development. The deliberate use of the grammatical terms reinforces this 

perception of change. "Present" is used to refer to new, fresher metaphors. "Imperfect" 

metaphors are not quite substitutional, in that they still hold some sort of ambiguity to them, 

while, "perfect" metaphors are embraced by the substitution theory. Both Beardsley (1958) 

and Black (1962, 1977) referred to a change in metaphor also. Beardsley commented how a 

metaphor comes to establish a hierarchy of meanings associated with the modifier of the 

metaphor. In Black's theory this hierarchy was referred to as a system of associated 

commonplaces and he also identified the differences between the three stages that Kjargaard 

refers to. 

The development in a metaphor parallels a sort of life-course. New metaphors are 

'born' into a language context. The 'childhood' of metaphor is categorised by playfulness and 

creativity, but through 'adolescence' the metaphor starts to gain its own identity and 

independence. As an 'adult', the metaphor is more self-reliant. A structured way of thinking 

and acting becomes the norm. The metaphor may act as a model for new metaphors. 'Old 

age' brings a further development where any novelty that the metaphor had in youth is now 

taken for granted and no longer seen as absurd. In 'death' the metaphor is remembered as an 

assumption, it is taken literally. 

This hypothetical sketch of the life of a metaphor is highly idealised. Many metaphors 

do not follow the identified stages. The life course does illustrate the changes in language 

based on the development of a successful metaphor. There are obvious similarities between 

the parallel that has been sketched out and the Lifespan theory of metaphor that Linzey 

(1997) has developed. Linzey draws on the work of Rorty and Davidson to show how 

newborn metaphors are promoted through a series of stages. Metaphors develop, and through 
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constant reference and use they change, becoming less metaphoric and more ontological, 

until eventually they 'die' into literalness. It is suggested that the 'lifespan' of a metaphor is 

from the 'gee whiz' to the 'so what' (1997, p.197). The 'gee whiz' being the exciting novelty 

and freshness of a new metaphor, through to the 'so what' of dead metaphors, such as 'the leg 

of a chair'. Linzey's desire is to sketch out the stages between the birth of a fresh metaphor 

and it's eventual death (ibid.). 

The Lifespan theory (Linzey, 1997) proposes four stages in the life of a successful 

metaphor. They are fresh metaphor, simile, model, and metaphoric assumption. The first 

stage is characterised by the responses resulting from a fresh metaphor. A new, fresh 

metaphor can be responsible for exclamations of similarity, irony, and humour. In this 

capacity metaphor can be like a splash of cold water, or a slap in the face. The effect of the 

metaphor is often instant. A person's reaction can be out of character. At this stage a 

metaphor is highly creative. This creativity differs from the sort discussed by Black. Rather 

than the metaphor creating meaning at this stage, it is instead creating reactions. The 

metaphor sparks curiosity from the people who hear it. It does not contain a special meaning 

that is being unwrapped. This analogy is a semantic mindset that pollutes what is actually 

happening. The interpretation of a metaphor at this stage is not some special journey of 

discovery either. It is more akin to a ticket that allows you to take a journey, than being the 

journey itself. The motivation and 'fuel' for the creative thought rests within the 

conversational context. To some extent, especially in terms of an educative setting, 

appropriately chosen metaphors ignite this creative thought, but the creative thought is not 

contained in the metaphor. 

The second stage Linzey ( 1997) identifies as the simile stage. This stage characterises 

further what Rorty referred to as the metaphor being 'bandied about'. The exclamations made 

as a result of the effect of the fresh metaphor may serve as discussion starters throughout this 

stage. During this discussion sides of opinion might form. These distinctions are often based 

on particular points that are put forth during the early part of this stage. The actual process 

that this stage takes is highly speculative. 
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Within the model stage the discussion becomes more consolidated. The conversation 

can produce points of reference that distinguish different responses to the metaphor. While 

the metaphor has not changed, it can no longer be introduced to the conversational context 

and have the same impact as before. The words and their literal meaning have remained 

constant, but their effect has changed. Rorty (1989, p. 295) suggests that in understanding 

the distinction between the comparative stage and the model stage; 

we cross the fuzzy and fluctuating line between natural and non-natural meaning, 
between stimulus and cognition, between a noise having a place in a causal network 
and having, in addition, a place in a pattern of justification of belief. 

The "pattern of justification" relates to the development of contextual language. This new 

contextual language does two important things. Firstly, the language provides points of 

reference. These operate in a way that assists the discussion of those aspects alluded to in the 

simile or comparative metaphor stage. Many of these meanings will have transfonned, some 

will have implied double meaning, and some will have additional meaning. The new 

language that has grown within this conversational context will become a specialised 

language. 

For example, consider the metaphor, THE BIBLE CONTAINS FOOD FOR THE 

HUNGRY, is introduced to a trainee group of missionaries as part of a preparatory course 

that focuses on their goals as Christian volunteers in third world countries. As a metaphor, 

participants might suggest that "the Bible contains food for a hungry soul", or "that we as 

volunteers are the food for the hungry", or even "that you cannot eat the Bible". The 

conversation is playful and creative, people feel relatively free in their thinking. As the 

conversation gains momentum, participants might suggest that "the Bible is like nourishment, 

it can provide comfort, just like a big healthy meal". Others might suggest that "when people 

are hungry, they will swallow anything". This sardonic comment would throw the metaphor 

into a new light. Perhaps as they are hungry for food, if it means they have to "swallow" 

their "Christian" medicine before they can eat, tl1en so what! As tl1is discussion develops, 

and the participants have time to reflect on their own thinking in response to some of the 

group's thoughts and debate, a consolidation of viewpoints occurs. It is here that Rorty would 
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indicate the line between comparative metaphor and model is being crossed. This 

consolidation comes from a commitment to the results of the effects of the metaphor. 

Perhaps at the model stage some of the participants might possibly realise that their main aim 

may be not to convert, but to feed. Others could agree that the Bible is their food, when they 

are hungry for guidance and support when they are abroad. The metaphor has become a kind 

of tautology. The constructed model might be best defined as awakening a self-reflective 

type of thinking within the participants, who might decide that their "inactivity" as volunteers 

might be the most influential aspect of their service. 

Contextualised language can also alter the dynamics of the context. By this, it is 

meant that the dynamics among some participants could change. New language can create 

pressure on these dynamics and existing controls. For example the inherent power structure 

and beliefs within the group, could be disrupted. Assumptions that people have about certain 

aspects of related issues can become apparent. These assumptions are in fact the residue of 

other metaphors. They are the calcified structures of past discourses. It should be 

remembered however that this demonstration is a hypothetical example that does not follow 

strictly the lifespan theory. It does demonstrate some useful aspects of the theory, but 

typically the model stage is something that is effected by a variety of metaphors and ensuing 

discourses. The important distinction is that language at this model stage is highly structured 

and begins to become more didactic and directed. 

The Lifespan theory illustrates four stages m the development of a successful 

metaphor. The theory speculates over the changes that take place within a conversational 

context as a result of an appropriate use of metaphor. The theory is highly speculative and 

empirically impractical. It could be described as a contextual-based theory because of its 

reliance on the discourse community that the metaphor is presented in. The nature of the 

theory thus limits its usefulness as a tool for examining language. This is partly because 

there are very few examples of metaphor that have been sufficiently documented throughout 

their development that could then be described by the Lifespan theory. As Linzey (1997, 

p .197) suggests 
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It is very rare indeed that we ever have access to anything like a complete account of 

the development of a new model, and we almost never are witness to the first, fresh 

utterances of successful, explanatory metaphors. Even the meticulous diary of 

Clark Maxwell (1890), which traces his growing ontological commitment to the 

metaphor that ether is an incompressible fluid, traces only the later phases of his 

model of electromagnetic force. 

This limits the usefulness of the theory in tenns of using it in hindsight. It would therefore 

seem to be most useful as a speculative tool. Rorty's (1989) position suggests that it is the 

early phases in the life of a metaphor that have the greatest influence over the direction of 

discourse. In this sense metaphors at the simile stage may be able1 to be used to determine 

outcomes of effects at a model stage. 

This thesis constructs a framework utilising the four stages of development that Linzey 

(1997) suggests constitutes the lifespan of a metaphor. This framework develops on the 

continuum presented in the previous chapter. The four stages fit admirably into the 

continuum. The stages act more as signposts of different types of metaphors. The four types 

of metaphor that construct this framework are fresh, comparative, and didactic metaphor and 

metaphoric assumption. Each type has defining features. In each of these types the features 

of the metaphors used provide different effects and results. For example, fresh metaphors are 

highly creative and therefore their effects can be described as creating free, novel, and 

personal responses. In contrast, didactic metaphors are presented in a very defmed and 

structured way and reactions to them are thus more predictable. 

The next section further describes the framework and each of the differing types of 

metaphor. Hypothetical examples are used to demonstrate the different effects that the 

metaphors have. 

The first type of metaphor is fresh metaphor. 'Fresh' best explains the effect of these 

types of metaphor in comparison to 'dead' language. This type of metaphor is categorised by 

novelty and uniqueness and is responsible for creative and unexpected reactions, which are 

indicative of an environment that allows free responses from its participants. Typically, fresh 

metaphor cannot be used in a didactic or instructive way, due to the unpredictable responses. 

This type of metaphor has a high degree of what can be called heuristic or creative force. 
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·There is a certain amount of difficulty in providing an example of a truly fresh metaphor; by 

definition they are typically unexpected and not contrived. Metaphot is used most often as an 

explanation, and while there are an endless supply of examples of comparative metaphors, 

actual examples of fresh metaphor are rare. For the purposes of demonstration a statement 

such as 'fast feet are luxurious' has a certain appeal as an example, although this has 

limitations. The ambiguity of this statement illustrates partly the effect that fresh metaphor 

can have. The nature of truly fresh metaphor means that they commonly do happen by 

accident. Indeed, if you were to orchestrate a fresh metaphor it would by proxy result in a 

more comparative or didactic metaphor. This is where the strength of the continuum posed 

lies. The effects of using fresh metaphor should be seen as the pot of gold at the end of the 

rainbow; something to aspire towards while (almost) always falling short. Certainly, free 

floating metaphors can provide a wide variety of reactions. Most fresh metaphor is 

overlooked due to the ambiguity of the statement. It is seen as being nonsense, and 

disregarded, or alternatively the inventor is asked for clarification. This clarification dispels 

the creative energy that the metaphor might have inspired. 

In some contexts fresh metaphor is especially rare. Most educational contexts, for 

example, struggle to incorporate fresh metaphors. This is due largely to the aims that these 

contexts stress to achieve. Because fresh metaphor is unpredictable, their appropriateness as 

a teaching tool seems to have limited appeal. If teaching uses a knowledge-based curriculum, 

it may seem that unstructured language would not assist in achieving the goals of this type of 

teaching. I suggest that this is misguided. Unpredictability in learning inspires many of the 

attitudes that schools desire children to have. Fresh metaphor is responsible for creative force 

or energy in language. Imagine that the creative element in a child's cognitive ability is a 

muscle. Like any muscle, it is needs to be exercised and used. The more the muscle is 

exercised, the stronger the muscle becomes. But what sort of exercise do we use to 

strengthen creativity? Fresh metaphor use can challenge existing knowledge and perceptions. 

The effect of this can inspire new and meaningful ways of learning. 

Comparative metaphors could best be described as being the sort of metaphor that 

semantic theorists, such as Beardsley (1958) and Black (1962), used in the descriptions of 
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their theories. The metaphor could involve an interaction between the subjects of the 

metaphor. These types of metaphor are the most commonly understood examples of what is 

metaphor. Their effects include a certain amount of creativity within the boundaries of the 

subjects of the metaphor. These metaphors involve an establishment of hierarchy of 

meanings that are derived from a logical interpretation of the connotations of the ten11s used 

in the metaphor. An example such as "a child is a young plant" illustrates the type of 

creativity that can occur through the use of these types of metaphor. The primary subject "a 

child" interacts with "a young plant" and a list of appropriate connotations is formed. The 

listed reactions could include; a common need for nourishment and support to survive, 

someone to feed them, both are vulnerable in youth but will eventually grow stronger, and 

both need to be protected. These are only some of a host of possible outcomes of this 

interaction metaphor. There resides a certain amount of freedom in interpreting the results of 

this metaphor, but this is limited to the associations of the subject of the metaphor. If indeed 

ironic interpretations were included we might identify that plants don't vomit their food up 

when sick, you cannot buy a child at a supetmarket, and children are considerably more 

expensive and messy than a plant. As a comparative metaphor this example is not 

excessively creative. The reactions are predictable and do little to change or challenge 

existing ideas about children. The metaphor does not redefine our beliefs or assumptions 

about children; rather it helps to further confirm established assumptions. Used in a creative 

way, usually through irony, comparative metaphors can have results that challenge 

preconceived assumptions about the subjects of the metaphor. Typically these metaphors are 

used in a non-creative way with standard interpretations. When this is the case these 

comparison metaphors are closer to what could be considered didactic metaphors. The 

continuum established in the previous chapter recognises that comparative metaphors can be 

creative. Just as relatively predictable comparative metaphors such as, 'a child is a young 

plant', can reinforce a description of child development, a more creative comparative example 

such as, 'wisdom is a cancer on the youth'; can provide alternatives to the predictable 

blueprint of child development. This creativity depends on the freslmess of the metaphor and 

the context in which it is used. Many educative contexts, such as the primary school 
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classroom, do not provide much scope for natural creativity. Hence, when a comparative 

metaphor is used the reactions are predictable. In this case comparative metaphor rests closer 

to didactic metaphor along the continuum. 

Didactic metaphors are used with the intention of the metaphor having a particular 

effect. Didactic means language that has a pre-detennined and instructional outcome. The 

effect is pointed and planned. Typically these types of metaphor are used in political settings. 

These types of metaphor could be described as highly persuasive. Political metaphors 

generally have very little creativity. While they do not literally state their claim, the literal 

meaning is clearly apparent. The persuasive qualities of political metaphors illustrate the 

effect of didactic language. A political party may liken their opposition to a 'leopard which 

can't change its spots', and with this highlight the problems that have constantly plagued their 

opposition. The voters clearly understand what the intention of this didactic metaphor is. 

Political metaphors can, like comparative metaphors, have potential creativity, although it is 

used for a different purpose. Whereas comparative metaphor is best described as having 

explanation and clarification as its outcomes, didactic metaphor has commitment has its goal. 

