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Ceneral Pditor's Comment

-

The history of é&uéationnl research and of scholarly
studies in education suggests that the field has beeny
almoat the exclusive prescrve of, third level academi
and of those engaged tn research agefcies in a profess
ional capacity. Rarely did schoolmen venture into such
choppy waters. It is very encouraging te note that in
this number of the journal, one-third of the paperxrs have
been contributed by either practising teachers or *
principals in primary or post~primary education. This, °
1 believe, is a very healthy development in Irish'educ-
ation and testifies to the 'extended professiaonalism!' of
our school teachers. - * )

T believe that educational research can sd‘ve to
inform educational pniigy as well as tmprove the quality
of life in schools and the effectiveness of the c@rric~
ulum, If educational research_is to be effective then
there must be a areater cross-fertilisation of enquiry,
supplemented by increased modes of cooperation and ,
apenness acsross our three tiere. system, We need 'mesh’,
particularly in teorms of curriculum research wheré
curriculum development is the goal: Tne recent establish-
ment "of the Curriculum and Examinations Buird presents us
with a golden »pportunity to achieve this 'mesh', allow-
ing as ¢t can, for primary, post-primary, third-level and
other acencies to come together in.a dynamic enterprise
which none e€ould achicve by workina alope. For fax too
lony we have bueen working alone and without liaison.

The first point ¢ff@ 1 wish to make concerns the

character and choice nc?rcsearch problems and topics.
Irelasnd is a small country with rather limited cducational

*  resources for research work. It seems to me that if
several researchers were to pool their resources, both

intellectual and camital, and attacked a common theme,

x
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or probles, then solutions will be found all the seonerx,
There seems to he'a research tradition of private, once-
off typé studics, whersby researchers follow theixr own
. whimg ar ideas in jgolation from the research community.
Would it not be eminently mole senstible to establish
inter;discxpltnary teans of rercarchers who might attack
seriocus curriculum problems from a variety.of perspect-
ives? Take for exénple the introduction of integrﬂt:d
sclience or social studies at junior cycle - philosophers
could discuss the epistemological problems Yhrown up by
’ the nature of integration; psychologists could seek to
establish the effects of integrated studies on pupils
_ in terms of learning and achievement while practitioners
. . waight discuss mcthodé and strategiesa for implementing
fntegrated studies in the curriculum.

The Curriculum and Examinations Board might draw
" up broad aims and guiBlelin®s for curriculum change. The
responsibility for curriculum development must then rest
with the 'school community' of admtnistrators, teachers,
parents, researchers, design experts etc. 1t is5 not a
task ror teachers acting alone. Wwhen proiects have been
completed, then it would be the responsibility of schools
' to interpret and 1ﬁplement these plans and to carefuliy
monitor and reconstruct these curricula in tems of the
schoul's needs, respurces and priarities. 1 suggest that
educat ional research has A priywity role to play in this .
. scenariv.  Sound research data wall form the bausis for
rational decision-making abcut curvicuium - afims, content,

-

methods and modes of evaluation,

Given the iimited nature of our resources should !
there not then be a greater conceftration of research on

. problems thrown up by the Lirief of the Curriculum and .
Fxaminations Beard? Research into modes of pupil ASGUBS~

mrent and programmes of social and polttical education? e

o

"l
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Finally, it seems to me that in recent years

responsibility ny curriculum decislons previously
made by cent authorities is passing to schools and
teachers. I ieve that this is essentfhlly right.

Schowl-based curriculum'sﬁvelnpment ig a new name for an
old idea. The philosopher of oducation, Alfred North
wWhitchead wrote more than fifty years agos -

each school should grant its own leaving

certificates, based on its own curriculum. .
The standards of these schpols should be

sampled and corrected. B the first

requigite for education reform is the

school as a unit with s approved

- curriculum based on it§ own needs, and

evolved by its own staff. 1

o/

It seoms to me that the establishment of the Curriculum
Board is a st»p in the direction of Whitehead's idea.
Thr reseatch community can help to achivve his dream, :

Jim MeKernan

Editor

Education Department
"University College Dublin.

- M

k Alized N.whitehead, The Adms of Education. {London:

Ernest Benn, 1932).
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el Edecational Stwdier, Volos, fo &, 1Y44.
THE EDUCATTON INQUIRY 1824 - 1B26 IN ITS SECIAL .
*  AND POLITICAL CONTEXT '

. »
Seamus O Canainn

. ' ~ :
The Education Inquiry of' 1874-26 was one of three
major government inquiries.into Irisk affairs in the
18208, A select commlttee of the House of Commons
praﬂ ed four reports on the st of Ireland hetween
1824-29, and a select cammtttg of the House of Lords
pro wced a furthlr report in 18N, Taken, together: these
repdrts are a study of the complfte 'Catholic question®’
as it was called, and laid the ground for the Catholic
Relief, Act O 1829, These 1nqu1ries-1n the couse of

thestr investlgatXQns examined the constituition undg}
which Ireland had been governed since the late seventeenth
ang éﬁrlg eighteeath centuries, and the principles and
percebtions of Catholic teaching which underlay it.

1t is within this context that the Education Inquiry
should be viewed. The government's interest was in
"tranquillising® the country and the role of education
within This preocess was well astablished, Education had
long been vierwed as a device for social control. It was
the instrument thrvouagh which respect for lgw and authority
was inculcated and through which 'morality' was taught.
Tt would cacouraye restraint and order. Howoever, At a
time of widespread disorder in the early 1820s, the state-
atded system of epducation was of no assistance because
Catholic children did not attend its schools.

The task of tihe Education.lnquiry was to bring these
children into the .education system. There was general
agreement on how such a system should be organised as had
heen demonstrated by the success of the Kildare Place

11.



Sorniety tn tes early years. What was at issue wa% control.
The Catholic Bishops had made it clear that they must have
sufficient control over the education of Catholics to
avoid interference with their relquong bel{efs.’

This wase not an aducational prbblem. This was a
profound constitutiopal! issur. Yreland was a frotestant
state with a Protestant constitution. The Penal Laws had
not been repealed. To grant sendor peositions of control
to Catholic Bishops in education, on a par with represent=
atives of the Established Church would be unconstitutional.
It is this constitutional {ssue which is at ihe heart of,
this broadly based investigation into Irish affairs, and °
this is particularly evident in the Education Inquiry.

u The starting po.nt for these investigations was sith
two 1ssues, wideSpread rural unrest and the activities of
the Cathelic Association,

Byral'disturbance.

Rural disturbances in Ireland in the early 1820s
derived from the crisis in agriculture which followed the
Napoleonsc war.2 During the war prices ana the value of
land had risen. Population increase added to the demand
for lund and widespread subletting was encouraged by *

landlords. Units of one acre per family wure not uncommon.
Standards of housing and cultivation declined as a pattern
of subsistence farming began to predominate.

With the fall 1in grain and cattle prices after the
war the fragmfmtation of farmes was reversed in favour of
consolidation. Landlords reduced the numbers of holdings
through evictions, and the corseguent hardship affected
noet only those whe had been evicted, but the iphabitants
of towns where they settled. High unemployment, low wages,
a poor and precarious food supply, -ombined with a rapid
increase in population made the plight of the ‘peasantry

12



‘very serious. ResistaaSE to the payment of tithes spread

particularly in Munster and parts of Leinater. Sacret
Societies, Gormant since the 1798 rebellion re-~emerged
and attackoed landlords, tithe proctors and their praperty.

Catholic Association

Irish scciety was also agitated at another level,
that of the Catholi{c middle class. This class h2d been
fogped since the relief legislation of 1778 had afforded
Catholics a greater opportunity to invest in land. These
oprortunities’ increased In the aftermath of the Union
when many Protestants left the country, selling their
estates to Catholics.” The fall in land prices after the
war had also conttibuted to the development of a class
which, while Cathelic, possessed considerable wealth and
was imhued with th- Radical democratic princy .s-of the
French Revolution. This claas had begun to move into the
professions and found that the possibilities of advance-
ment open to Jatholics were very limited, both by law and
by anti-Catholic bigotrv. MNx. A.R. Blake & Catholic and a
commissioner f education, interviewed by the Commons
Committee on the 5 .tr of Ireland observed that Catholics,
were placed below (v~ 2stants in Law.s Catholics could
not become MP's or Judges. On top of that Catholics and
Protestants weie both obliged to take ocaths which he found
offensive, These measures were seen to be essential to
the security of Protestants but no similar solicitude was
shown tuwards Catholics. As a commissionor of cducation
he had been required to take the usual cath. Then his
appointees, all Protestants had to take an cath which
declared that he, Blake was an idolator and that his
religion was supersticlious and idelatrous.

In the course of his interview with the same
Committee,4 Daniel O'Connell enumerated several other
avenues of advancenment dented to Catholiecs., In some Cases,

B
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the obstacles were € shrined (n law, in other cases in
prejudice,

Directorship of the Bank of Ircland, for example,
was open to Cathelics since 1793 yet not one Catholic had
heen appointed even though, in 0'Connell'spopinion, by |
far the greater part of commercial wealth in Dublin was
in the hands ot Cathelic merchants. Of the cledcks in the
bank, only six to ten were Catholics. Another such
instance of prejudice was the refusal to accept éatholibs
as freemen of the Curporation. Catholics whre not favourerd
for membership of Grand Juries even though they had equal
rights with Protestants in this area since 1793. He was of
the opinion that bigotry was rife and that the law wae not
enforced impartially. Most importantly perhaps, he
emphasised that the Penal Laws had not been repealed, as

. the law stoed, Catholics who failed or refused to take tﬁe
oaths required of. them in certatin circumstances élaced
themselves at the mercy of the full force of the Peral
Laws, since relief was conditional on taking the caths.s

While the agitation of the Catholic Association could
only benefit a relatively small number of Cathelics, its
activities had succeeded in raising the cxpectations of
all Catholics. Dr. Doyle, Catholic Bishop of Xiléare and‘
Leighlin when intervieved by the same committee made this
clear, when askoed whether the lower classes in Ireland took
any interest in the Penal Laws. He replied:

1 know of no class or description of
people in ireland who do not fee!l a

very strong {nterest in the repeal of
the Penal laws; those perhaps who
understand the nature of them least

are the most anxious for their repeal. 6

Education

The Fducation Inquiry has its place within the
gendfal anvestigation of these problems the wider 'Catholic

ERIC 11 ‘
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Quastibn'. The experience of Catholics dealing with
educational matters had not been dissimilar to the
picture of prejudice and legal obstruction painted. by
O'Connel. of the professions-gererally. Dr. Magee, Church
of Ireland Archbishc . of Tublin, when interviewed by the
Education Inquiry stated that he weuld not cf choice
admit a Roman Catholic to a school; not even to engage in
the literary fhstruction of Romsan Cathplic children. And
the more sincere and honest a Catholié was, the more
dangerous he would be.7 Thes views of the other Church of
Ireland Bishops were in substantial agreement. The only
circumstances in which the presence of a Catholic teacher ‘
in a school might be cunsidered would be in a mixed Lo
=school where he was licensed hy a @fotestant authority

and superintended by the local mlnisggr.s Jn contrast,

the Catholic Bishops were prepared to accep£ a systep of

mixed literary and separate religinus education.