Creativity in political metaphors is used in a highly structured way so that the desired 

population commits to the message oftl1e statement. These types of political metaphors have 

a large degree of fiduciary content. While they require some reaction to the metaphor, the 

reaction is immediate, but predictable. A typical reaction might be agreement, even though 

the literal statement does not have any relevance. The 'leopard' example may result in the 

chosen voter thinking 'You can say that again'. This reaction relates to the persuasiveness of 

the metaphor. 

In teaching, didactic metaphors assist the course of instruction. They commonly help 

structure a context from which the material can be presented. This is where this type of 

metaphor parallels what could be considered models. The teaching of a new physics concept, 

for example, will build on previously held ideas of science. Particular tenns structure the 

language context where new infonnation can be taught. In developing an understanding of 

this new term comparative metaphors might be used. These comparative metaphors will 

eventually acquire the qualities of those statements used in structuring a language context. 
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The comparison has taken its place in the developing model. This is a simplistic version of 

Rorty's coral reef metaphor for language evolution. 

The final type of metaphor could be described as being like an assumption or 

metaphoric ontology. These types of metaphor are close to literal truth and therefore they are 

typically not recognised as being a metaphor. They are commonly referred to as being dead 

metaphors. Turbayne (1962) described these types of metaphors as being believed 

absurdities. An example such as 'the river's mouth' illustrates that there exists no ambiguity 

in the interpretation of the metaphor. Taken strictly literally, river's do not have a mouth, as 

an animal has a mouth, but this is umecognised. These types of metaphors are especially 

common. One would not say that a cliff has a mouth, although one might refer to the 'cliff-

face'. Typically metaphoric assumptions subscribe to a substitutional-based theory of 

metaphor. The metaphoric word stands in place of another literal meaning. A difference 

exists in that the terms are no longer substituted. When told to go to the river's mouth, you do 

actually substitute the metaphoric term 'mouth' with opening, because the meaning is 

assumed. The absurdity of the statement goes umecognised; it is _unequivocal in terms of 

meaning. When Kjargaard (1985, p. 64) referred to the substitution theory embracing 

f "perfect" metaphors, he was referring to metaphoric assumptions and ontologies. 

r 
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Qhapter Three: The Religious Education Curriculum for Catholic Primary 

Schools. 

Overview 

New Zealand has a state schooling system that consists of a primary system and a 

secondary system. Typically, children start primary school age five, and secondary school 

aged thirteen. All state-funded schools throughout New Zealand are required to teach a 

variety of curriculum areas, referred to as Essential Learning Areas. Throughout the last 

decade, new curriculum statements have been produced so that schools could collectively 

establish more consistency in what they teach. The motivation for these statements was 

partly based on a desire for national assessment across what was deemed essential learning 

areas. A common structure exists within these curriculum documents. Each curriculum area 

is broken up into several main strands. Each strand runs through the entire curriculum, years 

one through to twelve. The curriculums have produced certain uniform tenus, including 

Achievement Objectives, Specific Learning Outcomes, and Assessment Criteria. Typically, a 

curriculum document states appropriate achievement objectives for each level. From these, 

the teacher can produce specific learning outcomes that provide the children with learning 

experiences. Through the demonstration of these learning experiences a teacher can assess 

performance and distinguish what achievement objectives the student has completed. 

Under the Integration Act 1975, Catholic primary schools have the right to provide 

religious instruction within a state-funded schooling system. This means is that in addition to 

teaching all other essential learning areas, the Catholic primary school has a religious 

education curriculum. 

The Religious Education Curriculum provides the Catholic Primary Schools of 

Aotearoa New Zealand, with a systematic approach to the fulfillment of their mission 

of teaching and learning what the Catholic Church believes, celebrates, lives and prays 

(Curriculum Statement 1996, p.l2). 
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It presents concepts that are pedagogically and theologically appropriate for children in the 

primary years one through to eight. Religious Education is regarded within the Catholic 

School system as an additional Essential Learning area. The Religious Education curriculum 

is taught within the context of the special Catholic character of the school. As part of special 

character, the school needs to provide an appropriate environment of faith that reflects the 

wider Catholic community to which it belongs. 

The new Religious Education curriculum was commissioned by the New Zealand 

Bishops' Conference in 1994 and developed by the National Centre for Religious Studies. It 

was introduced into Catholic schools in February 1997. Initially Year One and Two were 

taught, and in 1998, Year Three and Four were introduced with Year Five, Six and Seven 

following in 1999. Year Eight and the remaining materials were introduced in 2000 and this 

completed the development of classroom material. 

The new Religious Education Curriculum is taught in all of the one hundred and 

ninety-eight Catholic primary schools in New Zealand by classroom teachers of whom the 

majority are Catholic. As with any curriculum area, teachers bring their own expertise, 

knowledge and experience. Teachers are aware of their role as 'faith witnesses' for children 

of primary school age. This aspect of their job is part of their commitment to the Special 

Catholic Character of the school, which they agree to uphold as part of their appointment. 

Taking into account the variation in teachers' knowledge and faith experience, the new 

Religious Education curriculum provides the necessary background information to enable 

teachers to teach effectively. 

The principles, general aims and the outline of the content of the programme materials 

are presented in a curriculum statement, which was published in 1996. The teaching 

approach follows the structure of the National Curriculum Framework (1993) that 

emphasizes the development of knowledge, skills, attitudes and values. 

The body of knowledge in the Religious Education Curriculum is spread across six 

learning strands. They are entitled; God, Jesus Christ, The Holy Spirit, Church, Sacrament 

and Communion of Saints. Embedded within ·these learning strands are associated 

knowledge, skills, attitudes and values. This material is presented for the eight years of 
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primary school. The programme was developed from the achievement aims, which reflect 

the philosophy, principles and general aims of the Religious Education Cuniculum 

Statement. This document states: 

Although the General Aims are intentionally educational, the ultimate aim is to assist 
children to develop a relationship with God, and to be living witnesses to the tmth of 
the gospel of Jesus Christ as members of the Catholic Church, always recognising that 
this depends on each child's free faith response. (1996, p.12). 

This section also states the General Aims of the Religious Education Cuniculum. They are; 

To develop appropriate knowledge, skills, attitudes and values through the effective 
delivery of the Learning Strands and Learning Modules in the Religious Education 
programme. 
To teach material that is theologically sound, using the resources of various cultures 
while allowing for each child's free faith response. 
To enable children to develop ways of integrating faith and life and culture. 
To integrate aspects of Religious Education with other Essential Learning Areas where 
appropriate (1996, p.12). 

The general aims are reflected in specific achievement objectives for each learning strand in 

each year. From these objectives, the lesson titles, learning outcomes, teaching and learning 

experiences and suggested assessment examples for each year have been developed. This 

fonnat enables themes and essential concepts to be developed throughout the progrannne as 

new information is presented each year. In addition, it ensures that the revision of 

fundamental aspects also occurs. 

Unlike the Curriculum Statements for state schools, a programme or syllabus to be 

used in classrooms accompanies the Religious Education statement. Each lesson has a set of 

Teacher Notes to ensure the use of clear appropriate language to explain the beliefs and 

concepts to the children. A variety of learning experiences are provided to help children to 

understand and express the ideas in the learning outcomes. These include many of the 

teaching strategies used in other cunicula, which transfer successfully into a Religious 

Education context. 

To enable satisfactory coverage of the concepts in each strand a different focus was set 

for each year. This focus took into account the children's age, cognitive development and 
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their stage of faith development. The curriculum is loosely based on the structural 

developmental theory proposed by James Flower (1981). As many of the concepts are inter

related, they are dealt with at different years, at different cognitive levels and in different 

contexts. For example, the concept of the Kingdom of God is included in both the God 

Strand and the Church Strand. 

The God Strand was chosen for the purpose of this study. This decision was made due 

to the obvious importance of this particular strand within the entire programme. The next 

part of this section will summarise the important aspects of each year of the God Strand. This 

summary provides a useful overview of the model of God that is being taught throughout this 

programme. 

The Religious Education Curriculum Statement (1996, p.24) lists the Achievement 

Aims for the God Strand. 

In their study of God, children will gain and apply knowledge, skills, attitudes and values 

to understand: 
1. that God is holy and is the source of all life and all grace and all holiness. 

2. that people are created in the image and likeness of God and are called to believe in 

God, to adore God and share in God's work of creation, as they build up the Kingdom 

or Reign of God 'on earth as it is in heaven', as members of the Catholic Church. 

3. God's revelation began with creation, was continued through the history of Israel, and 

was revealed fully in Jesus the Son of God. 
4. God wants all people to be saved, and through the Holy Spirit, God is at work in their 

histories and cultures, but most fully in Christ and His Church. 
5. God's desire for humanity includes a relationship of unconditional love with each 

person, through Jesus and the Holy Spirit who is present in the Church founded by 

Jesus. 
6. God is creator of all that is good, the source of all being, seen and unseen, of Tapu and 

Mana, giver and sustainer of creation which is entrusted to the care of human beings, 

who, as creatures, are utterly dependent upon God. 

Year one is entitled "God is Creator". God is presented as the creator, who cares for 

all of creation. The children are taught that people are God's best creation, who are made in 

love for love, and that each person is unique. The idea that God loves everyone and wants 

him or her to love others is expressed. People's response to and relationship with God is 

expressed by giving God praise through prayer. 
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Year two is entitled "Our Gracious God". The belief of God the Creator is extended to 

include the idea of a gracious God whose gift of creation is a sign of his love for people. The 

lessons also include how each person is a sign of God's love. The greatest sign of God's love 

is the gift of his Son, Jesus. God's graciousness is expressed through people is another focus 

ofthis year 

Year three is entitled "God is Present in the World". Recognising the presence of God 

is introduced through a development in the concept of grace that is presented in year two. 

Grace as a religious concept relates to God's communication with people. People's response 

to recognising God's presence is illustrated by them being gracious people themselves, by 

caring for God's gift of creation, by showing respect for different cultures and by showing 

reverence for the Scripture as the inspired Word of God. 

Year four is entitled "God is Love". God is presented as the source of all love. The 

central Catholic belief of God as Trinity, a loving community of Father, Son and Holy Spirit, 

is extended in the year from its introduction in year three in the Holy Spirit Strand. Children 

are led to a deeper understanding of the need for respect for the gift of creation, including 

people. The Ten Commandments are introduced as an expression of God's love for people 

from the Old Testament and this leads into the new law of love from the New Testament. 

These are seen as guidelines for people in their relationships with God and with each other. 

Year five is entitled "God is Faithful". Children are led to an understanding of God's 

faithfulness despite at times peoples unfaithfulness. It emphasizes God's call to be in 

relationship with him and how people throughout the ages have responded to this call. The 

important example used is the covenant God made with Abraham and Sarah and Moses. The 

place of reconciliation in relationships is also included. 

Year six is entitled "Who is God?". Considering children's developing relationship 

with God in year six they are presented with a variety of names and images for God in 

Scripture which tell something of what God is like. This includes what Jesus made known 

about God and what he revealed about God in his life. Christians' expression of their 

relationship with God through their lives and their worship of God as well as what Catholics 

believe are also included in this year. 
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Year seven is entitled "God's Desire for Humanity". God's desire for people to have 

happiness and fullness of life is the focus of this year. This encompasses God's call to people 

to grow in virtue. This call is to change and become more like Jesus through grace, so to 

bring about the Kingdom or Reign of God on earth. The belief that Creation is graced by 

God and therefore must be respected is also covered. This builds on what has been already 

taught relating to creation in previous years, especially year four. This year aims for children 

to integrated this belief into their lives and this correspondingly shai?es their attitude towards 

creation, including themselves and other people. 

The final year, year eight, is entitled "The Mystery of God". The belief of the Trinity, 

presented in Year One and Year Four is developed in Year Eight as The Father, the Son and 

the Holy Spirit who as one God create, redeem and sanctify. This belief is seen as a mystery 

and the meaning of mystery in relation to God is explored. The relationship God wants to 

have with people as a personal and loving God is expanded and highlighted as children of this 

age become more aware of what being in relationships means. It is expected that as children 

become more aware of God's love for them they will respond by living and acting in ways 

which are compatible with being in this relationship. 

Analysis of Examples 

The next section examines three separate examples from the Religious Education 

Curriculum. These examples all come from the God Strand of the curriculum. They are 

typical lesson examples. They were chosen because they each teach a particular concept or 

belief. That is to say that they predominantly stand alone in tenns of the material taught, 

although they all rely on prior knowledge. They all come from different years of the 

curriculum. It should be remembered that many of the concepts and beliefs taught in the 

curriculum are located throughout all the strands of the cuni.culum. One of the examples 

chosen is the Trinity, which because of its importance to Catholic belief, is taught in the God, 

Jesus Christ and Holy Spirit Strands. 

The analysis of each example is presented with a common structure. Firstly, there is a 

description of the concept or belief that is the focus for each of the three examples. A 
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summru-y of related information about the concept is provided. Tllis is similar to the 

information contained in the Teacher's Notes for each lesson. This summary reviews the 

background information for each example. 

Secondly, the location of each example within the God Strand is provided. Tills 

includes the year, lesson number and related achlevement objective. The age of the chlldren 

is important, not only because it will affect their ability to respond, but also it shows the level 

of prior exposure to material in the God Strand. 

The third section describes the lesson activities. This description will illustrate how 

the teacher may introduce the lesson. From thls initial discussion, the central activities of the 

lesson will be described. In each lesson plan the Teaching and Leaming Experiences list the 

preferred order of the activities that are taught. These activities will be briefly explained in 

thls order. This explanation will focus on the language used in the cun·iculum by the teacher. 

Throughout this description, predictable responses from the children will also be included. 

The focus of tllis study is to examine the role of metaphor and their use in the teachlng 

of Catholic concepts ru1d beliefs. Therefore, the fourth section for each example will 

summarise what might be considered the main metaphors used in the teachlng of these 

lessons. These metaphors can then be further discussed in relation to the framework of 

ru1alysis that has been constructed. 

Covenant 

The term "covenant" refers to the agreement that God has made with people. As a concept it 

is linked to the responsibilities that Catholics have with God and God has with people. It is a 

broad term that relates strongly to the hlstory of God's relationship with people as recorded in 

the Old and New Testaments of the Bible. The cun·iculum ;provides the following 

explanation in the Glossary for covenant: "a solemn agreement often involving the taking of 

an oath by the parties concemed". In thls part of the curriculum, "covenant" is used with 

respect to the faithfulness of God and the responses from people to that faithfulness. 