. wWhat emerges from thr preliminary iu‘ggttqation of

the disturbances is that the grievances felt by Catholics

were a major centributory factor. The disabilities,

whether legai or preijudicial provgked discontent and

tithes provaked vivlence. Having de&ailed the arievances,
attention now turned to an investigation of the assumpt-

ions which anderlay the exclusion of Cathollcs frog‘}né
constitution, the Protestant constitution of the late U
seventeenth century.

This required an examination of Protes.ant porcept-
ians of Caéhalic teaching and an elucidetion of that
teaching by the Catholic Bishops. Specifically dealt with
were the nature of Catholic allegiance to the Pope, the
extent of Papal ppwer in temporal affairs and the
obligations Catholics had to keep faith with heretics or
non Catholics.

*

It was the Protestant perception of Catholic beliefs
in these areas that underlay the position assigned to

T~



Catholics wlthin the constitution and which had given_
rise to the "Penal- Laws.

i
.

Protestant Fears. - .

-

Itwas widely believed among Protestants that the
power of the Fope superseded that of *he civil authority
in temporal affairs and that Catholics were not at
liberty to disobey the Pope when a command was enforced
" by threat of exconmunxcatxun.g

If universal Papal supremacy were conceded the power
vested in the officé became of great importance. It was
believed that the deposing power of the Pope had not
become obsolete and could be exepcised at will agaipst. a
Protestant monarch. It had been invoked as recently as
the reign of James I in the opinion of one witness.'0 .

The third ares dff;ajot fear was the nature of ‘
certain catho{t& beliefs, p&ttiéﬁlarly in relation to
keepinq faith With heretics. Catholics it wag believed
were not obliged to keep faith with those their Church
regarded as heretics, The example of John Huss m&g\;ven.
Huss had been summoned to appear before the Council of
Constance (1414-18) under the guarantee of the emperor
Sigismund., When he appeared he was arrested and subse~
quently execti"ted.H If these perceptions of Catholic
beliefs were true then the yractical implications of
admitting Catholics to equality in the ronstitutiqﬁ were

very serious. ;'

There was the question of land which had ‘be’
confiscated at various times during the course 311‘&5!:
history. It was believed that parish priests had records
of original owners whose descendants were awaiting an
opportunity to repogsess them.‘z

There was also the fear that the. Catholic church

would seek to repossess herself of the property previously

N
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confiscated on behalt of the Established Church.

A third source of conceru, pﬂrtiqulariy for the
Church of Ireland was the fear of loss of status and the
threat of the comstitution 4{f Catholics were to a‘’tain
positions of influence and power.

In reply to these claims, Daniel 0'Connell referred
to the very sizeable investment of Catholics in forfeited
land since the Relief Act of 1778 and parficularly since
the Unton. As an attorney he had advised many to do so
given the ease with which title couldde traced. These.
Catholics could not wish to have forfeited lands reposs-
essed by the descendants of the original owness. The
wealthy Catholics would %e believed be ruined by 1t.13

On the fear of Catholic occupation of Church of
ireland property, assurances were given by Messrs. Blake
and O'Connell and the Catholic bishops that the Catholic
bishops entertained no such ambition.14 «

These ‘repligs.and particularly those of 0’Connell
on repossession of forfeited estates are of great import-
anee.  Ireland was ruled by laws and conventions which
had been devisad for a semi autonomous colony with its
own parliaﬁunt in the cighteenth century. The constitut-
ton had been supported by a resident aristocracy and the

Established Chuvrch was its spiritual aspect.
|‘ -

All the prf?cipal Catholic dignitayies interviewed
affirmed that the propensity of the Catholic Clergy was
towards an ungqualified submission to the law and to the

v
nwvvxumcut.IJ Dr. Duyle also assured the combittee that

a settlement of the Catholic question would bind the

interests of Catholics to the crown. '® ‘Considerable

emphasis i5 placed on these points by the Catholic
represent atives  to counter the previous claims of

" disloyalty.



&
‘Theése were the Cutholic responses to Praotestant
fears for their property in the event of the political.
emancipation of Carholics. 'The more profound questions
remained to be answered, the nature of the Catheolics upon
which the Protestant fears were based: allegiance, papal
authority And keeping faith with heretics. Thesce required
further gxamination not least because some of the Church
of Ireladd dignitaries interviewed had emphaaised that the.
opinion of enligﬁtened Catholic thinkers could not be
relied upon in view of the absolute power of the Pope oveor
: them-17 This was at the same time the heart of the Inquiry
. ‘seen as a whole,

* . ]

”

«Catholic Teaching Examined.

L3

The Reverend William Phelan, friend and confidant of
Archbishap Stuvart of Armagh sought to demonstrate that
objectively, regardless of the personal opinions of
individual’Catholics, all Catholics were obliged to do
‘"”J:MJLH.Jthgithey could to bring down the Protestant Church. He

yuoted a number of examples of what he had in mind from

a directory published by order of Dr. Murray, Archbiaﬁop

of Dublin, for the use of Irish Ecclesiastics. On the

feast of St. Mark,for instance the litu:gy of the Catholic

Church was clearly offensive to the Established Church.

The Litany on that day included the prayer: ". . . and

thou wilt be graciously pleased to bring the efforts of
: heretics to nothing”. What would happan in the event of

a war with France? The Roman Catholic clergy would be

obliged to pray, not for the success of British arms, but

for the success of France, - -ardless of personal
18

LY

feclings.

This attitudd was not the simple prejudice of an
individual, it was a fear that was rooted in the constit~
ution, the same fearxr as had bren expressed by the Reverend

»
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William E. King, Archbishop of Dublin writing in 1691.

Be had then glaimed that a Catholic monarch was always
ohliged by his roaligion to destroy his Protestant swbjects
even though his personal feelings might not coincide:lg

R TIRR

It is easier to femonstrate that every
Roman Catholic. king, .if he .thorovughly
understand hig religion, and do in

& earnest believe the principles of it,
.is obliged, if he be able tn destroy
hies Protestant subjects and that nothing
can excuse him from doing-it but want of "
power., ,

Neithey could Catholics in his opinion submit themselves *

to a monarch of a different religion.

A further point of interest is that both Dr. King in
1691 and Dr. Phelan in 1824 quoted the same evidence in
support of these views, drawn from the fourth lateran .
Couricil of 1215 and fiom the Council of Constance. These
attitudes clearly underlay the Protestant constitution
and had been current at the end of the seventeenth century.
In building =« constitution on them they had come to
underpin a social order, whose existence would be under
threat if they were discarded. Interestingly, a great #
deal of time w.s devoted to an examination of them in the
course of thesce Inguirtes, .

In the Educnation Ingquiry, the questioning of Irish
Bishops dwelt little on strictly educational matters.
Most of the investigation had to do with these central
political/religious qyestions! The Bishops were repre-
sented by Dr. Curtis of Armagh, Dr. ﬁurray of Dublin,
Dr. Oliver Kelly of Tuam, and Dr. Doyle of Kildare and
Leighlin, o

i

They were repeatedly questioned on articles from the
third and fourth Lateran Councils on Catholic allegiance
and obligations {0 heretics.z1 one article quoted from
the third Lateran Council went as follows:

-



By
-

~. That all those who are in any way bound
) to heretics should consider themselves
abgolved from all fidelity and obedience
_ Que to them so lony as they persist in -
R : their iniquity.
They were asked whether this could mean- that
Catholics were not obliged to chserve allegiance to the
. crown. ' Dr. Poyle, who did most of the speaking enphasil; .
: ised that what was referred to was a local problem which o
threatened both lay and ecciesiastical powers and the }
“  measures adopted,to counteract it had had the agreement of
both, Further queations on the measures adopted against ’
. the Albigenses followed and an effort to catablish whether -
decrees then promulgated 1n‘Farticu1ar circumstances still -
had general application. -

L]

Analysing the teachings of the twelfth and thirteenth -
century Cathelic Church in an Education Inquiry in 1824 ‘
seems at first sight'to be incongruous. But the questions

« put to the Catholic Biahop? represented the perceptions
held by Irish Protestants of Catholic teaching. It was
these perceptions which underlay the Protestant Constitu- .
tion and the Penal ngs. )

. T Additional topics dealt with included the fr..dom of
Irish Bishops to accept or reject Paper Bulls. The Pope's
power wag in Dr. Doyle'’s view limited vh the spiritual
domain and he could not for instance absolve Catholics
from oaths of alleqiance.zz o

These exchanges played an important part in prepary-
ing the way for what Gladstone, writing in 1874 was to
call ". , . the great and just concession of 1829%. That
concession without gush declarations wonld he belisved
have been far more difficult to entertain.23

The governmght was conéerned with a much larger
question than aducatipn simply. A settlement of the
education question would not pacify the country, rather
would it feed the agitation for the resolution cf other

<0

10




gt!evancel. In any case it could not be resolved under
the existing constitutional arrangement. Insofar as
education had a role it was essential that Catholics be
involved in it. The body which had hitherto been charged
with the education of Catholics had failed to secure this
involvement, . -

LY -

The Church of Ireland_

The Church of Ireland was & Church under siege.
Sarving a minority, composed largely of the governing
class and suppocrted by revenues paid mainly by the great
majnrity of the population which it did not serve, it was
ar. object of great hostility. During the existence of a
domestic parliament, it had been secure in its role as
the spiritual aspect of the constitution., It provided
the idecloqy of the society and its clergy formed a
distinct class within it with specific civil functioms.
The Church of Ireland parish was both a civil and relig-
dous unit, Most importantly, however, the clergy had the
tagk of providing moral instruction for the people, both
formally through control of education and by example in
the cennuﬁity. This role was one 0f great importance and
the stability and peacr of the community was seen to
depend on their ability to inculcate respect for the law
and the institutions of the state. In the aftermath of
the union the influence of the Church of Ireland began to
decline. In the absence of a domestic parliament, the
role played by the Church diminished. This was reflected
in the reduction to four of the seats held by bishops in
the House of Loxrds. The dependance ¢of the government obn
the ecclesiastical vote diminished accordingly. The
unton of the Churches of Ireland and England was to prove
of little help where disagreements existed on r.ttexs
which affected the Church of Ireland.z‘