Typically, it is believed that in the Old Testament, God made a covenant with the people of 

Israel. The New Testrunent documents the life of Christ and the new covenant that God made 
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with all people. In the chosen lesson the aim is for the children to develop an understanding 

of the meaning of a covenant. What is especially interesting about this example is the 

reference to the Treaty of Waitangi in the Teacher's Notes. The Treaty of Waitangi was 

signed in 1840 between the indigenous Maori of New Zealand and representatives of the 

British Crown. The rights and responsibilities of both the Maori and the Pakeha were part of 

this Treaty. Confusion still exists over the extent of the rights and responsibilities of both 

parties. It is interesting that the curriculum includes a comparison between the Treaty of 

Waitangi and the covenant God has made with people. 

The Covenant example is located in Year Five of the God Strand. The focus of the 

material for Year 5 is entitled "God is Faithful". This material is aimed at introducing 

children to the dynamics of having a relationship with God. At Year Five the children being 

taught are ten years old. They have been introduced to many aspects of God throughout the 

previous years. Year Five aims to build on this knowledge by using stories from the Bible to 

illustrate God's relationship with people in the Old and New Testaments. The Achievement 

Aim for Lesson Three is that the children will be able to develop an understanding of the 

meaning of the term covenant in the Old Testament. Lesson Three is entitled "A Covenant" 

and it lists as the Learning Outcomes that the children will "explain the meaning of covenant 

in the Old Testament" and "compare the promises God made to the people with the promises 

the people made to God in a covenant agreement". This particular lesson is pati of a Year 

Five focus that aims to develop attitudes of "respecting the values of; being faithful, 

obedience to God and faith, hope and love". 

The first activity is a discussion-based exercise aimed at finding out what children 

know about the concept "covenant". The children are asked to "name what is involved when 

people sign a contract, agreement or treaty with one another". Children's responses might 

typically include something between two groups of people, a piece of paper that you sign, a 

list of rules that you agree to follow, and reference to the act of signing as agreeing that you 

will follow the conditions written down. A reference to the Treaty ofWaitangi would almost 

certainly be expected. Possibly children might respond with reasons for having atl 
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agreement, such as needing to know the rules of the classroom, with respect to the classroom 

contract or treaty example. 

The next activity aims at creating a definition for "covenant". The results of the first 

activity would be collectively discussed. The teacher may record some of these responses, 

highlighting suitable answers that illustrate the basic elements of a contract or treaty. At this 

stage the teacher would almost certainly introduce the Treaty of Waitangi as an example of a 

contract. The teacher would then introduce the concept of a covenant, or develop any 

responses that have referred to it. This discussion would be generated from the Teacher's 

Notes and would include several important points. The teacher might draw parallels between 

the Treaty of Waitangi and the covenant. This comparison would stress the importance of 

both documents, but that a covenant is more important because it is made with God. This 

class-based discussion would then summarise these points and then collectively the class 

would produce a definition of" covenant". It would not be expected that this definition would 

be taken straight from the example offered in the lesson plan. The definition would however 

include the three main points provided in the lesson plan. The next stage in this lesson 

involves the use of a resource that lists "God's Promises to the People of Israel" and "The 

People of Israel's Promises to God". These are based on the Ten Commandments from the 

Old Testament. This exercise serves as an introduction to the Ten Commandments that are 

taught in the later lessons of the "God is Faithful" focus. As a conclusion to this lesson 

children discuss the "promises" that they have recorded. This exercise assists the children in 

constructing ideas about God's laws and commandments. 

The previous lessons are important to the development of the covenant material in 

Year Five. This previous material is present in the children's and teacher's thinking. The first 

two lessons introduce stories from the Old and New Testament. Both these stories illustrate 

God's faithfulness to His people, even though the people in the story show a lack of 

faithfulness. The focus of these two stories relate to the concept of "being called by God". 

Both these stories illustrate what this involves and this understanding is developed in a way 

that allows children to recognise that they have been "called" by God. The frrst lesson 

introduces the story of God's "call" of Abraham and his wife Sarah. The teacher and children 
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read a summarised verswn of the text and discuss some of the details. Children are 

encouraged to recognise certain aspects of the story. In particular, that God called Abraham 

and Sarah, that they obeyed God, that God promised them a son, they had doubt about God's 

promise, and that God was faithful to his promise. The suggested assessment activities for 

this lesson are aimed at children recognising that God called Abraham and Sarah and that 

they responded with some doubt and that they were obedient. 

The second lesson in this material is entitled "The Annunciation- God's Call to Mary". 

This lesson introduces another story in which a person is asked by God to do something. The 

children have already been introduced to this material in earlier years. The assessment 

activities that are included are structured so that the children identify that Mary may have had 

some reservations about God's message but despite these she obeyed God. The Annunciation 

story introduces to the children again, the idea that people are called to follow God. One of 

the activities focuses on children recognising ways in which they can obey "God's Call as a 

Christian". Listed as possible responses that the teacher would present on a wall chart in the 

classroom are: 

worship God, celebrate the Eucharist, grow in holiness, grow in a relationship with 
God, love others, be just and fair, forgive those who seek forgiveness, be helpful and 
kind, serve others, speak the truth, be honest, pray (NCRS 1998). 

It could be assumed that what children are recognising from tllis material is that people are 

'Called' by God and that although they may be initially unsure, they should obey God's 

calling and follow Him. 

Witllin the next lesson the term "Covenant" is introduced. Specifically children in this 

lesson are learning more about God's calling to His people. The language used to describe 

this may need some further explanation. The term "Calling" does have a specific religious 

meaning. Rather than meaning a vocation or profession, a "Calling" is a type of invitation by 

God to follow Him. It is sinlilar to being chosen. The curriculum repeatedly reminds the 

• reader that any "Calling" from God should be recognised as a gift given by God, that the 

child should respond to by choice. Their response to conunit to God should be a choice they 
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make from serious consideration. These ideas are emphasised within Lesson Three of this, 

"God is Faithful" learning material. 

Lesson Three's Learning Outcomes for the children are that they will be able to 

explain the meaning of "covenant" in the Old Testament and compare the promises God 

made to the people with the promises the people made to God in a covenant agreement. In 

the Teacher's Notes, a "covenant" is compared to a treaty. The Treaty of Waitangi acts as a 

model for the explanation of a "covenant". A brief historical a<:;count of the Treaty of 

Waitangi is provided to refresh teachers on the events surrounding the signing. The 

perspective of the Catholic Church, both now and in 1840 when the Treaty was signed is also 

provided. What is emphasised is that the Treaty is a very important and serious document. 

Also that when it was signed certain promises and commitments were made and that these 

should be fulfilled. Also within the Teacher's Notes is a further explanation of what a 

"covenant" is. Teachers are reminded that a covenant is a sacred and serious agreement 

between God and God's people. Interestingly the Teacher's Notes show that a covenant is 

seen as being a "free gift from God". 

This is an important point that the curriculum emphasizes in these lessons. The implications 

of referring to a covenant as a free gift from God draw some suggestive parallels. If the 

curriculum presents the simile that a covenant is like a treaty what are the results of such a 

comparison. Are treaties something that could be seen as being 'free' for the parties 

involved? Certainly indigenous people would argue that treaties signed with colonial powers 

are not in anyway a 'free gift'. The analogy suggested in the curriculum of the Treaty of 

Waitangi representing the type of agreement made through a covenant with God does 

provides a variety of possible outcomes. This comparison has a high amount of potential 

creativity. 

Possible outcomes of a discussion of tlus comparative metaphor might see the idea that the 

confusion that exists of the tenns of the Treaty exists in a metaphoric way with the covenant 

that children are a part of. Is the Crown seen as God and the Maori as the Israelites? 

Extending the metaphor further some people may argue that many Maori did not understand 

the terms of the Treaty, nor have the personal freedom to sign the Treaty. In this sense if the 
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Treaty is seen as like a covenant, should it be assumed that a covenant with God has personal 

freedom incorporated into it? These are some of the possibilities that could be discussed if 

this metaphor was allowed to be creative. 

The Trinity 

The concept of the Trinity is one of the most important beliefs Catholics have about 

God. The Triune God is understood as being three- in- one. Catholics proclaim this belief in 

the Trinity at Mass. The Nicene Creed that is said during the celebration of the Eucharist is 

structured around the Trinity. The three major parts of the Creed are about the three 

members of the Trinity The Sign of the Cross which is used to begin and conclude many 
• 

liturgical celebrations also highlight this belief. This is done by saying "in the name of', 

rather than the more grammatically correct, "in the names of'. The theology behind the 

Trinity focuses on the functional relationship that exists between the three beings of the 

Trinity, namely God the Father, God the Son and God the Holy Spirit. Essentially the three 

members of the Trinity exist as one, but each has their own distinctive character. Throughout 

the history of the Catholic Church there has been much debate about the independence and 

hierarchy of the Trinity. This confusion has been solved somewhat by employing useful 

metaphors to teach and educate Catholics about the Trinity. A popular image, associated 

with St. Patrick of Ireland, is the three-leaf clover or Shamrock. This physical image 

provides a suitable mental picture of how three individuals, can be one. Historically the 

clover image served as a helpful teaching tool in order to explain the basic elements of the 

Trinity. The image however does not illustrate how each member of the trinity is unique, but 

that they are essentially the same. 

There are aspects of the use of a three-leaf clover as representing the trinity that 

highlight features of using physical images as metaphors. Indeed, a clover shows three leaves 

in one big leaf, but the three parts are basically identical. If this were the case with respect to 

the theology of the Trinity, would it not be seen as there being just one God? This examples 

shows that while a mental image can provide a comparison between two things, as a teaching 

tool they can have a limited amount of explanatory power. This is the case with the examples 
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chosen from the curriculum. The teaching of the Trinity in the curriculum is focused on 

teaching the idea that the Trinity is a mystery. The notion that the Trinity is a mystery is 

something that many theologians have discussed. This is the idea that the Trinity is not 

meant to be fully understood. An inherent problem with the clover image, is that it leaves no 

room for mystery. The curriculum wants the children to think about the mystery of the 

Trinity. Interestingly even Augustine sums up this desire presented in the curriculum. 

Having considered the three in one formula, Augustine wrote that the Trinity was coined "not 

in order to give a complete explanation, but in order that we might not be obliged to remain 

silent" (Cited in Striver 1996, p.l). The point of Augustine's statement is that the Trinity as a 

mystery was meant to frustrate and confuse. The actual process that Catholics go through in 

an attempt to solve the miscalculation involved is the objective of the Trinity. This is why 

the Trinity as a clover is used only as an additional teaching tool in the cmriculum. With this 

said, the effectiveness of the 'mystery-based' metaphors for the Trinity in the curriculum 

would relate directly to the amount of frustration and confusion that occurs as a result of them 

being used. In other words, if the Trinity as a mystery is the main message being taught, then 

assessing how the children understand the Trinity relates to their inability to fully 

comprehend the inherent mystery. The essence behind Augustine's words suggests that 

wonder and awe are the desired outcome, rather than comprehension. Certainly this message 

of not being able to fully comprehend God in language is reflected in many theologians work. 

How do the lessons within the curriculum, structure children's conception of the Trinity, do 

they teach the material so that the children may remain silent? Do the metaphors result in 

silence from the children? 

In Year Four of the Religious Education Curriculum there are two main focuses in 1he 

teaching of the Trinity. These are Trinity as a Mystery, and Trinity as a Loving Community. 

The first part of this series of lessons the focus is on explaining what a mystery might be. 

Initially, the teacher finds out what the children already know of the Trinity. These responses 

would most likely include the naming of the three members of the Trinity, and a visual 

linage, such as the three-leaf clover. The teacher assumes that there is some knowledge of 

the Trinity. "Mystery" is introduced as being like a "bottomless pool". This comparative 
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metaphor provides a mental picture for the children to think about. The notion that a 

bottomless pool could not physically exist would probably not be picked up on by the 

children at this age. Certainly the "deep" connotations are deliberate and persuasive. 

Locating mystery and the Trinity with something deep (and black) might make the children 

think of other things that have those similar qualities. Possibly the universe could also be 

considered as being something mysterious and deep. The fact that the image is a 'deep' 

"bottomless pool" of water might encourage the children to suggest feelings they have 

experienced in deep water. Certainly, suggestions about being frightened of deep water could 

result from this discussion. These feelings of being frightened would be the results of an 

extended metaphor. The Trinity might be seen, as something that is overwhelming. Due to 

this, fear might be seen as being synonymous with awe and wonder. The ensuing discussion 

may see the teacher identify that these feelings of fear are linked directly to the mystery 

aspect of the Trinity. 

Here the conversation has gone full circle and the connotations relating to a supplementary 

metaphor are being directly associated with the original metaphor. These possible outcomes 

from comparing the Trinity with a mystery, are directed towards the children realising that 

the Trinity is something special and important. How creative is this comparison for the 

children? Certainly the idea of mystery being compared with a physical object, a pool of 

water, would see that the physical attributes about the pool become associated with the 

primary subject, in this case "mystery". The actual metaphor itself is operating more like a 

substitutional metaphor, than something interactional, or comparative. This is because 

"mystery" has not been given any parameters; it does not offer any assistance in 

understanding the secondary subject. In Black's language there is no "filtering" of the terms. 

Because the secondary subject is a physical object, the attributes of this are automatically 

attributed to the primary subject. Hence the offerings of the descriptors 'deep' and 'black'. 

The next step in this lesson is seeing the Trinity as a Loving Community. The aim of 

this lesson focuses on the type of relationship the three members of the Trinity have. The 

Trinity as a mystery is reintroduced and restated. Children are told that humans cannot fully 

understand the Trinity, but that there are things that we can learn from what we know about 
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the Trinity. Here the Trinity becomes a model for the loving relationships that the children 

are part of. There is the demonstration of a visual image of the Trinity. This demonstration 

is three overlapping hoops. This exercise serves to focus the students, highlighting again the 

three in one nature of the Trinity. The next exercise asks children to think about loving 

relationships they are in. Here the Trinity is employed as a model for loving relationships. 

This comparison results in the teacher explaining that God's desire for people is for them to 

love each other in a way represented by the loving relationship of the members of the Trinity. 

The use of the chapter from Mark's gospel, illustrates the working of the Trinity as a loving 

relationship. In this chapter Christ is baptised, and the Holy Spirit is represented as a dove, 

with God mmounces his blessing of Christ. Here all three members of the Trinity are 

involved in a loving relationship. Arguably the theology of the cross at the crucifixion of 

Christ represents more dramatically the intricacies of the relationship, but pedagogically the 

baptism of Christ is more appropriate in Year Four, in which the children are eight and nine 

years old. 

The irony that exists in the teaching of something like the Trinity is the need to 

provide understanding, but at the same time encourage the idea that it is something that you 

can not fully comprehend. Obviously, in the teaching of the Trinity, metaphors are vital. The 

Trinity itself is a metaphor for many things, but in the curriculum, the main metaphor is that 

it represents a model for a loving community. The "mystery" element in the Trinity is 

particularly important. The Trinity represents one of the most important Catholic beliefs. 

The aim in providing understanding about the Trinity requires that the children first view it as 

something that involves wonder and awe. This rather mnbiguous description relates 

admirably to the type of creative effects that catagorise fresh metaphor. This creativity is 

what essentially sparks off the thoughts and connections related to the metaphor. For this to 

take place, the metaphor needs to be allowed to suggest those connections. How much 

creative content exists in the use of the metaphor the Trinity is a mystery? In answering this 

question, several considerations need to be made. Firstly, "Trinity as a mystery" is not 

presented openly to the children as a metaphor. Instead, it is worked through in a succession 

of more micro-metaphors. In breaking up this main metaphor the teacher can introduce 
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particular images that will assist in the development in the understanding of the mam 

metaphor. Secondly, the micro-metaphors use physical objects as comparisons with what is a 

mystery. It can be suggested that the use of physical objects in comparison to innate things is 

more akin to a substitutional metaphor, than an interactive one. In this sense, the attribute of 

the "bottomless pool" directly crosses over to what is a mystery. Thirdly and most 

importantly, the presenting of micro-metaphors for mystery and the Trinity disables any 

creative results that may have existed in the original metaphor. Therefore, the original 

metaphor can be seen, not as the Trinity as a mystery, but the predated 'God as three, but one'. 

This is positioned closer to teaching a belief or literal truth rather than a didactic metaphor. 

Maybe it is a case of the curriculum accomplishing too much. In the teaching of the Trinity 

there is an argument for confusion and frustration as being the desired outcome of the 

lessons. Would it not be possible to allow the children to experience that sensation that 

Augustine referred to? At the same time are these expectations of children that should not be 

considered in a school curriculum. Indeed the Religious Education approach is typified by an 

emphasis on developing knowledge and comprehension, rather than a more experiential aim, 

such as a Catechetical approach might advocate (Seymour and Miller 1990, p.32). This is a 

valid point, but how does the language of the Trinity as a mystery in the curriculum present a 

'solved equation' to the children. The Trinity represents a mathematical impossibility (three 

but one), and this represents the mystery. The question then is how well does the curriculum 

present the Trinity as actually being a mystery? Have the metaphors used in the curriculum 

taken the mystery out of the Trinity? 

These are interesting questions to consider because they relate to the wider issue of 

children being allowed to demonstrate a free faith response. This will be considered more 

fully later. At this stage it is interesting to question- if the element of mystery in the Trinity 

does not exist, then is there a need for a faith response? Consider what the children learn 

about the Trinity. They understand that the three members of the Trinity make up the one 

God. The equation, three is one is posed as being a mystery. A mystery is thought of as 

being like a 'bottomless pool'. While there exists in this metaphor some room for creativity, 

the amount of heuristic activity is very limited, and it could be suggested of a diluted sort. 
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The entire discussion, in which the metaphor for mystery is imbedded in, is highly structured. 

A bottomless pool provides some connotations but it does not reflect the freedom that would 

characterise fresher metaphors. 

The second part of the lesson looks at the Trinity as being a loving community. Here 

it is clear that the knowledge of the Trinity and its inherent mysteriousness is understood. 

The Trinity represents a model of a loving community that can be seen as an example of the 

communities that the children participate in. This is a narrow acknowledgement of the 

different types of relationships that the children in the classroom might experience. The 

physical representation of the three overlapping hoops does arguably 'de-mystify' the Trinity 

further, but as a visual teaching aid, it is useful. Does this part of the lesson require children 

to make a faith response? 

The difficulty with a study of this kind is that it may over - or under - estimate the 

ability of children to respond through faith. At Year Four the children are nine years old. It 

could be argued that children of this age are able to see the mystery in things presented to 

them. With respect to the Trinity example, the element of mystery seems to have been solved 

by the substitutional metaphors used for mystery. At Year Eight the Trinity is re-introduced 

in the God Strand of the curriculum. At this stage it is used to teach about the Christian 

Tradition. The lesson proceeds to explain the different ways that people have seen the Trinity 

throughout the history of the Church. These examples include the Shamrock and other visual 

representations of the Trinity. The reference to the Christian Tradition lists other metaphors 

for the Trinity used throughout the history of the Church. They are from Augustine and 

Tertullian. They are listed as the Trinity as Fire, Trinity as a River, Trinity as a Plant, and the 

Trinity as the Sun. There is also offered a modem image, the Trinity as Loving 

Relationships. The four metaphors from Augustine and Tertullian provide differing 

metaphors for the Trinity. Each potentially has differing effects and would make the children 

conceptualise the Trinity differently. They are not fresh metaphors, but because of their 

competing differences it could be argued that there is room for children to create their own 

impression and thoughts about the Trinity. The resource is however not used for this 

purpose. Explanations of each metaphor are provided for the children. These explanations 
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are included to assist the learning process, but they clearly limit the room for creativity. An 

example of the explanations is the one offered for the Tertullian metaphor, The Trinity is a 

Plant. 

God the Father is likened to the hidden root of the plant. God the Son is likened to the 

shoot coming out of the ground into the world. God the Holy Spirit is like the leaves, 

fruit and new seeds that the plant bears. 

The inclusion of these explanations illustrates the structured approach that is reflected 

throughout the curriculum. In Year Eight children would be able to think productively about 

these metaphors for the Trinity. Interestingly, if fresher metaphors were used for the Trinity 

they may have come to a more personal understanding of the Trinity. This point relates to the 

objective of using metaphors in education. Didactic metaphors will present a persuasive 

argument for the thing being taught, but essentially they contain little creativity. In this 

example for Year Eight, children are required to present their chosen metaphor for the Trinity 

as a poster, but this should not be considered creative. The kind of creativity that relates in 

this sense to metaphor and language may only have come in the children having to construct 

their own image of the Trinity. Even then these images would not represent a truly free 

conception of the Trinity. This last point relates to the earlier lesson that 'de-mystified' the 

Trinity. In thinking about God and more precisely metaphors about a Trinitarian God, people 

are to a large extent constrained by their existing beliefs about who God is. Hence it may be 

argued that there are no truly fresh metaphors for God. 

The Kingdom of God 

A useful definition is included in the Glossary of the curriculum to provide understanding for 

teachers as to what these terms relate to. 

The Kingdom or Reign of God is a term used both in the Old and New Testaments to 

describe the saving and life-giving rule of God over creation and human history. The 

preface for the liturgy of the Feast of Christ the King describes it as "an eternal and 

universal Kingdom; a Kingdom of truth and life, a Kingdom of holiness and grace, a 

Kingdom of justice, love and peace". In the Lord's Prayer Christians pray that this 

Kingdom may come "on earth as it is in Heaven" ...... Christians are called on to take 

responsibility, both in the personal and the public spheres, for trying to foster the reign 
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of justice and peace in their own times and situations ("God's Desire for Humanity" 

1998, p. 41). 

This description highlights the main information that curriculum aims to teach children about 

the Kingdom of God. This example differs from the other two used in this study because the 

concept taught is particularly broad and encompasses many aspects about God's desire for 

humanity. Whereas the other two examples used focus on the teaching of two relatively 

distinct and tangible subjects, the Kingdom of God example offers another perspective on the 

role of didactic metaphors in the curriculum. 

The fourth lesson in Year Seven of the God Strand is entitled "God's work brings 

about the Reign of God on Earth". The Achievement Objective for this lesson is that students 

will be able to recognise that the gifts God gives to people can be used for the work of the 

Church to help bring about the Kingdom of God or Reign of Justice, Peace, and Mercy on 

Earth. As an Achievement Objective it is broken up into three specific Learning Outcomes. 

The first Learning Outcome is that the students will be able to recognise that the Kingdom or 

Reign of God is present when God's saving power at work among people brings about justice, 

peace and mercy. The second Learning Outcome is that children will be able to recognise 

that God desires the Kingdom or Reign of God to be for everyone. The third Learning 

Outcome is that children will be able to identify how people can enter the Kingdom of God. 

The main metaphor used in this lesson is one where the children are asked to think 

about an antithesis to the Kingdom of God. The children are asked to construct a 

hypothetical kingdom where the main goal is to make money. Throughout this exercise, 

children are asked to consider several things, including constructing laws and plans that 

would promote the making of money in this kingdom. Once this activity is completed, 

children are asked to consider the position of the elderly, the sick, and the disabled in this 

imaginary kingdom. The underlying message is that the Kingdom of God will come about 

when people show justice, peace, and mercy to other people. The lesson activities asks the 

children to discuss how they as Christians might construct a "New Kingdom" that recognises 

the need for justice, peace, and mercy. The children are given a guideline sheet to fill in. 

The function of this sheet is to direct the students into thinking about how the three qualities, 
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justice, peace, and mercy relate to the Kingdom of God. The metaphor is didactic in the 

sense that it has direct educational outcomes associated with it. The children are presented 

first with a kingdom that is an antithesis of the Kingdom of God. The suggestion inherent in 

this initial exercise is that this imaginary kingdom is similar to the world they themselves live 

in. The deliberate association of money to what gives people value and power is suggesting 

that the children recognise the differences between the Kingdom of God and the world they 

live in. The metaphor is not allowed to freely invoke any real response from the children. It 

is steered and worked through so that they move towards a clear objective. The additional 

use of the position of the sick, elderly, and disabled as signposts for the assessment the 

'godliness' of a 'kingdom' allows no novel interpretation, but just further consolidates the 

initial reaction to the first metaphor exercise. 

The language used in tlus lesson is requires a prior commitment by the children to the 

meanings of the concepts the lesson uses. "Justice, peace and mercy" are used as an 

instructional aid, assuming that the children have a clear understanding of how they relate to 

God's desire for Humanity. The association with the Kingdom of God being in parallel to a 

society where the accumulation of financial wealth is held as being paramount provides a 

direct comparison between New Zealand's society and the God's desire for 

His Kingdom to be present on earth. The additional use of the affective notions of 

marginalised groups within contemporary New Zealand provides further direct stimulus for 

the students. Although the results of tllis stimulus is not a new or more meaningful 

understanding, but instead a further cmmnitment to a set of assumptions. Another additional 

instructional aid is the use of the traditional prayer the "Our Father", with particular 

importance to the phrase "Your Kingdom come on earth as it is in Heaven". This phrase 

illustrates the Church's belief that God's desire for humanity is to bring about heaven on 

earth. 

Through the initial lesson activity, that involves the mock kingdom, children start to 

understand the differences between God's desire and the reality of contemporary New 

Zealand society. The students' commitment to the metaphor of a Kingdom of God at this 

stage is high, and thls is necessary for the lesson to achleve the aims it sets out to achieve. 
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The lesson builds on other similar lessons in this particular year in the God Strand, which is 

entitled "God's Desire for Humanity". The previous lessons that the students would have 

been exposed to include; "God Calls People to Grow in Virtue", "Becoming More Like 

Jesus", and "Using God's Gifts for the Work of the Church". The lesson entitled "Becoming 

More Like Jesus" reintroduces and builds on the concept of justice and its relationship to 

personal sin and the concept of Grace. It is important to refer to these earlier lessons so that 

an assessment of the language context that the Kingdom metaphor is used in can be made. 

By lesson four in which the didactic kingdom metaphor is used the students have already 

committed to associative concepts, namely justice, injustice, sin, and virtue. These are not 

the only lessons that have provided this formational knowledge for the children, but they 

directly precede the kingdom lesson. The fiduciary or commitment value in the language 

used in the Kingdom lesson rests in part on the students' commitment to the language used in 

these earlier lessons. 

The important effect of language with respect to a "free faith response" is how creative 

is the metaphor. The tasks that the children work through in this example could not be 

described as being creative in a heuristic sense. The constmction of a mock kingdom for the 

children highlights the inadequacies of a world where financial strength could be regarded as 

paramount. There is a certain amount of creativity endeavour in the task, where children are 

asked to prepare a policy for a new kingdom, but the additional aids that this task uses directs 

the children into thinking about particular kinds of interactions. Their responses are 

influenced by the need for them to account for the position of marginalised groups within 

society. This lesson arguably does not permit a free faith response, because its aims and step

by-step directional make-up does not allow for any type of creative response. 
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Chapter Four: Conclusions and Practical Implications 

The aim for this study was to assess the role of metaphor in the Religious Education 

Curriculum of Catholic Primary Schools of New Zealand with respect to their ability to 

pennit a "free faith response" from children. This final chapter will further apply the 

framework established earlier to the examples from the curriculum considered in the previous 
) 

chapter. There are three major parts to this concluding chapter. Firstly, an evaluation of the 

framework established earlier will assist in identifying its usefulness as a tool of analysis of 

the metaphors used in the examples. The second part of tlus chapter will apply this 

framework to each of the three examples, identifying the major types of metaphor used in 

each, and discussing the effect of these metaphors with respect to a "free faith response". The 

final part of this study discusses three practical implications of tlus research for Religious 

Education teachers in Catholic Primary Schools. 

The framework established provides a useful tool to investigate the effect that 

metaphor can have in teaching. The framework integrates the descriptive elements of the 

semantic theories with a pragmatic emphasis on the effect metaphors can have. It combines 

aspects of both semantic and pragmatic approaches to metaphor. It uses the descriptive tenets 

of the semantic theories of metaphor, whlle maintaining a pragmatic emphasis on the range of 

effect metaphors can have. Whlle it is primarily speculative and theoretical, it is nevertheless 

a useful tool with respect to metaphors used in the religious education cmriculum. 

The framework is based on a continuum that is inspired by the identifying criteria for 

metaphor suggested by Searle (1993). Searle argued that the difference between what a 

metaphor literally means and what a metaphor was intended to mean represents how 

metaphorical a statement might be. The continuum established held at one end "most 

metaphorical" and at the other end "least metaphorical". The effect a statement might have 

relates to its position on the continuum. 

discussed with respect to the continuum. 

Several important considerations need to be 

Firstly, what could be considered hlghly 
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metaphorical in one context may not be so in another. The statenient "I closed that door" 

could be taken as a literal statement meaning the act of shutting a door to a room in many 

situations. If the same statement was made in the context of a person discussing their recent 

redundancy from a place of employment, the same statement could be seen as a metaphor. 

This example is intentionally simple, but useful for illustrative purposes. Indeed most 

language contexts are highly orchestrated and structured. In the religious education 

curriculum, terms and concepts that may seem metaphorical to many people are in fact closer 

to the literal end of the continuum. "God the Father" could stand as a metaphorical or 

possible description of God, but in the context of the cuniculum, it is being used as a truisn:1. 