¢
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" The Union itself vas .asgociated with ; rash of
political appointments to the episcopacy in rapayment of
debts 1ncutred in passing the act of Un;on, Irish
biahoprxcs bking within the governgfint'spatronage. As
ane author has pnt'it‘ln the esarly nineteenth century,
the Irish Bishops "... were not’an admirable body of -
eccleglastics.” ~25° AnotheT: guthor put it as follows:

Indeed given the methed of choosing )
the Church’s Leaders, {t car only have
scewad to many that the sur'vival of -
the Church of Irgland was in itself.an

avidence of the continuinq povwer of the
allighty to work miracles. 26

-
L]

Discipline apong paroéhial clergy was also poor and
ahsentesign ang piu:allty of benefices common. Sporadic
attempts po improve discipline were made from time to
time most notably duting the tenure of Archbishop Stuart.
appointed to Armagh in 1620. The method used to improve
residency underlined the weakness of the Church, since
the civil authority, the government, was required, first
in 1808, and again in 1824 to introduce legislition with,
in the former case, canonical sanctions and in the latter,. ...
civil sanctions, fines, to enforce the Church's standards
of discipline. Even with these measures there was little
improvement. Begqween 1807 and 1832 non-résidenta were
persuaded to reffArn at a rate of one per annum and the
pluraliets e reduced at the rate of two per annum.z7
der the circumstances the Church's ability
to discharge the functions vested in it diminished, 1In
the area of teaching morality it had clearly failed to .
attract Catholic children to its schools, and with the
outbreak of tithe resistance in the early 1820s it seemed
to provoke trouble rather than contribute to peacq,
requiring the enaction of Tithe Acts 1n.1823 and fi.

The Church was not 1
an attack when a heated p
in 1822, The debate

a4 strong position to repulse
lic debate began on its role
with a scathing attack by

22 ” ~
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“which assatled the Church of Ireland on all sides.

the’ two churches should play under .

Dr. William Mages, the Chureh of Irsland Archbishop of
Dublin on the "increasing hostility® and "open v{oégnce"
This was greeted am almost a declaration of religious war
by Catholic Bisaops. In the ensuing debate-tﬁa.principal
protagonists to emerge werea Dr,. Phelan of the Clurch of
Ireland, and Dr. Doyle of Kildare and Leighlin. Some of

" the areas of the debate were of a theological nature and

do not concern the subject matter of this puper. The
heart of the debate had to do uith_the respective roles

Px. Doyle directed his attack a® what he termed The
Church of Ireland's 'present establishment' a privileged

position requiring that Roman Catholics pay a clergy which

did not minister to them, The privileged pos{tion beld
by the Church of Ireland entirely unfitted its cl 2rgy to
act as a restraining and pousitive influence on their
comunities. -He instanced the current agitation over
tithes, agitation provoked by the existence of that very
privilege. 1t was the Roman Catholic clerqgy, not the
clergy of the Church ‘of Ireland who had restrained the
populatiog'during this period. The sacrifices that
people had been asked to suffer, perishing with hunger
nxtgh:nxdst of plenty should not, he claimed be attribut-
ed to the natural character and disposition pf the Irish
people.

No! Such sacrifices could only bhe the

fruit of religion pushed to an extreme

extension by the influence and exhort-

ation of a pious priesthood. 29
He argued that tithes, an “"odious privilege” would
continue to proaunte disharmony and division in place of
tranquilliety. To govern the Ixish by means of such a

gentry was an impossible task.

He asked bluntly what need the state had of the
Church of I;fland and concluded that it had no need except

o
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to teach morality to the people, a task it could not
digcharge;

The state has all the commonications

easy, diregt, open, herlroads, her poats,

her army. her magistrates, hex police.

She is everywhere felt. She does not o

need the aid of a Chuxv.. unless to teach

morality to the people; and your

: excellency feels, most sensibly, that in

place of aid, you receive from the Church

immense trouble; here she produces nought

to the governmext but thorns and brambles. 30

Dr. Doyle saw a legitimate function for a Church in

helping to civilize a society but he disputed most
forcibly the suitability of the Church of Ireland to
‘discharge such a function. Rather did he see the Roman
Catholtc priesthoodt filling tfis role of a "middling
.gentry®, and contributing to peace and stability as they .
had done during the recent pericd of agitation when
bishops and priests, Doyle himself included, had condemned
the activities of secret nocieties and had restrained

the ' r membera from violent actxvitxxes.s’

Dr. Phelan responded in like torms. Ht described
the attitude f the Catholic -Bishops as "an insatiable |
thirst for revenge™. Dr. Doyle was *a member of an artful
and domineering hierarchy, and the cheap, perhaps unconsc-
lous inatrument of a political faution'.32

The role af the Church of Ireland was to wed its
aristocracy of'épirxt. industry and intelligence as well
as the aristocracy of power and wealth to England and
things Engltsh, Eince the Union he believed, Ireland had
ceased being a colony:

oIt is legally a member of the great
British family, but it is not so
morally. What class of person is the
executive to have recourse to as a
means of effectipg a. change so
desirable? 33
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Ho discussed the options open to the State. Ruling
through a hereditary aristocracy was out of the guestion
on account of the high degree nt absanteeism. Resident

gentry of a secondary claass, aqent-. midadle men and so ha

forth were also unsuitable. A third possible group was
the Roman Catholic priesthood: *, . , J.K.L. hints as
much™. In Dr. Phelan's opinion hnvevofr_

Thelr power of* evil is greatex tpn oA
their power of good, The latte . '
particularly in a Frotestant state

axtends only to asts, not principles;

the former is almost interminable.

. Theé scctarian missionaries, "whom an unreflecting
philantrophy has of late ysars poured in on us” were also

dismissed. / \/
The only other possible group which could meet the ;

requirements of the situation was the clergy of the
Church of Ireland. Xt was the only group which could Le
religd spon to establish "a system of good principles and
good will”, ‘The twofold nature of their cslling suited
them ideally to the xole. In the first place they ':ad
the spiritual duty to minister to their flock. In the

~ second place they had a duty to all people in their

benefices arising out of their covenant with State.

He proposed that by eliminating administrative

_abuses and by maintaining existing incumbents "as respect~

fully as they now are” the country would gain ". . . a
class of mep interested above all others in the mainten-
ance of universal tranquility and good order'.’l

Both churches and the government regarded the civil-
iziny of the country and the teaching of morality as
legitimate functions of Churchmen. They disagreed
however, on the extent to which the Church of Ireland had
beun successful {n doing so and on the desirability of
baving the Roman Catholic clergy doing so. The obstacle
to have the Roman Catholic clergy engage in the activity



L 3
was constitutional, particularly so in the area of
education which was the prxncepal wreans of effecting the
policy. The consideration of rural unrest did require
however an examination of the wffectiveness of existing
agencies of prevention, and led inevitably to the
constitutfonal f{msue, in the interests of securing the
elasive goal of tranquillity.

This debzte had brought sharply into focus the
anomelous position the Chuxch’ of Ireland, as an Established
Church but representing & minority. The anomaly arose
from the extension of the principles of the British
revofﬁtxcn to a completely different culture and yield-
irg different results. FEdmund Burke had described it as
follows:

Iv, England it {(1... Revolution) was the «
struggle of the great body of the people éﬁ
for the establishment of their liberties
against the efforts of a sMRll faction

who would have oppresssed them. In

Ireland it was the establishment of the

power of the smaller number at the expensge

0f the civil liberties and properties‘of

the far greater part; and at the.expense

of the political liberties of the whole.

It was, to say the truth, not & i1evolution
but a conquest, whith is not *> say a

great deal in its favour. 35

This position had been tenable under the domestic
parliament but was now increasingly vulnerable under a
pragmatic government, which might well address itself to

Dr. Dovie's query on what purpose i served.

In the seventeenth and eighteenth centuries the
struggie against the fear of domination by Catholics had
not been incompatible with maintaining a constitutional
independence from Britain. 1In the nineteenth century
however this struggle could be maintained only by standing
opanly as an "English garrison."” 1In doing so, and in ita
explicit dependence on the government the Church of
Ireland was entrusting its destiny to the pragmatism of
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British politics, which was not beyond going over the
head of the Church of Ireland to treat with Catholic
Bishops. The strain of meeting the demands pilaced on it
by its constitutionul position had also taken its toll:

The qulf hetween what the Church of

Ireland profassed to be and what it

was, was so great that the whole

communion existed in a state of
institutional anxiety. 43

A

In contrast to this‘vas the growth in strength of
the Catholic Church from its position of great weakness
in the nineteenth century. It now held a position of

.considerable strength and .influence over its members and
had acted as a restraining influence in the recent
troubles.

In vying for the role of & "middling gentry" the
goal of the two churches was control of Catholic education.
It was this which would secur2 for them the position of
teaching morality to the people, which was the government's
interest in the matter. It was clear however, that
enabling Catholics to have control of their own education
was not a simple legal question but a profound constitut-
ional issue. To placé Catholics and by implication their
Bishops in positions of sych authogity would e;evéte the
Catholic Church to a positlon of equality ir a constitution
which was specifically Protestant, The ground was prepared
for this change in the course of the several Inguiries of
1824~26.

Education pelicy in IrelNpd in the ninctesnth ceatury
has been described as a device {for social engineering. 1In
examining the 1824-26 Education I'mquiry it can be argued
that the groond was laid therq for the largest single such
enterprise, the demotion of a al.class that had failed
and the creation of a new social class, the Roman Catholic
priesthood, whose task was to be the inculcation of
respect for the institutions of state and the Rule of law.

v 2Y




The Education Inquiry of 1824~26 contains the seeds
of a radical transformation of Irish society which vas
to lead on the one hand towards disestablishment and on

the other towards a position of considerable political
power for the Catholic clergy.