God is assumed to be the Father. This assumption does not however exists alone; a range of 

structural and specialised language accompanies it. "God the Father" as a concept, supports, 

and is support by concepts such as, "Jesus the Only Son", "The Holy Spirit", and "The 

Cmrununion of Saints". Each of these have systems of associated concepts and beliefs which 

may be more or less metaphorical. 

The second consideration is that Searle does not intentionally describe this continuum 

in his work. The continuum has been established from an appreciation of a variety of views 

of metaphor. Searle uses "literal statement meaning" and "speaker's utterance meaning" as 

identifying criteria of a metaphor. The continuum builds on this, but Searle's views are not 

solely responsible for the continuum. Kjargaard identifies three different types of metaphor, 

"present, imperfect and perfect". A consideration of this suggests that these different types of 

metaphor depend on how metaphorical a statement is. Black also identifies metaphors that fit 

the substitution, comparison, and interaction theories. Both Richards and Beardsley allude to 

the idea that there are different types of metaphor. The continuum that is established is meant 

to illustrate that each type of metaphor fits somewhere within this continuum. 

The continuum concept also provides some interesting parallels. Because the 

framework is based on a continuum, rather than a fixed stage-based theory, the notion of 

movement along the continuum is deliberate. This is to say the metaphors of any type have 

the potential to be used in a more metaphoric or less metaphoric way. Nevertheless, even a 

creative didactic metaphor would struggle to have more metaphoric effect than a comparative 
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or interaction metaphor might. Rather than replace the continuum concept, the framework 

incorporates this pragmatic element, that metaphor use is what determines potential outcome. 

This potential outcome being the effects that might inspire additional meaning beyond the 

literal meaning. 

A framework is needed because a continuum itself lacks any real explanatory power. 

The framework allows the examples of metaphor used in the curriculum to be positioned 

( along the continuum, while also classifying them into generic types of metaphor that have 

1 particular effects. Rorty's comparison between language and a coral reef inspires several 

J important inclusions in the framework. Firstly, if there is evolution, then there is 

development of some kind, and this would mean that the changes in language could be 

sketched out. These changes take the form of four stages in Linzey's Life-span themy. 

Secondly, Rorty's image of language evolution suggests subtle changes in the life of a 

metaphor. This is supported by his idea that these changes happen by the metaphor being 

"bandied about". Rorty's views also illustrate a one-directional aspect in language evolution. 

Metaphors are presented and developed through use, becoming more literal due to the 

weakening metaphorical effect. When these metaphors are seen as literal truths and 

assumptions, they have evolved into dead metaphor. Rorty refers to these dead metaphors as 

being the platfom1 on which new language begins to develop. Hence, the Life-span theory 

sketches the birth of a metaphor through to its death into literalness. An acknowledgment 

that metaphors naturally evolve towards literalness adds another important element to the 

discussion. Metaphors lose their freshness, and their metaphorical effect. Each time a 

metaphor is used, any ambiguity that exists diminishes. Therefore, the type of metaphor you 

use represents the starting point of its development within that context. Hence if a didactic 

metaphor is presented, its evolution will not naturally be towards the "more metaphmical" 

end of the continuum, but towards the "more literal". This suggestion has importance with 

respect to the type of metaphors used in the curriculum. If children are starting out with 

mainly didactic metaphors, future creative results from the metaphors is unlikely. Teachers 

should not then assume that children will respond freely once they understand the material, 

arguably at this stage it is too late, creativity must be an initial goal of religious teaching. 
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The framework consists of four generic types for metaphor: "fresh", "comparative" 

and "didactic" metaphor and metaphoric assumptions. Fresh metaphor has the highest level 

of creativity, then comparative, then didactic and then assumption. The term "fresh" denotes 

that this creativity disappears the older the metaphor gets. Fresh has also been used in 

comparison to an 'unexpected splash of cold water'. The effects of this type of metaphor are 

immediate, unpredictable, and memorable. The i1mnediate effect might be a novel response, 

maybe involving humour that highlights some interesting aspect of the context suiTounding 

the me<taphor. These unpredictable responses can in turn affect other people, and inspire 

them to see things differently. The subjects of the metaphor are seen in a new light. Fresh 

metaphor can also inspire memorable results that can continue to work as a defining principle 

later in the live of a metaphor. A truly fresh metaphor is rare this is because they happen 

mostly by accident. For if one was to attempt to orchestrated a fresh metaphor, the statement 

itself would not contain the highest degree of freshness. If a metaphor is purposely used to 

teach or explain something then it is contrived. The metaphor has a particular purpose. The 

person braces himself or herself for the splash of water. This is why it is easier to come up 

with comparative or didactic metaphors. Fresh metaphors must be 'untouched'. When they 

are made up with a purpose in mind then they automatically full into the comparative or 

didactic type. This begs the question why attempt to use "fresh" metaphor if the outcomes 

are so unpredictable? The reason why use of fresh metaphors should be attempted is that 

they responsible for a high amount of creativity. "Fresh" metaphor can permit a truly free 

response from people. There is no parameters or boundaries on what the possible outcomes 

of a fresh metaphor might invoke. Results of fresh metaphor are boundless, and it is this type 

of energy that continues to promote a metaphor through later development. 

The "comparative" type of metaphor has a different set of effects and is primarily used 

to explain something. There are however a wide range of types of explanation. At their most 

metaphorical end, the effect could be irony, contention or humour. These effects retain much 

of the creativity and freedom that exists in "fresh" metaphor. The effect is coerced but the 
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amount of this coercion is dependent on the purpose of the metaphor. A comparative 

metaphor that is closer to the less metaphorical end of the category would also have different 

effects. When a metaphor is used to explain something and there exists a 'logical hierarchy of 

connotations' between the subjects of the metaphor then the effect is less creative. This 

comparative type metaphor may better be described as an interaction metaphor, where the 

two subjects produce a new meaning based on this logical interaction (Black (1962) calls it 

"filtering") of associated meanings of the metaphor. While there is some creativity involved 

in this process, it is orchestrated and relatively predictable. The explanation that is conveyed 

by the. metaphor is obvious, as shown with the outcomes of the Covenant example. The 

effect of the process of interpretation could be compared to a painting by numbers. While the 

actual shades of the designated colours are up to the artist, the picture is evident once you 

start filling in the gaps. This sort of creativity could not be described of as a demonstration of 

a free response. 

The third type of metaphor in the framework is "didactic" metaphor. Didactic 

metaphor can be thought of as being highly structure language that has a predetermined 

outcome that is clearly evident. This type of language is synonymous with what is 

considered a model. Model as a language concept has a variety of differing meanings. Its 

use with reference to didactic metaphors relates to the type of model Black (1977) refers to in 

his later version of his interaction theory. This type of metaphor is part of a system of 

implicative complexes. Seldom are didactic metaphors presented singularly: rather several 

inter-relating metaphors serve to promote a clear message, as illustrated in the Trinity and the 

Kingdom of God example. The effect that characterises this type of metaphor is a 

commitment to the language used. The metaphors are presented as a set of substitutional 

metaphors where the effect is an accommodation of the model these metaphors collectively 

represent. The metaphor at this stage is highly persuasive in the sense that it has little 

creativity or ambiguity involved. The didactic metaphor does not even serve a useful 

explanatory purpose, because singularly the statements only denote qualities of synonymous 

didactic metaphors. The most creative didactic metaphors are when there is an interesting 
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analogy made between one model and another. This type of creativity exists solely in the 

realms established by the inferences between the two models. 'The brain is a computer' is not 

a new analogy, but an interesting example. The brain does indeed function in ways similar to 

a computer. Black pointed out that metaphors and the systems of connotations that come 

with them do not rely on factual knowledge, but on "associated common places". One does 

not need to understand the actual physiology of the brain to participate in this metaphor. 

These "implicative complexes" typically involve self-proclaiming philosophies that lack real 

explanatory force, and assume a commitment to the model-based meaning of the sentence. 

For example, 'the brain processes information as a computer, memory is accessed, overload 

has happen' are examples of a hypothetical 'brain as a computer' model. Within which there 

is no actual explanation of the make-up of either a brain or a computer. This type of didactic 

metaphor use is common, but frequently not seen as being an instance of metaphor. 

An example of a more creative use of didactic metaphor in the curriculum was 

Tertullian's the "Trinity is a Plant". Although the curriculum did provide an explanation for 

this metaphor, and hence extinguished much of the creativity that it might have inspired. A 

possible example of a creative use of a didactic metaphor is the analogy "the Trinity is a 

balanced diet". Each subject of the metaphor has a relatively stable implicative complex, and 

because of a novel association, a more free response may occur. The metaphor still has 

instructional parameters, but these are stretched to allow responses that may highlight 

different aspects of both the Trinity and balanced diets. The "least metaphorical" kind of 

didactic metaphor is when the statement is similar to an assumption. These metaphors are 

close to having the same effect as literal statements. The language has little additional effect 

other than what it literally means. The Kingdom of God example is this type of metaphor. 

The last type of language in the established framework is "metaphoric assumption". A 

metaphoric assumption is a statement such as "the sun rises in the morning". It has no 

creative effect other than what its literal meaning has, although 'the sun' itself does not 

actually rise. Metaphoric assumptions are statements that retain a metaphoric make-up. 

They typically go umecognised, and this denies that they have an additional effect other than 
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what literalness provides. They are of the type of metaphor that Turbayne (1962) describes 

as being 'believed absurdities'. In this sense, Turbayne suggests that these 'myths' still have a 

controlling influence over the direction of language. Rorty (1989) suggests a similarly 

poetic, but not so dramatic, thesis that fresh metaphors grow on the calcified structures of 

dead metaphors. This image suggests that dead language has a limited effect on the direction 

of present language. While I agree with many attributes to the model of language 

development and evolution that Rorty provides, I believe the potential role of dead metaphor 

in structuring future language is to some extent overlooked. The image of a coral reef could 

be altered. Metaphoric assumptions could be seen as the 'compost' that supports future 

language. Certainly, the recycling component of this image fits well with the coral reef 

analogy, but it also highlights that metaphoric assumptions do continue to assist structuring 

language even in death. Similar to how the quality and composition of compost effects future 

plant growth, so the importance of assumptions can effect future language development. The 

new compost image draws attention to the fact that some dead metaphors can retain 

persuasive qualities that assist language development4
. Richards suggested metaphors we 

avoid steer us as much as the metaphors we acknowledge. Avoidance is a normal outcome 

because of the nature of assumptions. The effect is that religious assumptions assist in 

structuring beliefs. This assertion may seem dramatic, but when a person commits the 

outcomes of a metaphor, which in turn acts more as a model, the outcome of this experience 

is further commitment. This is highlighted in the speculative example "the Bible contains 

food for the hungry". 

The next section examines the examples from the religious education curriculum 

through an analysis of the type of language used and its relative effects. The first example 

was the Covenant. This lesson is located in Year Five of the God Strand, entitled "God is 

Faithful". There is three major metaphors being used in this lesson. They take the form of: 

the initial introductory discussion, the comparison between the Treaty of W aitangi and the 

4 The different effect between assumptions such as 'the leg of a chair' and 'God the Father' is represented more clearly in 

this 'compost' analogy. 
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tenn "covenant", and the comparative discussion for purposes of creating a definition of the 

··· tenn "covenant". Each of these involves a comparison metaphor. The main purpose of this 

lesson as the achievement objective denotes is explanatory. The aim being for the children to 

develop an understanding of the term "covenant". 

The initial discussion activity asks what is involved in an agreement or contract. The 

discussion would produce some helpful ideas and introduce language that will later be used to 

construct the definition of "covenant". The exercise does not involve a direct comparison 

between covenant and contract or agreement instead the discussion helps establish a common 

basis of ideas. The next part of the lesson relates to a comparison between the Treaty of 

Waitangi and the term "covenant". The possible ironic implications between the two subjects 

would be evident to children of this age, many of whom would understand parts of the Treaty 

and its place in New Zealand's history. Children would be able to identify the seriousness of 

the document, but also that confusion existed, and still does, over the translation of the 

Treaty. Many children would also understand that Maori and Pakeha are working towards 

settling the dilemmas that this confusion has created. Instead of an exploration of possible 

extended comparisons, the suggested focus of the lesson is aimed at a straightforward 

comparison. Hence, the comparative metaphor 'the Treaty is like a covenant' reinforces the 

earlier made suggestions and that a covenant is a serious agreement that is between two 

parties both of whom understand the conditions or rules set down. This contrived 

. 
. 

interpretation is stated clearly in the third use of comparative metaphor in this lesson. The 

inclusion of a model for writing the definition of covenant builds on the previous discussion 

with one major exception. The inclusion in the model definition of a covenant being a "free 

gift" from God has some interesting consideration within the wider context of this discussion. 

The idea that a covenant is a "free gift" from God is in stark contrast to the literal 

meanings of the other descriptive terms provided for covenant. Questions that arise from a 

consideration of relating "free gift" with a treaty or contract are numerous. How are treaties 

between indigenous people and colonising powers to be compared with a "free gift"? How 

are contracts representative of a "free gift"? Furthermore, what parallels are there between 

recognising the confusion that existed for Maori in terms of the Treaty·and the confusion that 
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can exist for Catholics who have a covenant with God? It may be argued that these questions 

are too advanced for ten and eleven year-old children to understand, however a possible 

exploration of some of these ideas would add a more creative element to the lesson material. 

The concept of covenant with respect to being a free gift from God could be explored by 

examining how the Treaty of Waitangi was not a "free gift", but how a covenant with God 

differs from the Treaty. It might also be interesting for teachers to investigate similarities 

between the confusion of the Maori and being Catholic. This discussion might be particular 

beneficial to the children in developing an understanding of covenant. Even the concept of 

"good faith bargaining" could be explored with respect to the reasons for having a Treaty-like 

relationship with God. How might a Catholic "bargain" with God? These are possibilities 

that are not complicated concepts. All children by the age of ten will have experienced a 

wide range of relationships that depend on guidelines, rules, and responsibilities. The 

concept of playing fairly and honesty are clearly understood. These basic concepts are the 

foundation that the notion of good faith bargaining is based on. Using more appropriate 

comparisons could see more creative outcomes from the discussion, thus producing a fuller 

understanding of covenant and what it means in terms of having a relationship with God. 

The three main areas of the covenant example involve comparative based metaphors. 

The initial discussion establishes some related ideas about contracts and treaties. Then the 

teacher reads out what is a covenant, and appropriate connotations between treaties and 

contracts and covenant are "filtered" out, and presented as a definition. The Treaty of 

Waitangi is used in a highly restrictive way to demonstrate that both treaties and covenants 

are very important. Through the use of these metaphors children have acquired the 

explanation that the lesson aims to provide. It can be suggested however that the children are 

not free to respond to the concept of covenant and how it relates to their personal relationship 

with God. 

The second example is the Trinity presented in year four and eight of the God Strand. 

The earlier description of this lesson position the metaphors used in this example into the 

didactic type. In year four the children are presented with the Trinity being a mystery. What 
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a mystery is and how this relates to the Trinity is covered in a circular way. Neither the 

concept of "mystery" nor "Trinity" is investigated, instead they are compared to each other, 

and hence establish self-proclaiming philosophy: The Trinity is a mystery, Mystery is the 

Trinity. The instructive use of the 'bottomless pool' motif is not especially creative, and 

because of its inanimate origins is more substitutional than comparative. Substitutional 

metaphors are synonymous with a didactic use of metaphor. The second part of the year four 

material positions the Trinity as a model of community and family life, which is supported 

further by the inferences of the gospels. The lesson is strongly didactic. The children are led 

to a prescribed understanding of how the Trinity is a "loving community of three beings who 

are one God". There is an obvious desire for the children to acquire a clear and concise 

understanding of the Trinity. There is little creativity involved in the learning of this material 

by the children. The aim is for them to learn foundational material about the Trinity that will 

be built on later. 

The year eight material employs a slightly more creative use of the concept of the 

Trinity, but the effect is similar to the year four lessons. In year eight the Trinity is used to 

explain aspects of the Christian Tradition and how historically different people have 

explained the Trinity. A range of metaphors are used for the Trinity, they are all based on an 

analogy between the Trinity and a natural element, (ie. fire, a river, the sun and a plant). 

Each filters out similar aspects of the Trinity, and they demonstrate some of the potential 

ways that the Trinity could be presented. The activity that uses these didactic metaphors does 

so in a highly restrictive way. A possible activity that may have creatively challenged the 

children in this lesson could be for them to have developed their own explanation for the 

Trinity. This would still be instructive, in that the model of the Trinity has features (ie. three 

individual parts forming one whole) that would require reflection in another system of ideas, 

but there is room for some creativity. 'The Trinity as a balanced diet' has already been 

suggested, but also 'the Trinity as a well cooked meal', could highlight aspects of a Triune 

God that the children had not thought of before. Alternatively, if the children had been 

furnished with Tettullian's metaphors minus the explanation, it would have assisted in 

generating more creativity than is present in the actual activity. In this case the children 
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would have been asked to think about what they know of the Trinity, and how a particular 

image (ie. fire) may reflect the dynamics of the Trinity. 

The explanations provided by this material for the Trinity are being used in an 

instructive way. The metaphors illustrate how Catholics can learn how to relate to other 

people from the examples of the Trinity. The possible outcomes of the final discussion 

activity reflect that the metaphors for the Trinity are didactic. The mystery that the year four 

material refers to as being inherent in the concept of the Trinity does not have any significant 

effect, as the Trinity is now being used as a defined concept which can serve as a model for 

different relationships. The difficulty of comprehending the Trinity that Augustine referred 

to is not apparent. The prosaic use of the concept has detracted from the amount of mystery 

that may have existed in a limited way in year four. This is an example of how language 

concepts may evolve through use into a more literal term with a prescribed definition. 

The importance of the Trinity to Catholic belief means that the outcomes of these 

lessons will serve as an explanation of a vital part of what it means to be Catholic. The 

importance with respect to the Christian tradition is does the Trinity maintain a sense of 

mystery for Catholics? Arguably, the impossible equation that the Trinity represents is the 

basis of the mystery. How can three still be one? Explanations of this, such as the three-leaf 

clover, can provide clarity, but the process of investigating the mystery it the important 

learning outcome. For children to be able to respond freely in faith, they need something to 

respond to. The final point is if the curriculum's explanation of the Trinity solves the mystery 

inherent in the concept, would a free faith response be needed? 

The third example taken from year seven looks at the "Kingdom of God". This 

example illustrates the use of a didactic metaphor in presenting God's desire for humanity. 

The reign and kingdom of God on earth is the focus of the lesson, and the children are asked 

to explore the role they have in making this a reality on earth. The introduction of an 

antithesis to the kingdom of God is a creative way for reflecting on possible inadequacies in 

the world. The effect of which may see the children reflect on the 'kingdom' they live in. 

The children may identify structures, such as government, the help construct the world they 
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live in. The "Double M Kingdom" is used as an instructional metaphor in the form of an 

analogy. The lesson rests within the larger model of God's desire for humanity, and therefore 

in presenting this model in the lessons the individual activities are structured towards that 

larger aim. This is reflected in the guideline sheet provided (Appendix ?), which uses 

concepts covered in previous lessons. 

Didactic metaphor presented in this lesson in rests nearer to the assumption end of the 

continuum representing the effects of metaphor. It is an example of how metaphoric 

assumptions about God are presented in the religious education curriculum. The final type of 

metaphor used in the framework is difficult to categorise. Similar in this way to fresh 

metaphor, metaphoric assumptions are especially influential in religious language. The 

intrinsic relationship between religious knowledge, belief and faith means that much of the 

material taught in a religious education curriculum is assumptive in nature. The nature of 

these metaphoric assumptions does not leave room for creativity in teaching. Hence, the 

challenge is to present lessons that are as creative as they can be. The didactic metaphors 

used in the Kingdom example attempt to provide some creativity for children's responses, but 

this is clearly limited. A condition of lesson is a prior commitment to a Christian message of 

justice, love, peace and mercy. This commitment would be the obvious and desired outcome 

of prior learning of material in a religious education curriculum. Nevertheless how creative 

is an environment that requires and supports this prior commitment? Is a free faith response 

possible in this environment? Is creativity sacrificed for commitment? 
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Practical Implications for Religious Education teachers 

The final section of this study offers three practical implications of this research for 

Religious Education teachers in Catholic Primary Schools. 

Implication One- For children to be able to respond freely in faith, the teaching needs to 

incorporate use of creative language. 

Free faith response is seen as involving a personal decision to God's call. The 

Curriculum Statement (1996,p.37) states "God invites and calls, but always leaves the person 

free to make their own response". If this response were to be free, personal decision, and not 

coerced, then it would be assumed that there have to be a variety of responses available. If the 

material has one single interpretation, then a response to this material would not involve a 

personal choice. The response is not freely chosen, because there is no options of response 

available. Hence the material must be presented in a way where there can be a variety of 

possible responses. 

Metaphor has traditionally been linked with religious language. Not only because of 

the theological questions such as whether language can equivocally, or unequivocally be 

linked with God, but also because metaphor is a useful teaching tool. There are a variety of 

types of metaphor, and each has its own purposes and effects. This thesis has described four 

main types of metaphor. "Fresh" has been used to describe the most creative type, which can 

inspire a wide range of responses that can be unpredictable and imaginative. They reflect 

truly free responses from the participants. While "fresh" metaphors are indicative of an 

environment that would permit a free faith response their usefulness as a teaching tool is 

somewhat limited. This is because of their inherent unpredictability in the responses they 

inspire, and also that in language instances of fresh metaphor are rare. The continuum that 

was described in this study highlighted the idea that all types of metaphor have the potential 

to be either more or less creative. The implication for teaching is that there needs to be a 

variety of responses available for children to choose from, and furthermore the children, not 
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the teachers, should ideally generate this variety of responses. The use of "fresher" 

metaphors in teaching can inspire this range of free responses. 

Implication Two - The God Strand primarily uses comparative and didactic metaphors for 

God, therefore to maintain creativity these metaphors have to be "freshened up" by the 

Religious Education teacher. 

The ultimate aim of the curriculum wants "children to develop a relationship 

with God" that is dependent on "each child's free faith response". Also included in that aim is 

that children will develop this relationship "as members of the Catholic Church". This 

membership requires that the children learn what being a Catholic entails. There are 

teachings and traditions of the Catholic Church that have developed over time and are now 

seen as doctrines. A member of the Catholic Church needs to understand and acknowledge 

these doctrines. Therefore there is a role for didactic and instructional metaphors in the 

curriculum. The teaching of doctrine would have as its primary aim the acquisition of tllis 

knowledge for the child. One way to make these didactic metaphors more creative, and 

therefore more likely to involve a free faith response, is to alter the frame or model which the 

curriculum uses. The Kingdom of God example includes a creative use of an antithesis 

ldngdom, which injected some creativity into the lesson. What sort of response would be 

seen if 'Kingdom' was changed to 'chieftainship' or 'Chief Executive Officer'. While these 

tenus are not synonyms of 'Kingdom', they are more suitable for children in New Zealand 

schools. The ambiguity that may exist for teachers when 'fresher' metaphors are suggested is 

a useful indicator, that the metaphor will have creative results. 

Comparative metaphors have more potential than didactic metaphor, to be creative. 

While the general aim of comparative metaphors is to provide an explanation for the concept 

being taught, teachers can make this a creative process. The curriculum should be used more 

as a springboard for teaching, rather than a prescribed text. For this to happen successfully, 

teachers need to be aware of how the lesson fits into the past and future material in the Strand 

and throughout the curriculum. Because previous concept-knowledge is relied upon, teachers 
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should ensure that their outcomes remain similar to the lesson plan. Discussion with other 

teachers about the upcoming material would arguably provide some novel and fresh ways of 

introducing or developing the material. Many teachers will be already using the curriculum 

as a guide, rather than a strictly followed lesson plan, but even though this familiarity assists 

initially in more creative metaphors in the lessons, maintaining this "freshness"· throughout 

has inherent difficulties. One possible way to produce fresher comparisons than those used in 

the curriculum is to re-examine the metaphors in light of a new secondary subject. An 

example, such as the covenant and good faith bargaining throws new light on the existing 

concept of the covenant. This is a process of "freshening up" metaphor use. Arguably, this 

example is relatively conservative, but by taking a new secondary subject, and applying it to 

the primary subject as a comparative metaphor is essentially the most assured way of 

allowing children to respond freely in faith. This is because the inventor, or teacher, does not 

know the eventual outcomes of this comparison. Sources of secondary subjects are various. 

Regional, national and international events can commonly inspire highly creative and 

appropriate comparisons for God, for example a 'God's relationship is an Olympic event'. 

The metaphors do not need to take the form of an 'A is B' metaphor. Comparative metaphor 

use does not rest on a deliberate comparison inherent in the subjects, but it is easier to discuss 

these types as examples. Often children will provide creative secondary subjects for the 

concepts being taught. At times these subjects may seem initially inappropriate, but 

investigating these newly created metaphors can have highly creative and meaningful results. 

It is indeed a matter of faith, not on the part of the children, but the teacher. A faith to 

explore new ways of thinking about God, that may seem even comical at first, but through 

discussion can become more and more appropriate. It does not mean that teaching stops, 

indeed the teacher needs to be aware of when the discussion can be carefully steered back 

towards the lesson plan. This is necessary facilitating role that the teacher can take, but 

alternatively the teacher should allow children to make these movements back towards the 

metaphors used in the curriculum. 

Changing the metaphors is certainly a starting point. It is a reflective process that the 

teacher should be aware of. Those initial reactions to new metaphors are very useful 



80 

signposts for the desired outcomes. A Free Faith Response is a human act, which is not 

simply dependent on the acquisition of fixed knowledge. 

Implication Three - A practical understanding of metaphor will assist teachers in identifying 

the effects different metaphors have on the ability of children to demonstrate a free faith 

response. 

Teachers need to be aware of the types of metaphor used in the lessons they teach. 

This can come from an appreciation of what a metaphor is and how it works. This study has 

examined several philosophical theories of metaphor, but their practical implications for 

teachers of school children are limited. This research has shown that there is a need for 

teachers to "freshen up" the metaphors they use if they desire a free faith response from 

children. For the purposes of clarification there needs to be a useful explanation of metaphor. 

The difficulty with such an exercise is which theory to choose, as all have inherent problems 

and contradictions. One helpful explanation, influenced by a variety of metaphor theorists 

(Berggren 1962, Black 1962, 1977, Goodman 1968, Richards 1936), comes from the feminist 

theologian, Sallie McFague (1982, p.42); 

The distinctive features of alive metaphors can be smmned up in the following way; a 

metaphor is an assertion or judgement of similarity and difference between two 

thoughts in pennanent tension with one another; which re-describes reality in an open

ended way but has structural as well as affective power. 

Teachers should identify 'alive' metaphors, remembering that they can be in the form of a 

simple statement such as an assertion or a judgement. They may involve a similarity or 

difference. Typically, the 'permanent tension' is the ambiguity created by their literal 

association. This ambiguity represents the freshness of a metaphor. The outcomes of these 

live metaphors can help in alternative descriptions and explanations. This is not, however, at 

the expense of the "structural" power of the metaphor. The structural power of a metaphor is 

the main outcomes of the more literal metaphors. These comparative and didactic metaphors 

should still explain and instruct. The teacher's goal is for this not to be at the expense of the 
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"affective" power of the metaphor. The result of this affective power, that is the effect of the 

freshness of the metaphor, is closely akin to the desired response from children. 

The essential point is the need for teachers to find a balance in the teaching between 

this affective domain and the structural domain. That is, teaching the child what is involved 

in being a Catholic, while ensuring that this teaching is not at the expense of the child 

wanting to be a Catholic. Each of these dimensions reflects the continuum established in this 

study. There is a need for the Religious Education teachers to explain and instruct, but there 

needs to be a balance between the structural and affective outcomes of metaphor. It should 

be remembered that the "ultimate aim" seeks not only a free faith response from the child, but 

also that the curriculum is to assist the child to develop a personal relationship with God. 

Therefore the challenge for teachers is to maintain a balance; through being aware of the 

effects of the language they use, to know when and how to "freshen up" metaphors so to 

encourage a free faith response, and when to respect the structural power of the lesson 

material. 
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Achievement Objective No Z 

Children will be able to: develop an understanding of the meaning of covenant in the Old Testament. 

Learning Outcomes: 
The children will: 

1 explain the meaning of covenant in the Old Testament 
.:'};j~·~:·q:~d:~~:~,~~·~y;:·.~~~k.~~e~~re ·me .. 
.:;u:tdJ)~:.blitrn•fess~,: And :.1 will. make· · 

2 compare the promises Goq made to the people with the 

promises the people made to God in a covenant agreement · .::;fK~f;l~f~·~:;;~~1~:.·.m.e .. :~~~.:Y~~··.· ... ':· · 
;.,·excei;dlngly,.·"''"rter.ous; : .. .... ·.rr:., .... ;..... . . 