28
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Irisk Educational Studic, Vol.3, No.2, 1883, 9
THE SURVIVAL OF THE HEDGE SCHOOLS ~ A LOCAL STUDY

James Hoban

- [

Prior to the introduction of the national school
system of education in 1831, the vast majority of the
Irish children, received their primary education, in
what were termed hedge schools or private schools. For
‘Bany years before the arrival of the state sponsored
‘system, there had been a growing consensus among }nier—
»egged parties, that what Irxeland needed was a more
highly developed and organised system,to replace’ the
often haphazard and irregular education being pursued
in these hedgg schools. Historians have tended to
concentrate on the development of the national system,
to the detriment of research into the whole area of the
hedge schools. :

The results of my research in County Roscommon raise
issues which are at variance with the generaily accapted
picturea of primary school education at this time. The
ndtional schools were introdused very slowly and indeed
forty years were to pass before the system had gained the
confidence and acceptance of the people. During this
period a considerable number of the hedde schools
continued to educaté, and between the ydars 1831 and 1851,
less than half of the school~going attendance in
Roscommon went to a national pchobl. This naturally
implies that slightly morxe than half of the primary
school children of the county attended schools run by
private individuals. The purpose of this paper is to
exanine the position of the hedge achoole in the County
of Roscommon during the period 1831-1871, a period during
which the national system made proéress,'hut pot without
some stiff opposition from the more successful of the
hedge schools.
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The Second Report of the Commiseioners of Irxish
Education }nquiry for 1824 revealed that there were 308
achools in the county1 of this number thers were 242 pay
schools. These schools were described as “unconnected
with any soctiety, and held by the individuals for their
own profit®. This meant that the pay or hedge achools
were over 79 per cent of the total number of primary
schools in the county. The number of children attending
these schools varied in accordance to the Reman Catholic
and Protestant returns to the'Commission but on the
assumption that the Catholic figures were of greater
accuracy - due to the greater presence of Romyn Catholiec
clergy in the county -~ I have accepted gheir attendance
return of 13,269 in these schools.

O\

. The national system of education,was xntrnduced in
1831, and in t835 the Commission .of Public Instruction
presented its repodt., The total number of pri-ary
~ sclicols was 125, but of this number only ‘six ‘wWere
national schools. This suggested tha® natidnal sghools
reprasented a mere 2 per cent’of the schodls fn the
county, and educated oﬁly 4 per cent of the school-going
population., However, the number of schools described as
hedge schools wag 189 with 11,500 pupils.z Th -~ schools
were specifically referred to ak.such’ih the report, and
were supported by the contributions of the children only.
These contributions varied between the different parishes,
and the subjects taught by the teacher. e

v

. The chief'shbjects taught weke:£;ad1ng, JrXting and
arithmetic. The'fee'for writing varied from 11p to 16p
per quarter with reading and spelling costing lesp.
Isaac Weld noted how in Killukes parish "the sum of 3/&
{17p) Has paid for children leaxrning accbunis, and 176
{(7p) for spelling and reading.” -3 N

The average annual s ary from the National Board,
for teachers in County Roscgmnon was £10.00, and in some




areas this was atded by Mocal contributions and subscript-
ifons. Richard Wallis taught in Tarmon national school

and received "£8.00 per annum from the Board; £4.00 per
apnum, and half an acre of ground from several respectable
inhabitants of cAstieren'.4 However, in many instances
the local aid given t 8 the salaries of teachers in
national schools was Bmall and T.J.McEliigott has noted
" that “Poverty of the people made regular payment of salary
most uncertain and when the people found that the state.
provided money for the teachers-they relaxed their efforts ,
to do s0".' In a hedge’school in Athleague the teacher .
Edmund Burke received "the contributions of the children,

about £78.00 per annum®, whille in, Fuerty the teacher

Jbhn Rooney earned £22.00 from the children's contribut-

tons.® 1n Baslic achool the teacher Thomas Dwyer received

"the contributions of sqme of the children, from 7p to

17p per quarter each, amounting to about £35.00 per annum'.’
While, many hedge school teachers in Roacommon received

such less than this, it nevertheless, illustrated the .
sacrifices made by the people -~ despite thelir poverty .

stricken conditidns -to support the hedge school master

in their own areas, and was evidence of their great

respect for these schools. ‘

It was stipulated by the«National Board that one
thixd of the cost of building and €fitting a pational
school would be raised locally. This often proved most
difficult because of the extreme poverty of the population.
The First Report of the Commissioners for Inquiring tato
the Conditions of the Poorer Classes in Ireland for 1836
revealed the terrible social conditions within the
county. Referring to the living conditions it noted that
ih areas around Camma and Kiltoom they were "little huts ;
without any furniture except stools and. pots; built of
stone and mortar very uncoméortahle, the straw coveging
being so seldom removed, the fireside consequently damp
and filthy and the inmates squalid.. Bedsteads unusual
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and in all cases n&st uncomfortable beddinq'.a The N
result of this poverty was to slow up the progress of the -
national system of education. In 1835 an application wag .~
made to the Board for aid towards the building of a
schocl honde in Cornasier. By 1837, howewver, the
commissioners had cancelled all grants to the scheol
becausté the applicant had not proceeded with the work -
within a reasonable period of time.’ This delay had been
dug to the applicant's difficulty in raising any local

aid towards the school.

Conditions within thé national schools were often .
very bad, and in the summer they tended to be overcrowded, -
as many more children attended them. The strongest
complaints at this time concerled the great lack of
school furniture and eguipment. Very few schools had
desks or indeed a blackhoard. The inspector's report for
Donamon school in 1837 stated that “this school was
labouring under disadvantages from want of space and

suitable school furniture®.'® Within the hedge schools
conditions were genérally no better and wmany such schools
were held. in "mud cabins® or "wretched hovels”. A large
number of schools were also conducted in chapels and the
hone of the teacher with ihe result that scme of thess
private schools were indeed superior to the overcrowded
and badly-equipped national school. '

In 1834 a model training school for teachers in
national schocls was opened in Dublin. This was to
pravide a three month training course for teachers, bdut
very few attended from County Roscommon in the period up
to the Famine. In 1837 it was reported that the teacher
Michael Walsh of Carxick "although trained in the model
school was ignorant and 1nattentive,"‘ while in
Kilteevan the inspector noted that the'mistress Eliza
Moran “"writes and yeads badly, she will do no goeod”. In
Athleague the teacher did not understand English grammar,

34
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while in Cornafulla the teacher Prancis Durney -~ who had

,atteaded the Rodel school ~Y"uas a confused answerer

‘, which arote from his deticiency as a scholar®, 12

Lks/

Reporting on the teacher in Finner, the inspector used a
word, which was much beloved of the inspectors at this
time, stating that he was "middling in the conduct of

the schndi.‘13 A large number of teachera in these
national schoools were not properly trained, nor indeed
suited to the occupation, which meant that a hedge school
with a reputable teacher still attracted many school~
going children.

Catholic reaction to the national system, which had
been favourable at first, changed during the latter half
of the 1830s and many of the clergy urged a great
transformation of the system. The most outspoken critic
was Archbishop NcHale of Tuam who attacked and denounced
the system openly. 1In 1839 the Commissioners of National
Educaticn noted that the systen 'has lately received a

check in one district thraugh the efforts of a Roman
Catholic prelate,. . . . several schools in these parts
of Calway and Mayo in which he exercises spiritnal
authority, have ceased to be in connection with us”,
Part of the diocese of Tuam comes within the county
boundaries of Roscommon, and it was noticeable that such
areas of the county did not have any national schools
until many vears later. The parish of Moore which lay
within the Tuam diocese had no national school until the
late 18505, bearinag ample testimony to McHale's influence
in these parts of County Ro~common.

15

By 1841 there were 32 national schools in the county,
and the number of children on the rolls of such schools
accofding to the Commissioners was 3,558.m Oonly Longforad
and Lefitrim had less national schools than Roscommon, and
the national system had failed to make dramatic inroads
into the primary sysStem of education, with the result that
hedge schools were still educating the majority of school-
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children. This fact was demonstrated fu by the
census reporxt of 1841, In the prisma hools there
were 6,185 boys and 4,533 girls, which meant a total of
10,718 children attending such schools. Regarding the
validity of this number the Commissioners noted “these
numbers we asserted from returns filled up by the master
or mistress, oxr other head of school, which gave the name
and ages of the children who actuwally attended during
the week preceeding the day of enunmeration. We thus
endeavoured to avoid the excess which results from giving
the number on the roll of the school, while by extending
the attendance through a week, we hoped to avoid all
absence arising from the particular season to be allowed
for‘.‘7 The reports of the Commissioners of National
Education always referred to the humbers on the rolls of
the schools, thus presenting a rather false picture when
we wish to examinre the numbers in actual attendance at
this time,

The Commissioners of National Education Report for
1841, reported the number of children on the rolls of
national schools in the county as 3,558. The census gave
the number of children attending primary schools as
10,718.'® This implies that only one-third of the
childzen attending schools in 1B41, actually attended a
national school. When cne further considers that a
large discrepancy always existed between the numbers on
the rolls, and attendance, then there is the real
possibility of national schonl attendance representing
much less than one~third of the total. The same élcture
emerges when we examine the number of teachers in the
variocus schools. There were 35 teachers in national
schools, but the census report noted a total of 299
schooltéachers 1in the county. This in fact meant that
264 teachers taught in schools other than those connected
with the National Board. Allowing for the schools of
Protestant sSocieties and the Church Education Society,
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the figures reveal the siqnrificant role still played by
the hedge schools in education. Bince hedge schools

generally haél one teacher, the number of such schools in
the county at that time was between 130 and 140 schools.

The famine of 1846 was no respecter of schools or
teachers, and all schools suffered badly. Many reports
at the time referred to its effects on gducation. In
Kilmore school the "scholars paid nothing, but expected
that once the famine ceased a number would be able to
pay 1d wnekly“.‘g In Crosna the manager “in consequence
of fever in the vicin!ty of the school, has moved the
scholars to the chapel”, while in Keadue Peyton the
Wschool was closed in consequence of teacher's death'.zo
The worst excesses of the famine were experienced during

the year 1847 when the Commissioners noted that the
number of children on the rolls of national schools fell
from 9,634 in 1846 to 6,130 in this year.z‘ These
figures also revealed the significant progress made by
,the national system during the first ha{f ﬂgg the 18.0s,
when there was a8 very noticeable increase i the number
of children on the rolls of such schools. County
Roscommon experienced the greatest decline in attendance
at primary schools in Connacht which demonstrated the
fact that this area suffered some of the worst effects of
the famine. Durcan stated about the natiq:.al schools that
the famin. "deprived teachers of their fees, expased them
to disease, placed them in the position of workhouse
porters, and when the relief ceased, left them with empty

schools, the regular pupils having gone elsewhere'.zz

-

The distribution of food by the British Relief
Assoclation had interfered with the operation of the
national schools. In Roscommon this resulted in a
massive increase in attendance with the number increasing
from €,130 in 1847 to 12,669 in 1848. Commenting on this
Durcan stated: "The inducement to the children to attend
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under the pretext of education encouraged €fraud, and not
being able to distinguish between charity and a bribe,
the school became agsociated with the latter, and the
usefulness of education $tself was overlooked'.zj This
overcrowding only led to further discase among the
teachers and children, as well as interfering with the
discipline and efficiency of the schools.