Preparation for the Lesson: 
Teacher Resource - God's Promises to the People of Israel, 

make into an OHT. page 22 
•::;~·!#~$·~::¥.:;~,*:':~~:·~: ,:;:·>:-:' :: . ·. . . :·: ·~:·:' :: :: ....... :.:.: : ... . 

• Overhead projector 

• Childrens Activity 3 
. . . 

Teaching and Learning Experiences: 

TeacherS Note: 
The term covenant has been used in the God Learning Strand, Year 4. 

This lesson presents the concept of covenant in a general way and does 

not refer to any specific covenant God made such as the covenants 

with Noah, Abraham or Moses. Lesson 4 will cover the specific 

covenant God made with Abraham and Lesson 5 the Sinai covenant 

that God made with Moses. 

• · Children do a Numbered Heads Together 

exercise, see Instruction page 34 to name 

what is involved when people sign a 
contract, agreement or treaty vvith one 

another : this could inClude classroom 

work or behaviour contracts. 

TeacherS Notes: 

If people wish to make a really serious agreement they usually sign a contract, a 

treaty or enter into a covenant. With a contract both sides write down the 

things they agree to and sign their names at the bottom of it. By law people 

have to do what they have agreed to on a signed contract. 

A treaty Is usually an agreement between governments of different countries. in 

Aotearoa New Zealand the Treaty of Waitangl - Te liriti o Waltangi is a very 

Important agreement. It was made In I 840 between the Maori people - Te 

Tangata Whenua, the people of this land, and the British Government who 

represented all the people who came to settle in Aotearoa from other countries. 

The Treaty of Waitangi - Te liriti o Waitangf Is a taonga tapu- a sacred treasure 

to the Maori people. Many early missionaries supported the Treaty and Bishop 

Pompallier, the first Catholic Bishop of Aotearoa New Zealand was present at 

Waitangi when the Treaty was being discUssed, though not at the signing. The • 

Church in New Zealand believes all people are called to respect and honour the 

promises made in the Treaty of Waitangi- Te liriti o Waitangi. Even though it was 

signed so long ago, it is an agreement which still stands between the Maori 

people and all people who ever come and settle in Aotearoa New Zealand. 

The most important type of agreement of all is found in the Bible, This is when 

the agreement is not just between two groups of people, but between God and • 

people. This special, very solemn or serious agreement is called a covenant. 

In the Old Testament there are many occasions when God made a covenant 

with the people of Israel. A covenant is a sacred and very serious agreement 

between God and Gods people. In making a covenantwith the people of Israel, 

God • Te Atua promised to be their God and to protect and manaaki- care for 

them. The people promised that God would be their God. But over and over 

again, the people forgot their side of the covenant and chose other gods instead 

Children and teacher discuss the meaning 

of a covenant with God for the purpose of 

writing a definition. This could include the 

following: 
a sacred and serious agreement 

contract, treaty, promise between God 

and Gods people 

a free gift - taonga from God 

Gods promise to be the God of the 

People of Israel and the peoples 

promise that God would be their God. 

Children agree on a definition of covenant 
for the Wall Glossary. . · 

Children look at OHT of promises God 

made to the people . of Israel and the 

promises the people made to God. 

Children choose any one of the Promises 

· and write it on card. Decorate and make 

it into a plaque to hahg on their wall. 

From the promises listed on the OHP 

children idefltlty how the people were to 

worship God and obey God, Children do 

a Timed Talking exercise, see Instructions. 

page 34, to name: 
how Christians worship God today 

ways people obey Gods laws and 

commandments today. · 

of the one God with whom they had made the covenant. God was always 

faithful to the covenant and when the people broke their promises and turned 

away from God, God would make a new covenant with them so that they could 

once more seek God, know God and love God. 

A covenant was a free gift- taonga from God who wanted to enter into a special 

and loving relationship with the people. In every covenant God made with the 

people of Israel, God wanted to be known as a God of aroha- love and mercy. 

When making a covenant with the people, God gave them commandments to 

guide them in the way they were to live their lives. The people were asked to 

do two things, to worship and to obey only one God, the God of Israel who 

was revealed to them as a God of love and mercy. 

~oll~~H~~t),C)~ a.nd: E~l.enslon . ·, f
---·-~--· . . . -·-------- "l 
Ac~h/ltl.esi/ < · ' · · . · I 

I · 'l:h.ild(eq'S Activity 3 I 
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'l 
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.. The. Trinity Is covered ih "the Fioly Spirit ~e"atiiirig_ Str~~it; Y~ck: 2; HolY,: Spirit' ~e<lrn'lng .Strand-Year .4: and ·.l.,l\:IU."·L.ectiTllrlO 

Strand_.Year.S .. ···· .. · .• , .• : .......... ·_.·::.,_·.··.-··::-:··:_ . ..-: .. ··.: ... :.-.·····'.:• ... :•·' · ... ·.·_. .. ·. _·:: ... ·.·.·._::. ,..,· 

·For Le~son _2 C::hilcjreri need to 'bring somethtng natural .tha.t. tf1ey treasure eg; a -stone, a shell;·. a feather.· a le<lf,.•9:.: · 

chestnut ·or acorn. or something made..frbm a· natural mat~rial, eg a bone carving, a wooden. ornament, a~ piece of" 

. pottery, a candle, a picture:. . · · : :·. : · . · . · . ·. · · . . : .. 

. For Les$on.3 you will need to collect plctures)mo·h.eadllnes depicting Ways people violate the tapu otwhenua . ... 

In Lesson .. 4.. the ·class go. or1: an'· ~·Exodus" as.'part of le_;:Jrfling. about .the Teh Commandments. The· teacher needs to . 

plan a: route for: this and~ notify paren.ts: arid,. s~hQOJ .. aqthorlties. ".if. neC.eS:sary, · . Child.ten · rieed to bring something . 

appropriate. for· an ·"israelite'~ tci ·yviear .ahd sqrne ·:suitable •food ·and dr.i.nk ·Jn. their. backpack. There is a sample letter ·. 

included ·as a TeacherR~sdurce. i~ U~ssorY:4 :pagE! 2 ~- w~iC,h' could be used to. inform parents about.what children ~eed 

for their "Exodus''. Jt. may .be·necessar:y_,,~c)· take .... sorne ·other adults .for :supervision if you intend.· leaving the schoql 

grounds. ·if. the weather Is ,Jriclemenfaf,y Indoor v.er~i(;:>fl. mpy .need tOo .Qe P!C!nn~d •. Teacher needs to. select,children to . · 
b~ Miriam, (Vloses arid Aaron .. :.!t. rj)ay_·b~.::n'~c~s:S~,Y.:to ).JSe one lesson to. plan C!nd pn!par.e this activity with: the class"' 

Teacher ni<W also like. to· rheik,e a c~r~_oo~.r:d)'ep![ca of the $tbne tabl~tswlth ·the'Ten· Commandments written on them. . 

As the c~ildren may::no:t know who·:Mo$~s;:i\:lron .and t'v1irl(lm are itil)ay be ct good idea tQ read ,the story of Moses'· 

· birth and the story of the ten:plagues:s6 •. th~:t the''thildren .. c~n.:u~der~ti:Hid the context of the .. Exodus· experience!·. rtie< 

pictures from the C[1ildr~'i1:s Blble.may~ be)ie!pful fof...the~ children to. Linder$tand the context of the events: ' . · ': ··~ ·. 

· It: may be helpful if the children.co~ldplay the .Exodus ·tametq help them become familiar with the Exodus story before. ·. 

the lesson. ·It is includeqas·aJeacherRes6L,Jrce pag~·ZO·with.thls·less.on. . ·. 
. . ' . ·~ . . •' . . .. . . ' . 

Achievement ObJective No 1 

Children will be able to: identify the Holy Trjnity, the Father; the Son, and the Holy Spirit as a loving 

community of three persons who are one God .. 

Learning. Outcomes: 

The children will: 
1 explain that the Holy Trinity is a loving community of Father; Son and 

Holy Spirit 
2 illustrate how the Trinity is shown in the story of the Baptism of Jesus. 

Preparation for the Lesson: 

• Read CCC 232-256 
• 3 Hoops 
• Scripture Reading Mark 1 :9-1 I 
• Picture of the Baptism of Jesus 
• Art materials 
• Caption cards 

Any suitable Childrens Bible with good pictures and text to read the following stories from: 

the basket Exodus 1 :8-2: 1-1 0 and the Ten Plagues 7: 1 7-1 0:2 9 - See Teachers Note above 

• Teacher Resource Exodus Game and Direction Sheet- photocopy on to light card as many as needed for small groups -page 

20, Direction Sheet page 19 
• Bibles, dice and counters- enough for each game group 

• Word chart for song 'Trinity Song' 

• Children's Activity 1 

Teachers Notes 

The Holy Trinity is a mystery of Christian faith that is about God. What is 

a mystery? Perhaps a mystery is like a deep pool that has no bottom. 

People can explore the pool and dive deeper and deeper into it. enjoying 

much that it has to offer. without ever reaching the bottom. Trying to 

understand the Holy Trinity is like that too. People can learn more and 

more about God and enjoy what God offers to them, but no-one will ever 

fully understand the depths of the Trinity. Not even the greatest genius 

in the whole world will do that. But God has revealed to human beings 

that there are three persons within the one God. Through the gift of faith 

given them by God, Christians believe in the Trinity- that God is Father. 

Son and Holy Spirit While people can learn more and more about what 

God has revealed. they cannot fully understand this mystery that they 

believe in faith. But people can grow in their capacity to love God if they 

respond to the divine love offered to them. 

Teaching and Learning Experiences: 

• Children share what they know about the 
Trinity. 
Teacher explains that people cannot fully 
understand what the Trinity is, because it is 
beyond what people can understand. People 
believe in the Trinity through the gift of faith 
which is given to people by God. The Trinity is 
what is called a mystery. 

• Children share what they think the word 
mystery means. It may help the children if they 
explore the idea of the bottomless pool. What 
could become known about such a pool? What 
would not become known? Why might we say 
that a bottomless pool is like a mystery? Why do 
you think we call the Trinity a mystery? 
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Achievement Objective No 1 · 

Children will be able to: identify the Holy Trinity, the Father; the Son. and the Holy Spirit as a loving 

community of three persons who are one God. 

Teachers Notes Continued: Teaching and Learning Experiences Continued: 

The three persons of the one God are in a loving relationship with one • Teacher explains that it is not like a mystery story that 

another. The Trinity is a loving community who are so loving that their gets solved in th~ end. That the one God is really a Holy 

Jove spills over Into the world so all people can share In it. Trinity of Three really distinct Persons, each of whorn is 

In Scripture there are many places where Jesus describes himself as the truly God is a truth the human mind could never have 

only Son of the Father; and that he is one with the Father. This shows known or even suspected if God himself had not told us 

how close is the relationship of Jesus with God whom he called Father. about it. And even when God has revealed this to· us, 

When Jesus said he was one with the Father; he meant that what he we will never be able to understand it fully because this 
mystery talks about God:S own Inner life and we will , 

thinks, is what the Father thinks, what he wants is what the Father never be able to understand all there is to be 

wants and how he is, Is how the Father is. understood about that. But we can learn some things 

The love of this living community of Father. Son and Holy Spirit who are because· God has revealed them to us and we can go 

one God, is poured out into the world. Jesus was sent by the Father on growing in the knowledge and love of God. 

into the world and by the working of the Holy Spirit brought the Good 

News of Gods love to all people, freeing them from anything that 

separates them from God. 
Before beginning his work of bringing the Good News of salvation to 

• Children devise suitable definitions for ·Trinity and 

mystery on caption cards and add them to Wall 

Dictionary. 

all people, the Gospel writers tell us that Jesus was baptised by John the • 

Baptist. In this Scripture reading there is a glimpse of the Holy Trinity 

active in the world. There is the voice of the Father speaking. Jesus 

whom the Father calls his Beloved Son and the Holy Spirit coming down 

on Jesus in the form of a dove and staying with him. 

Children place three hoops overlapping each other as in 

Children:S Activity I to illustrate how the Trinity Is three 

yet one. Children make captions naming each person of 
the Trinity and place in the hoops. Teacher explains that 1 

this symbol of the Trinity is not able to show the Jove 

between the Father; Son and Holy Spirit alive and active 

The amazing love that exists between the Father and the Son explodes 

into creation through the love and energy of the Holy Spirit- Te Wairua 

Tapu. That is why the Trinity Is called a loving community. 

Jesus gave this Spirit of love to the world before he went back to his 

Father. The Holy Spirit is the spirit of Jesus' love. 

The Exodus Game 
Directions for Players 

'To play this game. you need: three to five players, a Bible. one dice, 
mMkers For each player (coins, paper clips, different buttons, etc.) 

I. 
2. 

3. 

4. 

5. 

6. 

Roll dice to see who goes first (the player with the highest numberl. 
Players roll dice to find out how many spaces to move around the 
board. Move right around the board. 
If a player stops on a question. he/she answers while another player 
checks the citation in the Bible to see If the answer is correct. If the 
answer is correct. the player moves as indicated. 
If a player stops on a question and does not know the answer, 
he/she stays put until his/her next turn when he/she will look up the 
answer and tell it to the others. The player may then advance the 
number of squares indicated, but not roll the dice on that turn. 
Where "Extra Turn" is indicated on a question, it may be taken only 
if the question is answered correctly. 
Players must toss the exact number to land on FINISH. If. for 
example, the player needs to roll three on the dice to reach FINISH, 
and rolls four, he/she may not move ahead. First player on the 
FINISH block wins. 

in the world because it is not alive, changing and 

growing as loving relationships and communities are. 

• Children name some loving relationships or 

communities of which they are part including: 

their family-whanau 
their school 
their parish 

Children discuss with a partner what makes a loving 
relationship or community. Record ideas on caption 
cards and place them within and around the hoops. 

• Children compare what makes a loving community or 
relationship which they are a part of with what makes 

the Trinity a loving community or relationship including: 

The enormous love the Father has for the Son 

which is the Spirit. 
The loving relationship between the Father, Son 

and Holy Spirit. 
The sharing and outpouring of this love into the 

world. 

Because the Trinity Is a loving relationship or 

community 
God desires people to love one another. By loving one 

another people share in the life of the Trinity. 

• Children listen to the Scripture Reading of the Baptism 

of Jesus from Mark 1 :9-1 I and identify how each person 

of the Holy Trinity Is presented. 