The hedge schools were also affected by the famine.
In 1846, however, these schools were very much in
operation as many inspertors noted. Raporting on the
application for aid towards the building of a national
schonl in Knockcroghery the inspector noted that there
was "A school in the village under the Church Education
Society and three hedge schools - the first 15 not well
attended, but the hedues are crowded®. Earliegr in the
year the inspector reporting on the Strokestown district
referred to “five or six cabin schools in the neighbour-
hood attended by about thirty each®.?? paturally these
schools lost considerable numbers during the famine, and
many of them closed. The position of the hedge school
teacher was more vulnerable than that of the teacher in
national school, and whereas a hational school would
possibly re-open or regain its number after cthe famine,
the hedge school generally clased down with the teacher
unempioYed. For many such teachers, the only alternative
may have been eRigration. However, many hedge schools
survived the ravages of the famine, as we can see {rom an
examination of the census report of 1851.

The population of the county was returned as 173,436
which was a drop of just under a third on the population
figure of 1841, The number of school-going children was
12.131.25 The Commissioners of National Education Report
gave the number of children on the rolls of national
schools as 10,519. However, the actual attendance in
these schools according to the eensus report was 4,308,

-

-
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which represents over one third of the school-going
. children. Private schools of which the majority were
hedge sSchools contained 3,408 children, or 2B per cent
of the school children. The national system was now
making clear inroads into primary education, and during
the decade from 1841 tou 18%! had taken over as the main
agent of primary education within the county, educating
the greater number of school-children. Nevertheleas,
the census reported 70 national schools in operation and
116 private schools, which meant that there were still
more hedge than national schools in the cougty.

The Commissioners of National Education in their
annual Report of 1851 had shown 114 teachers employed in
the counry,zﬁwhilo the census gave the number of teachers
he£e as 293, When allowances are made for teachers in
Church Education Socciety schools, and some other schools
in the area, the number of teachers in national and
hedyge schasls were almost equal. Many of the schools in
the national system were two-teacher schools, whereas
the hedqge school continued to he tanght by one teacher
only., The hedye schoois had not totally disappeared
with the advent of the national school, but continued
side by side with tt, until eéﬁntually the bhetter
financed and organised state system of educe’:oﬂ took ¢
over completely in the late naneteenth century.

Many parents continued to send theix children to a
hedoe school despite the presence of a pational school
1n the arva. In 1848 the inspector reporting on a
national school in Aughnadery wrote that there was
"a hedae school in the area which does no good to the
national scheel.” In 1856 at Clegna the inspector
reported that “the manager hopes *o overcome the ignorant
preyudice against national schools among parishionera'.27
He proceeded to criticise the parishioners who sent
their children to inferior schoaols, while noting that
these schools without proper furniture or eguipment had
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twice as large an attendance as any national school in
the area. In 1859 the inspector's report on Rathmile
school stated "I find the people have a remarkable
predilection for the ordinary hedge school, and hence
there is as yet an unwillingneas to send their children
to the national schocl.'zs When examining this “remark~-
able predilection™ there are a few points that require
further consideration.

-

' The first age the observation: made by the
inspector Mr. J. Patten on a visit to a number of
national schools in the county in 1850. 1In general he
found the premises good, but instruction varied. 1In
Elphin girls’ school he noted that "reading and spelling
ar¢ not good, writing indifferent, arithmetic merely
commenced, proaress of the children is poor, and little
explanation given™. At Mount Allen schodl there was
"little progress made by the children in any of the
branches,'29 The standard of teaching and education in
somt national schools was very low, with the result that
a good hedge school still attracted many of the children.

Yet another important consideration was the
attitude adopted by some teachers to the new system. At
Knockvicar the teacher of the local hedge school was
approached by the curate to join the national school
system.  Jo reply the teacher re-emphasised his deter-
migation to remain cutside the' gystem with the
vbservation that "he would teach what he liked, where he
liked, and when he liked®, Implicit in this statement
is the freedom that teachers in hedge schools enjoyed as
opposed to the strict and narrow quidelines laid down
for national teach$rs by the Board. These atrictures
extended from teachers avolding all fairs, markets, and
meatings, to their general appearance and moral values.
There were numerons references to the fines levied on
teachers for neglect of scheol, irreqularity of attend-
ance, fabrication of accounts, and poor punctuality.
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The greaatest pressure on the national school teache:
concerned the vexed question of religion, and with the
Roman Catholic and Anglican clergy so diverse in their
attitudes to the system, the teachers were often the mere
pawns in the game. As the majority of school managers
wera Catholic priests they tended to frown on any
Protestant intervention in the school. This wAs revealed
in Tarmon in 7850 when the manager had the teacher
dismissed for allowing the protestant rector take shelter
in the school porch from a shower, of rain.so In schools
where joint-patronage existed, the religious rivaley
often left teachers without any income for long periods
of time. A religious cdhtrovaray in Xnockcroghery meant
that the teachers there were not paid for a year.31 All
this displays the problems faced by teachers in national
schools. They were the lowest rung of the educational
ladder, and lacked the respect of managers and inapectors
alike. Nany teachers in hedge sthools who retained the
esteen and confidence of the people were not prepéred to
enter such a system, and relinguish their freedom.

By 1861 there were 159 national schools in Roscomron
with 14,983 pupils on the rolls. The census report of
that year gave the number of children in attendance in

.primary schools as 10,58832‘wh1ch suggested that just

over one quarter of the age group Srom five to fifteen
attended a school in the county. The census reported
that 6,870 children attended national schools, which was
much less than the number on the rolls of such schools.
The number of children in private schools was 2,539 which
consisted of 2,331 between the ages of five and fifteen.
The difficulty when examining private schools, is to
discern the number of hedge schools contained in this
category, as many of these private schools were assisted
in other ways, aside from the contributiona of the

children. It is very clear from the figures, nevertheless,

that the national schools now contained the vast majority
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of school children. The number of schools according to
the census report uQ,.zsa, and of this the natiopal
schools were now in the majority. For the first timm
the number of national schools outnumbered the hedge
schools. The private schools comprised 189 of the total,

.and although the hedge school formed a significant

proportion of these, it was increasingly evident that
they were losing to the national system. Tb: census of
1841, 1851 and 1861 had all displayed a trend, which
emexrged even moxre forcibly in the lattexr half of the
18608. This trend portrayed the national system moving
into a position of strength with the hedge schools '
consequently declining. There was no: .i/iculty in
obtaining accurate figures for numbers of naticnal
schools and children attending during this period.
However, the hedge schools proved more difficult, and
whether deliberate or.otherwise there was little
reference to these schools in reports of the time.

It is very rewarding then to examine the Royal
Commission of Inguiry into primary education of 1870, as
this report makes specific references to the hedge school.
There were 231 primary schools in County Roscommon, of
which 167 were national achaols.33 The number of
children attending these schools of the National Board
was 9,935, Private schools were alsc referred to and the
number of such schools was 35. This consisted of 21
assisted schools and only 14 unassisted. The latterx is
of chief interest to us, as this {5 referred to as the
hedge schools in the report. Commenting on the latter
type of school the Commiasioners noted “Notwithstanding
the growth of national and other schools in which the
school fee is not more than one penny a week, and the
payment of even this small fee is not always enforced,
the Constabulary have returned under the name of hedge
schools, 117 schools in Munster, 43 in lLeinster and
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4¢ in Connaughit, the teachers of which depend for sheir
1ivelihood on school fees”.?? The report gives grudging
recognition to the fact that soms hedge schools continued
in existence, 40 years after the introduction of the
national schools.

in County Roscommon there were 14 hedge schools.

‘referred to in the report, but three of these had been ;

discontinued. The attendan~e in these 11 schools still
in oparation was 435 Roman Catholic children, and in .
Cloonfad, Fairymount, Gortaganny and Drusmad the numbers
attending had increased. Eight of the .edge schools in
the report had been in operation in the county in 1824.
The :eachers in them had changed during the period 1824
to 1871, but so important had the achools become in the
community, they caontinued to educate the children of
their areas into tha late 1800s. rurthermore, Roscommon
had the highest attendance of pupils in hedge schools in
Connacht at this time,

The underlying reason for the continuance of such
schools in any area of Ireland, is that they were

, regarded by the parents as good schools, offering the

basis of a sound education in the children, and taught

by a teachex who had the respect and esteem of the people.
It is this which accounts for the reports £inal obser-
vation which read "there are still some poor people
willing to pay for the education of their children even
where facilities are offered of obtaining a much superior

education gratuitously in matinnal and other nchaola'.35 -

The hedqe schools had been an integral part of
primary education in Ireland, long before the introduct-
ion of any state system of education, and had imparted
the basis of a rudimentary education to the Catholics
during the worat excesses of the Penal Laws. As such
they had gained the loyalty and respect of vast numbers )
of Irish people, and the teacher was regarded very highly
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An the community. The introduction of the national
system posed a great problem, however, as better
financed national schools extended through the country-
side. The hedge schools declined considerably as any
comparison of the ff{gures will show us. 1In 1835 there
were 189 hedge schools, but this had fallen to a mere
.11 schools in 1870. Nevertheless, despite the mushroom-
ing of the state syetem of education, a number, albeit
very small, of hedge schools continued to exist into the
latter years of ‘the nineteenth century, a testimony if
one i8 needed of the character of‘ these schools,
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THE CHRISTIAN BROTHERS' DISCONNECTION FRON THE T '“&i
NATIONAL BOARD, 1936 : y

Ddnald Herrdn

s —

The setting up of the National Board, set out in
Stanley's letter of 1831, permitted the Govexnment to
grant-ald educational provision in Ireland. On accept-
ance of the Rules of the Commissioners, connected schools
could receive grants toward building, furnishing, texts !
and teacher salaries.

The principle of combined secular and separate
religious instruction was a centxal feature of this
systenm of grant-in-Aid. Anonqst“ths groyps
misgivings about this primciple, were the Cnrdgtian’
Brothers, founded by Edmund Rice, in 1802, for
education of poor boys in Christian pieiy and in li®grary
instruction. This instruction was gxatuitous.

In common with the many parish pay-schools, the
Bchools of the Order were in Btraitened financial
circumstances in the 1830s. Despite the mistrust of the
proposals because of the restrictions on ruligious
1nstruction,1 Br. Rice, on the advice of Dr.Muxray,
Archbishop of Dublin and Commissioner of the’Natiopnal
Board,”? decided to apply to the Board, on 8 trial basis,
for the connection of some of the Oxdex's schools.

The Commissionars, at a meeting in Pebruary, 1832,
reqularised the procedures for the connection of Nuns'
and Brothers' schools and cleated the way adminisiratlvaly
for the connection of such schools.3
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Connection -

Beven of the Christian Brothers' schools were
connected to the Board in 1832 and 1833, Six applied as
a4 regult of Br. Rice's decision and the seventh, Ennis,
1ndapenden€1y. Table i1 sets out tla details of the
connections. :

-Fable t  Christian-Brothers’ Schools connected with the - - -—

National Board
. . Arplicants 4 Pupils
Roll tay | Lay |Clergyjon " | Teach~
No. School Cath | Prot | Cath Roll ers Date
746 |Mill #t. Dublin 4 14 12 609 2 14.6.32
741 {Nth Richmond St 3 10 9 m 6 28. 6 32
645 |Mt Sion, ’
. Waterford 8 15 '3 630 3 25,8, 33
639 8£:Patr1ck'sifl ‘ ,
640 |St Patrick's{(2), 8 15 3 184 2 25.8.32
Waterford »
623 |Dungarvan’ © 3 12 9 | 519 4 23,9.32
446 |Ennistymwon 1 18 11 | 287 4 1.1.33
443 |Ennis (vVested) 5 1Q 13 478 ’ 3 1.9.3)

Source: Third Report of the Commisasioners of National
Fducation, 1836, (48), H.C. 1836, wuxxvi.
Appendix x, pp. 34-35, and Roval Commission
into Primary Education [Ireland}, Vol. VII,
Returns rfurnis the Nat onal Board,
{C6-vV1), H.C., 1870, xxviii, pt.v, section xiv,
p. 379, =

a

The monies received were not inconsiderable. One
school received a buildkng grant, three received fitting-
up grants and all seven received grants toward salaries
and school requisites.5 Though the amounts were small,
they equalled, in most cases,the total other resources of
the housgs.6
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Connection with the Board, with its pecuniary
nﬁvantaqes, implied compliance with ite Rules, Adherence
. in three areas was a spurce of frustraticn to the
' ‘Brothers and each of thess will be looked at: the rules
relating to Religious instruction, the Board's control
of texts for use in schools and the public's right to
visit schools in connection with the Board.

. Beligious Instruction: Religious instruction, was by rule
separated from secular instruction. It was to take place
on one or two days set aside for it, and, 1f wished,
daily. but either bufore or after ‘ordinary school time'.
‘It was not until after a Rule change in 18387 that
religious instruction was permitted at one intermediate
period. Also forbidden, after 1838, was the right of any
vigitor to question on the area of rengion.8 Davotional
practices and religious emblems were forbidden duxing the
period of secular instruction.

s Many of these requlations were in opposition to the
practices developed by the Brothers in their schools.
Religious thought and fealing imbued their schools and
lessons. Religious objects, hourly prayex and mid-day
raligious instruction were features of school. The
Brothexs' and the Board's perspectives on religious
instruction, and its place in the school day, were
different. Hith these differences developed conflict,

It would sppear, that though there was some conflict
between the Board's inspectors and the Brothexrs, it was
not as great as the conflict within individual Brothers
themselves., Blake describes this inner conflict:

.»« & majority of the Brothers felt
demoralised by the pretence of obeying
the Board's rules exactly and yet
surreptiously teaching religion at the

pre~1831 times at regular 1nta:vals
during the day. 9

A
This inner conflict was aggravated by the misundexrstand-
ing by some of the Brothers about Br, Rire's intentions

N
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in connecting the schools to a Board with such constrain-
ing rules.'? this conatraint was further reinforced by a
vigilant public and the Board’s own inspectors.

Visitors: The Board's inspeactors were the most regqular
visitors, and between them and the Brothers, Ffitzpatrick
Rays, there were "satisfactory relations, frequently
cordi.al."1 Qccasionally, an inspector had to reprimand
for a failure to coxply with the Board's Rules’z but
overall the Brothers kept fairly to the Rules of the
Board, The Nill Street school, Dublin, devoted one day to
religious xnntructxon13 and all sava one, followed the
Board’s recommendation in regard to the reading of the

Scripture Le-aons."

Howeveyx, under this visitation entitlement, the
Brothe¥s did suffer some harrassment, as some members of
the put.ic, malevolently motivated, wished to find the
Brothers compromised in relation to the Board's rn!es.'S
The rule change of 1838 concexning visitors was too late
to rectify this objectxun‘s as the decision to disconnect
had already been taken.

Texts: The Brothexrs' own Lesson Books, sonme of which
were available from 1826-1828"' were not used in the
schools connected with the Board. The Board at this timn
reserved to itself this right. An inspector wrote of
the Brothers'’ Lesson Books, when they applied to the
Boaxrde-

The Books of the Christian Brothers are

not such as they can sanction in a

National School for general instruction. 18
The Brothers adopted, when they became available the
Boa:d's texts.

The Brothers had two criticisms of the book provided.
on the one hand they were aware of a religious bias in
the stories and poems contained, and on the other, the
lack of an 'Irish' dimension in the content.
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Aréhbishnp Whately's Scripture Lessons, printed by
the Board, became available to scﬁools from 1832 on.
There was no compulsion to use them, but they were used
in many schools, including the Brothers. Up to 1838,
their use was encouraged by the 1nspectoratn19 {at timen
somewhat heavy-handedly). Thereafter, they were confined
to tabulating the numbers reading them.zo

The LeSsons were for use in *ordinary school time®
and it may be agsumed that informal religious instruction
might have accompanied their use. The inspectors were,
moxeover, ordered in 1838, “to refrain from giving any
suggestions ... on their usage.'z’ Roweverx, this easing
of the 'encouragement' was a little too late, for that
year, Rice had already written to th Brothers concesning
the Lessons: 3

It is therintroduction of the Bible to
National schools which will render it
gquite impossible for houses now in
connection with the Board of Education
to continue that comnection. 22
The Brothers recommended the publication of their own
texts in 1840, when all but one of theixr schools had
withdrawn.zj

We have in turn, covered three areas of discord in
the connection of the Brotners' schools to the National
Board. WNo sharp disagreements developed and this may
have happened because, f£irstly, the Brothers kept fairly
within the Rules, though disagreeing with them, and,
secondly, the recogntion of the Hoard's inspectors of
the merit of the Brothers' schools.

The existence of the National Board and the avail-
ability of its grants had overall effects on the Brothers.
Br. Rice, noting the rising number of schools being
connected to the Board, wrote, in 1836, "that there can
be little future for the Congreqration in zreland‘.z‘

The attraction to Bishops and Parish priests of a fixed
yearly grant was very great. The Brothers in contrast,
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would impose a financtal burden on the inviting parish,
by the maintenance of a religious comsunity.

] There was the additional reluctance of acme Bishops
"to admit to their dioceses a Congregation of Lay
Brothers largely 1ndependedt of episcopal control'.zs

- Thexe was a steady stream of applications for the
sastablishment of schools from England, where the
negotiated position for the Brothers was financillay and
matagerially, more satisfactory. Expansion of the Ordex
and the achievement of its ideal could proceed, but now
not necessarily in Ireland,

Disconnection

The process of disconnectiion may be charted through
the decisions and'.consequences of the Chapters of the
© Congregation in 183s and 1818.

The Chapter of 1836: This was a "Chapter of Affairs™.
'Of the nineteen capitulants (Delegates), eight, at least
were in, or had been in schools connected to the National
Board. Normoyle says of them:

While all the capitulants were by this
time generally well informed on the

’ matter, some had first hand experience
of 4t8 operation. 26

S0, when the matter of the connection came up for
discussion, it was the subject of a lonq\dehate.27
J.D. Burke, a historian of the Institute says of this
debate:

The connection of those houses with the

National System had been made within

the years of two Gemeral Chapters of

1831 and 1837 ... and conseguently

without the sanction of a General

Assembly and solely by the Founder angd

his Assistants, as a tentative thing
and mainly to please Archbishop Murray,
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who wes one af the Board of Commissioners,
a8 also to satisfy a certain public
opinion, which scemed to intimate that
the Brothers should make a trial. 28

Gillespie felt that the Chapter “in effect censured
the Superior General (Br.Rice) for connecting with the
soard."?? 1pr the event, the Chapter, at the end of its
debate unanimously carried this resolution:

As {t appears to us, after calm and
impartial examination of the subject,
that a connexion with the Board of
Rational Education, under the
conditions ‘and sacrifices by which it
i at present maintained, would
ultimately prove fatal to the religious
as well as to the professed object of
the institute, we ordain and strictly
enjoin for the remedy of the past, as
well as for the prevention of future
* evils:

Firstly, that no connexion whatsocever
shall be formed henceforward with the
soard of National Education or with any
other Board of Association without the
concurrence and approbation of a
General Chapter.

secondly, that a Committee of five be
appointed by the Chapter to make strict
enguiry into the funds and resources of
those houses which are at the present

in connexion with the Board, and that in
those cases in which it can be satisfrccot-
orily proved that adequate means foxr the
subsigtance of the community either
actually exist, or can be supplied, the
connaxion shall be dissolved at the
termination of the premsent half year when
the outstanding salary of the Board shall
ve recetved for that period.

Thirdly, that while we toderate for the
present the maintainence of the connexion
on the part of those houses whose funds
will not permit an immediate separation,
we rendex it imperative on the Directors
and Communities of such houses to use
every legitimate means, which zeal and
prudence can suggest, to provide from
other sources 8 substitute for the
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salary of the Board, and thereby enable
themselves to regain the characteristic
discipline of the insatitute without

which its spirit cannot be perpetuated, Y0

Table 2 The dates off which the Christian Brothers’
Schools were struck off, with reason-\sgpended.