• Children recall where the Trinitarian prayer format is 
often used, including the Glory be to the Father; the 

Sign of the Cross and common blessings. Use these in 

class prayer this week. 

• Sing 'Trinity Song'. 

• Children express in art, their image of the Holy Trinity as 

a loving community or relationship. 
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Achievement Objective No 2 

Students will be able to: recognise that the Christian Tradition reveals God to be a Trinity of three Persons, the 

Father - Te Matua, the Son - Te Tamaiti, and the Holy Spirit - me Te Wairua Tapu who as one God creates, redeems 
and sanctifies. · 

--------.. -~---~l'UIW\~-t:-1• _.,., .. --\ ... _.. ...... _. ..... I•~.,I"J'''~''"''""''I'•rto,••'.-·"-"<f,J.•.\o""'To .. ,•, .. 

Learning Outcomes: 
The students will; 

1 recognise that the Christian Tradition reveals God to be a Trinity of three 

Persons . 
2 identify images that the Christian Tradition has used to help people 

reflect on the mystery of the Trinity 

Preparation for the Lesson: 
• Read CCC 253-256 
• Plate, Standard whole milk, 3 different food colourings, dish detergent 

The grace of Our Lord Jesus 
Christ and the Jove of God 
and the fellowship of the 
Holy Spirit be with you all. 

Greeting at the Celebration 
of the Eucharist. 

• Teacher Resource- Images of the Trinity, photocopy and cut up for each group, page 24 

Teacher Resource- The Trinity- One God in Three Persons, p9ge 25 

• Word chart for Verse 7 of 'Heal Us Lord of Life'- Glory to the Father 

Word chart for song 'Mystery of God' Teaching and Learning Experiences: 

• Students' Activity 4 Students make the Sign of the Cross and explain why they 

Teacher's Notes: say "In the lli!ffie of the- Ki te ingoa ... " instead of in the 

The Christian Tradition reveals God as Trinity- one God in three names of the ... 

persons. This mystery of the Trinity is at the very heart of the • Sing verse 7 of 'Heal Us Lord of Life' - Glory to the Father. 

Christian whakapono - faith. Jesus said 'If you know me you • Students place milk in a fiat plate and add 3 different food 

will know my Father also .. . Whoever has seen me has seen colourings in 3 different parts of the plate. Then add a 

the Father' (John 14:7, 9). After his Resurrection- Te Aranga few drops of dish detergent to each of the food 

he appeared to his disciples and said ',As the Father has sent colourings and observe what happens. Draw the result 

me, 50 1 send you.' Then he breathed on them and said on Students' Activity 4 and write how this could be related 

'Receive Te Wairua Tapu' (John 20:21 _22), to what they know about the Trinity- The Trinity is three 
Persons in one God, Father. Son and Holy Spirit. 

From the earliest days of the Church, people have been (Students may recall doing this activity in Year I Holy Spirit 

baptised in the name of the Father. Son and Holy Spirit. But Lesson 5.) 

note - they are baptised in the name of the Father. Son and • Teacher explains how throughout the Churchs history, 

Holy Spirit - ki te ingoa o te Matua 0 Te Tamaitl 0 Te Wairua teachers have devised many ways to reflect on the 

Tapu, not the names, because there is only one God. mystery of the Trinity and how the Trinity is active and at 

Over the centuries the Church has tried to help people reflect work in the world. The above experiment and St Patrick's 

on the mystery of the Trinity. Many teachers have found shamrock image the Trinity as 3 Persons In one God but 

images helpful for this. do not show anything of the Trinity's relationship with the 

St Augustine imaged the Trinity as fire saying that fire burns world. Students work in small groups with one of the 

with brightness and warmth. To him the fire represents the images from the Teacher Resource, page 24 - Images of 

Father - Te Matua; the brightness of the fire shining into the the Trinity. Students prepare a visual presentation of their 

world, Jesus and the warmth of the fire, Te Wairua Tapu. image using art or drama. 

In the 2nd century an early Christian teacher called Tertullian • Students do a Think Pair Share exercise, see Instructions 

imaged the Trinity as a river. a plant and the sun. page 35, to name how the Trinity is present and active in 

He likened the Father- Te Matua to the beginning or source of the world now. Share ideas which could include: 

the river. Jesus to the water flowing out from the source and - creating the world and keeping it in being 

Te Wairua Tapu to the water irrigating the land and bringing - bringing life and aroha into people's lives 

forth fruit. - forgiving and saving people from their sins 

Or. the Father is like the hidden root of a plant, the Son is like - bringing people healing in body, soul and mind 

the shoot coming out of the ground into the world; the Spirit - strengthening people to live their lives with aroha, 

like the plant bearing the leaves, fruit and new seeds. rangimarie and justice- tika 

In his final image, the Father is the sun, Christ the suns rays - enabling people to bear fruit in their lives of Jove, 

touching the earth and Te Wairua Tapu, the one who changes peace, goodness, etc 

the earth with its light and warmth. • making people holy 

Today people are seeking to describe the Trinity in terms of • remembering the tapu of each person. 

·loving relationships - whanaungatanga. For example one Sing 'Mystery of God'. 

woman can be daughter, wife and mother in relation to the Include a Trinitarian response to students' prayer in class 

different members of her family-whanau. A man can be prayer. eg We ask this through God the Father, Jesus 

brother. father and grandfather. Each is one person, but relates Christ his Son and Te Wairua Tapu. Amen. 

in different ways in different relationships · whanaungatanga. 

It is important to remember that these are only images used to 

help people come closer to Te Atua and to appreciate the 

aroha of God as Father, Son and Holy Spirit - Te Matua, Te 

Tamaiti me Te Wairua Tapu. None of them can possibly explain 

fully the mystery of the Trinity at work in the world. 

Consolidation and Extension Activities: 
- Students' Activity 4 
- During classroom prayer, pray the meditation 

The Trinity- One God in Three Persons from the 
Teacher Resource, page 24 

Suggested Assessment Examples: 
• LO 1 & 2 Refer to Students' Activity 4 

, 



Images of the Trinity 

Imaging the Trinity as Fire 
St Augustine 

St Augustine imaged the Trinity as fire saying that fire burns with brightness and warmth. 

The Fire represents the Father- Te Matua. 

The brightness of the fire shining into the world represents Christ- Te Karaitl who came into the world 

The warmth of the fire represents the Holy Spirit - Te Wairua Tapu effecting change in the world. 

Imaging the Trinity as a River 
Tertulfian 

A 2nd century Christian teacher called Tertullian imaged the Trinity as a river. He likened the Father

Te Matua to the beginning or the source of the river. 

Jesus is like the water flowing out from the source into the world. 

The Holy Spirit- Te Wairua Tapu is like the water irrigating the land so it can bring forth fruit and 

· vegetation. 

Imaging the Trinity as a Plant 
Tertulllan 

A 2nd century Christian teacher called Tertullian imaged the Trinity as a plant. 

God - Te Matua the Father is likened to the hidden root of the plant. 

God the Son- Te Tamaiti is likened to the shoot coming out of the groun9 into the world. 

God the Holy Spirit - Te Wairua Tapu is like the leaves, fruit and new seeds that the plant bears .. 

Imaging the Trinity as the Sun 
Tertullian 

A 2nd century Christian teacher called Tertullian imaged the Trinity as the sun. 

The sun represents God the Father - Te Matua. 

The suns rays reaching down and touching the earth represents God the Son - Te Tamaiti. 

The effect of the light and warmth of the sun on the earth bringing change represents God the Holy 

Spirit- Te Wairua Tapu 

Imaging the Trinity as Loving Relationships · Whanaungatanga 
A Modern Image ~ 

A woman is one human being, but she relates to r:teople in many different ways. She is a wife to her 

husband. She is a mother to her sons and daughters. She is a daughter to her mother and father. 

You may like to think about yourself as one human being relating differently in different relationships 

as a daughter/son, sister/brother; friend. 

Teacher's Note: This page may be photocopied 
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Achievement Objective No 2 

'• 

Students will be able to: recognise that the gifts • taonga God gives to people can be used for the work of the Church 

to help bring about the Kingdom or Reign of Tika, Rangimarie and Aroha- Justice; Peace and Mercy on ·earth. 
:.- ._,.. ,•J>~.t-t.-...,,\.1"" ,•,JI.tll.>"lioll'l".'-10"fll':l' "1.:>1'~1'••0:':• ...-:·,.. -t/.\.ot'\• ... •,;,' '• .~ ........ ~ l'<l"O~,.,__,~, .... ~U>!r"'•HIM>l•I\:.U',.....,~Ht.t.'.k'oll\:..I>'J't>/j1l&ollo\>.\llhlt'"~U-1:~~~\nn"U.tlllo'<.W\W1.4 .r181of.l\.,~I<C.Io:.I:I~J4:.IU!lliA'li.Uol.'lot!'.._,.411'~ .. ,., 111,,_'\:Utol.lt.\r•#•. 

Learning Outcomes: 

Tile students will: 
1 recognise that Te Rangatiratanga • the· Kingdom or Reign of God is present when 

God~ saving power at work among people brings abot.Jt Justice • tika, peace -
rangirnarie and mercy - aroha 

2 recognise that God desires the Kingdom or Reign of God to be for everyone 
3 identify how people can enter the Kingdom of God 

Preparation for the Lesson: 
• Read CCC 542-54 7 
• Caption cards 
• Charts and pens to record ideas for each group 
• Teacher Resource - Policy to Promote , make an OHT or make copies for students to refer to, page 29 

• Overhead projector 
• Word chart for song 'Bring Forth the Kingdom' 

Teaching and Learning Experiences: 

• Students' Activity 4 

Teachert Notes: 
Jesus came to bring about the Reign or Kingdom of God - Te 
Rangatiratanga. 
In tile Liturgy for the Feast of Christ the King the Reign of God is described 
as "a kingdom of truth and life, holiness and grace • tapu and mana, of 
justice - tika, love - aroha and peace - rangimarie". This Reign of God is 
brought about by Gods saving power - Mana Atua at work among all 
people and throughout all creation. 
Jesus emphasised that this saving power of God is for everyone. The 
Kingdom is not just a reward for those who are already living good and 
virtuous lives. Jesus said he had not come to call the righteous, but those 
who were living sinful lives, so that they might be part of the Kingdom 
too. "Those who are well do not need a doctor." said Jesus, "but those 
who are sick" (Mark 2: 17). 
People can become part of Gods Kingdom in many ways. The most 
important way is through conversion. Conversion means turning to God 
in faith and love, and making a decision to turn away from sin and to live 
according to Gods law of love - aroha with tika and pono. This includes • 
recognising Jesus as Gods Son, and following his example. This is called 
discipleship. 
Belonging to Gods Kingdom means much more than words. Many 
people say they believe in God, or that they are Christian or Catholic. but 
they may not show this in the way they live (Matthew 7:24-27). People 
who exercise their mana use their gifts and talents; their time and their 
energy for the good of others and the good of the planet, are part of 
Gods Kingdom. People who do this are true disciples. Jesus showed this 
when he told the story of the Good Samaritan, a man whom the Jewish 
people would have despised because of his race and religious beliefs, but 
who lived Gods law of love towards his neighbour. 
There are many people who have never heard of Jesus, but who love and 
serve others whoever they are and without counting the cost to 
themselves. 
In one way all people are already part of the Kingdom, because Jesus has • 
given his life for everyone and all creation. By the saving power of his life, 
death and resurrection Jesus draws all people to himself. 
But people themselves still choose how close they want their relationship 
with God to be. The Reign of God- Te Rangatiratanga is already here, but 
it will not be here fully until the end of time when Jesus will come again 
and God will overcome all that is evil with good and tapu will be fully • 
restored. God:S people recognise this when they pray: "Your Kingdom 
come, your will be done on earth as in heaven". 

r-~:~~:~g~~~::~1::~~::~;;tf :,\~~i;~,~~;:~',l 
: . LO 1 Refer to policies.'for 'the new Kingdom:' and,Stu'dents: I 
· Activity 4 . · · ···. .· · ·. ·.· · .. · . ·. · :. · 1 

LO 2 Complete .. the sentence: God desires th~ Kingdom or \ 
Reign of God to be for everyone. · · · · ·. · · · · · ·.· · I 

LO 3 Refer to Students' Activity 4 . _ . . . ··~*Z; : 

Students are Invited to Imagine there is a kingdom not too 
far from this time and this place. There is only one policy in 
this kingdom MAKE MONEY. It is called the Double M policy. 
This policy is the only reason for living. It is the only purpose 
for any activity. It is what gives people value and power -
the more money you have the more you have of both. 
Everything that happens is rated on how much money it 
makes. 
The students are divided into 5 groups as citizens of this 
kingdom. There is one group to do each of the following: 

Make the laws for the kingdom 
List the mmt profitable ways of making money 
Plan ways students could make money 
Make statements about how people should spend their 
time 
How to reward those who make the most money and 
decide what to do with those who don't make money. 

Students record their ideas and share them with the class. 
Each group then makes a Team Statement, see Instructions 
page 40, about what life is like in the Double M kingdom. 
Remind students to think about how life would be for 
students, the sick, the elderly and the disabled. Display the 
Team Statements for all to share. 
Students imagine they are a small group of citizens in the 
Double M kingdom who can see the damage the ·Make 
Money policy is doing to so many people especially the 
groups mentioned above. They decide they want to change 
things and in small groups they decide what sort of kingdom 
they would like and they make a poster to advertise the new 
kingdom where promoting justice, love, peace and mercy 
are the key policies and values. This could be the beginning 
of the reVolution! 
In small groups using the Teacher Resource as a model. 
students make a policy for the new Kingdom - one for each, 
justice, love, peace and mercy. These policies could be . 
made into a song to be sung, or a slogan to be used to 
advertise the new Kingdom. 
Then each citizen is asked to reflect about their contribution 
to the kingdom and· write on caption cards one way they · 
can live out the policies by being just, loving, peaceful and 
merciful people and enter the new Kingdom. reacher 
explains that this new Kingdom is like the Kingdom that God 
wants for everyone and is the one which Jesus spoke about 
when he lived on earth. People can enter this new Kingdom 
of God by ... Students share their reflections about what they 
can do to enter the Kingdom of God. Teacher reminds 
students that both faith and good works are needed for 
people to enter the Kingdom of God. 
Sing 'Bring Forth the Kingdom'. 
Include the Our Father in class prayer this week. 
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·ri-

The following Guidelines are to help people live with _____ _ by: 

2. encouraging people to 

3. living as 

5. being more 

6. having faith in 

Signe(f _________ _____ ------···--- ___ ··----·· ...... . 

Teacher's note: This page may be photocopied or made into an OHT 