. Roll ’
N No. School Struck off | Reason
840 St Patrick's{i} 2.6.1836 | Connection withdrawn
- . w!tﬁl'fﬂfll . . . . L e
146 Mill St Dublin 31,3,1837 | Board's Rules intex~

fering with the
discipline of the

Order.
741 N. n Richmond St 31.3.1837 | Connection withdrawn
Dublin
619 St Patrick's{2} 25.7.1837 | Connect: »n withdrawn
Waterford
645 Mount Sion 8.3.1838 | Connection withdrawn
Waterford
623 Dungarvan 23.5.1839 | Connection withdrawn
443 Ennis Has not been recog-
nised as a Monastic
school since
30.9.18B40.
4456 Ennistymon 31.3.1857 | Connection withdrawn

{"House being out of
repajir and without

adequate and suitable |-
furniture®) *

Source: Royal Commisgsion of Inguiry into Primary
Education {Ireland), Vol.VII, Returns furnished
by the National Boaia, (C&-VIY, H.C. 1870,
xxvili, pt.v, p.379.

*Twentyfourth Report of the Commissioners of
National Education, 1857, p.215.

The committee of five was appointed and reported
their unanimous conclusion, in early January, 1837, that
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the houses in Waterxford, Mill Street and North Richmond
Street, Dublin, could subsist independently.’’ In Table 2
is set out the dates on which these schools were struck
off the Board's Register, and the reason stated at the
time.

The Royal Commission in 1870 (Powis) printed the
letters of the Brothers and Inapectors at this time.
There are a number of inteiesting points arising -- the
manner of communicating the withdrawval to the Board and
the delay in informing Dxr. Murray.

Mr. Thomas Finn, inspector, had visited Mount sxon:
Waterford and after the visit wrote to the Board on
August 25th, 1837:°%

The school has withdrawn its connection
with us. The grounds for the withdrawal
were not distinctly stated to me. I was
told that Mr.Rice would give his reasons
to the Board... 1t has been stated to
me that the Rev.Carlile visited the
school in May last and that the
dissolution of ius connection with us
was-then communicated to him. 33

Mr. McDermott, ingpector in the Dublin area, wrote
to the Board on July 11th, 1837 concerning his vigit to
the Brothers' Mill Street school. He reported that
Mr. {Br.) Xelly, when telling him of the disconnection,
mentioned that the only change since disconnection was
the holding of religious instruction between twelve and
ohe o'clock. He further reported Br.Xelly as saving:

but if that rule was dispensed with, they
would thankfully receive the grant of
salary as usual, it not, they must
thankfully decline it. 34

The Rev. Gecorge Dwyer, in his evidence to the Select
Committee of the House of Lords, in July, 1837, mentioned
how he became aware of the disconnection. Br.Thornton,
assistant to Br.Rice, whom he met in Carrick-on~Suir,

while he (Thornton) was visiting the Brothers' school,

20
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told him of the withdrawal and alluaded to resolutions

passed to the effect that they (the Brothers) did not

approve of the National systam.35

Pr. Kelly's statements were interesting in that
they indicate a willingness to remain connected to the
Board, save for the Rule on religious instruction. Mill
Street schocl was the only Brothers®' school that bheld
religious instruction on the one day set aside for it,
This Rule was shortly to change.36

Mr. Finn, the inspector who visited and wrote from
Waterford gives his interpretations as to why the Brothers
withdrew:

I have reason to think that the
inquisitorial power added to the rude
demeanour of those sent about as

spies upon our schools, practiced in

their visits to these schools .
connected with Mr. Rice's confratern-

ity, contributed largely to dissolve

theixr connection with us. Such has

been stated to me, 37

Three schools had disconnected when Br. Rice wrote,
in June, 1837, informing or. Murray of the decision and
the withdrawals. Dr. Murray was moreover, Patron of the
two disconnected Dublin schoels. In this letter, Br.Rice
hoped that the Archbishop would not be displeased.38 The
annalist of the North Richmond Street School records the
events in this way:

This step was taken without apprizing
the Archhishop of the Brothers’
intention to withdraw, which omission
was sinply an oversighr on the part
of the Brothers; but his Grace was
one of the Commissioners and a warm .
supporter of the system took offence
at this want of courtesy, and
manifested his displeasure by with-
drawing thenceforth £40 a8 year which
he was in the habit of giving to the
Hanover Street Schools. The only
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explanation which his Grace gave of

the sudden withdrawal of the sum was

that ‘thed party who patd it had

ceased to contribute it any longer.' 39
There is no othex explanation fér the delay in communic~
ating with Dr. Murray. D.S. Blake has comwented on this
in thas manner: "was it that they were afraid of his
reactions, seeing he supported the Board so enthusiastic-~
ally, and possibly decided that a fait ac 1i was the ~
only way of getting around any objections he would surely

haave".‘o .

The communication of the Brothers’ disconnection was,
then, low-keyed. Yet, there are other indications of
the causal threads that led to the geverence ~ some
tentatively alluded to; others pointedly stated.

By 1838, most of the Brothers' schools were in
severe financial difficulties. The idca of fee-paying
{pay) schools was in the minds of many of the capitulants
who met for the 1838 Chapter. It convened in July, with
three schools still connected to the Board: Dungarvan,
Ennis and Ennistymon.

The Chapter of 1838: The three schools still in connect~
ion with the Board were discussed within a few days of
the Chapter starting. Before a decision was taken,
however, a sub-committee was appointed, as before, to
examine the funds of these schools. The committee

reported on August 6th, and when it was discussed, a

decision was reached on the position of National Schools.
It was decreed:

that the Dungarvan establishment hold
no connection with the Board of
National Education after the receipt
of the next half-yearly grant;

that we condemn the connection of
Ennistymon and Ennis houses with the
National Board and impose on the
government of our Institute the
obligation of severing the connexion

A
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as soon as other means can be ptucdxed .
for the support of these establishments.d1

It was almost a year pefore Dungarvan effected this
directive.

It was at this Chapter that it was decided to set
up pay achools., This, in effect, meant a fee-paying
class within an existing school. The schools chosen were
Nill Street and Hanover Street, Dublin - schools which ’
had lost financial support, one from the National Board, -
the other from Dx.Murray. The wording of the decree
gives some clue to the objective: pay schools were

to receive from children of easy
circumstances, such sums as they may
feel disposed to give, in order to
enable the Brothers to uphold these
establishments. 42

withdrawal from the Board was not achieved without its
due hardship.

The Ennis establishment was unfortunate in having
an unwelconing Dean O'Shaughnessy as their reluctant

provider.

Due to this reluctance, they had a £200 7

mortgage on the premises which the Nsational Board

redeemed,

vesting the school in the Board as a resut, 43

The Brothers suffered two drops in income in the
following years, onhe when the Dean reduced this contrib-
ution to them while building his new church, and, the
other when, with the rate of salary changes in 1839,
their income from the Board wids nearly halved.“ This
made them even more dependant on the reluctant Dean, a

dependence they did not relish.

The Brothers withdrew from Ennis altbggther in
September 1840. The manner of their departure is not
referred to in the Bnqis House Anpals, but._there does
exist the inspéctor's report to the Board copcgrning the

mattdr.

In a letter dated September, 30th, 1840, he wrote:



«+. Upon the formor teachers retiring }
“during vacation, Dean O'Shaughnesay :
took the opportunity of stating that :
. they need not return as he would not .
be any longer instrumental in taxing ’ .
the resources of the parish with sums ’
collected for their support. Upon
this, one retired and was succeeded
bYGHr- (8!‘.) Hlnifold, F Y but he
and his brother teacher axre unwilling
to open the schopl under the *
circumatances and only await the
instructions of the Board and the
receipt of their half-yearly salaxy. 45

~

The Brothels were-withdrawn and the Dean proceeded to
appoint’ two lay teachers to take the school. . The

school, then, remained a National school under the Board,
but was no longer recognised as a Monastic school.

The Brothers returned in 1853, under a new Dean. .
With'his encouragement they 're~dccupied’ the schobl
against the wishes of the Board.‘s However, the Board
did not proceed against them, and the final comment og
the matter is in 1870, where an inspector reported that:

... Ennis, the vested premises ...
has actually been appropriated for
the use of the latter (the Christian
Brothers)., 47

The General Chapter of 1841, Eondelned, in words
similar to those of 1838, the continued connection of
the Ennistymon school:48 The school was finallf’
disconnected in 1857. The reason guoted by the
Commissioners in their Report that year was "house b&inq
out of repair and without adequate and suitable
furniture®,?” That the schoolhouse was in this condition
is correct.”® In the letters published in 1870 (Powis),
it is apparent that there was a deteriorating relation-
ship between the Brothers and the Board, through its

inspectors, from about 1847.51

In 1853 and 1855 there were tighter interpretations
of existing Bodrd's rules in relation to prayer,

-
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signs-of-tha-cxoss as being interruptions to secular

inatructioa,sz and there was a change of rule which
excluded clergymen and male wmembers of religious orders
being recognised as teachers.”? Text books othex than
those sanctioned by the Board were prohibited. Each of
these, in their strict implementation, was a source Of J
increasing conflict and the many letters between the
Board and the correspondent, Fr. John -Shechan attest to
this harransnent.s‘ The newly appointed supexior,

Br. O'Sullivan, wrote in late 1856, to the Superior’
General, suggesting disconnection, and when Dr. Fallon,
the Bishop, was in a position to offer an income of £70
pexr annum to the Brothers, their remaining in Ennistyron,
without the National Board's income was assured.s5 ‘

The Bishop communicated this assurance to the
community on April 24th, 1857, and the Board was informed
of the establishment's disconnection on May 1ist. '

Thus was the last connection between the Brothers
and the Board sundered, -

Conclusion

Though individual Brothers may not have felt
connection to the Board as injurious, those charged with
governing the Order did: injlrious to the spirit and
discipline of the Order, and, ultimately, they felt, to
education in Ireland. The experience of founding schools
in England did not present as difficult a set of
circumstances or conditions as those prevailing in

«

- i e

Ireland. Moreover, it was beginning to be felt that the °

future of the Order migﬁt, in fact, be in locations
other than in Ireland. Puture Brothersa' foundations in.
Ireland, at this time, would be a burden on any parish or
diocese when compared with the financial advantages
offered by the Board. i
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The Brothers did pot, at any stage of their connect-
fon, attempt to shape the system to theixr advantage. True
%0 the trial nature of their connection, they tarried on
their work, to as great a degree as possible, whilst
being connected in the passive sense. After this trial
period, they made their assessment and withdrew. No
contacth was made with Dr. Murray concerning their
proposed discussicn at the 1826 Chapter, nor was their
decision immedjately forwarded tohim. He was rightly
annoyed.

‘There was at the time, a strong feeling of congreg-
atidn and the establishing of a sense of identity within
the Order. The defining trait of the Order was the free
education of the poor in piety and the fear of God,/and
@8 teachers they were emulated. Their own poverty and
financially stretched situation added to this sense of
fragility. Their code and discipline, their commitment
to their religious ideal, highlighted the constraints
that the Board's regulations meant for them. Connection
meant a National school, whilst independence meant a
Christian School (which was how they were known in those
years: The Brothers of the Christian Schools ),

The new Superior General, in a letter to Dr, Cullen,

in Rome, in 1843, wrote, that

If we were to attach outselves to the

National Board, we would lose our

characteri{stic as a religious body and

merge more into secular school masters.57

/7

By the mid-1830s the Brothers were wall on the way to
&eveloping their own system: they had their own Model
Schoel at North Richmond Street, they were developing
their own system for community and school inspection and
had only temporarily ceased from publishing their own
texts. Gillespie says of these develcpments:
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Ideally, they aimed to be . manaq:ls of . ‘
their own schools and had a' strong

tradition of independence of both

Church and State. 58 .

In u general sense, with thesa developinq traits,
there was little hope of comprumise with the National

‘Board. Without this compromise, the-maintenance of the

connection was impossible.s Unlike the denominational

" groups, the Brothers never agitated - they guietly with-

drew, 'the poorer on the one hand ~ financially; the
richer on the other - Yreedom to fulfil theit mission in
accoxdance "with the discipline and spirit of the
institute®, o '
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Irish Bdueationd Studies, Vol.X, 80.2, 1083,

THE TREASURY AND IRISH EDUCATION: 1850-1922:
THE MYTH AND THE REALITY

~\\\\\“/p§pe Hyland

A number of historicns of Irxih education have

tec an image of the nineteenth and early twentisth
ceAtury Treas:Zy as a body antagonistic to Irish

educ intént on preventing reform, cutting back on .
public expenditure on education and generally frustrating
any efforts to improve Irish education.

cr

T.J. McElligott, describing the power structure of
Irish education wrote:

Nominally, at least, supreme authority

lay with the Lord Lieutenant who stood

at the apex of the educational pyramid,

but real power resided with the Lords

of the Treasury and their concern with

education was slight. 1

D.H. Akenson seemed to infer in the following

sentence that the power of the Treasury was arbitrary:

"he Treasury authorities in London could

dive Irish educational funds to pay

for rLume other imperial venture any time

they wished., 2

This view of the Treasury is a reflection of widely

held anc: disseminated contemporary attitudes. Bavon
Pallas, . member of both the National and the Intermediate
Boards, ¢ mplained to the Lord Lieutenant in 1886, about
the ’stranglehold the Treasury held upon the throat of
Irish education’.’ Archbishop Walsh reflected in 1900
that :

it is a very discouraging thing and it

necessarily has a very deterrent effect

to feel beforehand thas one can do
nothing unless he can succeed in first
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instructing and then converting to his
views a number of people whose very
identity {8 unknown to him; who live,

in fact, during official hours in London,
lixe the judges we read of in the
tribunals of the ©0ld Venetian Republic. §

fadraig Pearse stated in 1907 that:

As Burely as one of our Bducation Boards
exhibits an all too rare gleam of
intelligence, as surely as one of them
proposes to do something useful and
progressive, so surely does the British
Treasury step in with its 'I forbid',

At every point amd in every department

of Irish education, that impressive and
relentiess tyranny bars the path to reform.5

Other contemporary commentators also projected a
negative image of the Treasury. Sir Henry Robinson,
Vice-~President of the Local Government Board wrote in
1902:

The permanent oliicials of the Treasury
have always hated the pame of Ireland
« « « the young watch-puppies of the
Treasury would start up like fretful
porcupines when schemes from Irish
departments came before them.
Angd in 1918, Maijor Dease, a member of the National Board
wroté:
Treasury minutes lay down, with calmest
impertinence, their views as to what
should or should not be done with
cducation by so~called independent boards

in Ireland who are there responsible for
‘t L :

o~

T! i paper alttewpts toprovide an alternative intes-
protation of the Treasury's attitude to irish education.
Its role in the monitoring of public funds will be seeu
in a broader perspective and education will emerge as one
ot many departments which experienced tensions with the
Treasury,
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In an effurt to gain a more compreheasive overview
of the situation, the following diagram showing the
complex intex-relationship of the different bodies
involved in decigion-making in Ixish education is
presented.

DIAGRAM 1

{CONSERVATIVES/ TORIES |
LIBERALS /WRiGS
{(IRISH_PARLIAMENTARY PARTY |
" NMENT TR

% ]

ENGLISH EDUCATION k-

DEPARTMENT LORD LISUTENANT |! '
VICE-PRESTDENT OF THE CHIEF SECRETARY |} .
| EXCHEQUER | <

S N
—-= ‘.ICHURCHES]
e k= _ -
REPT.OF AGRICULTURE NATIO“AL‘ INTERMEDIATE]Y
AND TECHNICAL BOARD BOARD vy
| _INSTRUCTION | -~ ~ \y
€ - . .
RN * JTEACHER
~ -|Eopies

The ultimate decisions in relatiun to education as
in other arcas of government were a matter for Parliament.
The attitudes of a strong government would be a decisive
factor in the putcome of parliamentary decistons but
dut ing periods when Irish members held the baiance of -
power in Westminister or when government was anxious to
propitiate the Irish representatives, the attitudes of
the Irish M.P.s could be a major 4determinent of Irish
policy. The dec.sions of government were implemented by
administre tive departments or boards. But the powers of
“he administrative departments were limited by a body

which ocoupied an important position between them and
+
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Parliament =~ i.e.the Treasury. Basil Chubb has written:

The fact that PFarliament usually definea
only ands does not imply that departments
are therefora free to choose their means.
The Treasury holds a ceatral supervisory
position, difficult to jefine but clearly
recognised and fostered by Parliament.
And since efficiency in the nation's
affairs cannot normally be measured in
terms of profits gained, but is seen in
welfare which is well nigh impoasible to
measure or define, the complicated
business of the state is done according
to rules. It falls to the Treasury to
make many of these rules which are of a

supra-departmental level. 6

The Treasuxy's role might be sunmarised as one of
reassuring parliament that its wishes in relation to
public expenditure were being carried out. In this
context, it is significant to note that the position of
the First Lord of the Treasury was almost invariaily
held by the Prime Minister himself. The Treasury was
alsoc formally charged with the co-ordination of the
different branches of the civil service. With a view to
achieving this, the nineteenth century Treasury attempted
to impose a degree of uniformity on vaxious branches of
the civil service, particularly on those involved in™
similar areas of administration. To this extent, the
Treasury drew parallels between the departments which
adminiafered public funds for education in Great Bxitain
and the boards which were involved in educational
administration in Ireland.

An outline of the growth of Treasury power in the
period under review will serve as a backdrop for an
analysis of public expenditure on education. The
appointpent of W.E. Gladstone as Chancellor of the
Exrhequer in 1852 was a milestone in the history of the
Treasury. Gladstone was concerned with the need for
efficiency and econog? in the public service and said:

5
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Economy {8 the first and great article

in my financial creed,
He was closely associated with the creation of Treasury
procedutes which would help to bring about this economy
and efficiency. He set up the Civil Service Commission
which laid down recruitment standards and procedures and
this eventually led to greater co-ordination batween
different hranches of the civil service, Treasury
ministers were answerable to parliament for the work of
the Civil Service Commissioners and the approval of the
Treasury was required for reguisitions drawn up by the
Commissioners,

In 1861, an Order in Council strengthened the power
of the Treasury. This Order laid down that the estimates
of all government departments had %o be approved by the
Treasury before being presented to Parliament; a Public
Accounts Committee was also set up to monitor public
expenditure,

Five years later, in 1866, the Exchequer and Audit
Act required the Treasury to ensure that all payments
made out of public money conformed to proper official
authority; that they were in accordance with the purposes
of the parliamentary votes to which they were chargeable
and that the 1otal of these votes was not exceeded. 1t
firmly established the concept that money would be
anhually voted for each department under specific heads
for clearly defined purposes. Money voted by parliament
would have to be used for these purposes within a given
year. Any sums not expended within the year would have
to be surrendered to the Treasury. The provisions of
the Exchequer and Audit Act gave the Treasuxry power to
intervene in the details of spending of the votes of the
different departments and by implication to invelve
itself in the interpretation of policy.

Gladstone was succeeded as Chancellor of the
Exchequer in 1868 by Robert Lowe. This appointment
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ensured that Gladstons's policies of economy could
continue. Lowe was ‘orthodos in his financial principles
and severe in his parsimony’. He appointed R.R.W.Linden
a$ Permanent Secretary to tha Treasury in 1870 - a post
which he held until 1885. Lingen was also a strict
" economist

,resolutely deternined that the

expenditure of public money should be

severely checked, and his temptation

was to look with a suspicious and

grudging ‘eye upon every clain

involving as increase in outlay.

A government committee in 1875 (the Playfair
Committee) supported the role of the Treasury as an
arbiter of departmental expenditure. This committee
felt that )

-

the position of the Treasury in relation

to other departments should be as strong

as possible ., . ., that it should be able

to exercise an efficient and intelligent

control (over other departments). 10

During the years of Lingen’s reign as Permanent

Secretary, other departments of the public sexvice grew
to resent what they saw as undue interferesnce by the
Treasury. Lingen was harsh and unsympathetic and this
was ultimately counterproductive, By the time he
rotired in 1885, the Treasury bad become very unpopular
with tne other heads of departments ahd efforts were
successfully made to reduce its power. Referring to
this in 1902, Lord Welby said:

.+« by the eighties public opinion has

changed and it no longer puts much ,

stress on economy; that change at once

finds its reflection in the House of

Commons and I should say that from that

time the wind was in the sails of the

spending departments and the effective

power of control in the Chancellor of
the Exchequer proportionately diminished. 11

*
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George Goschen, who was Chancellor of the Exchequer
from 1887 to 1892, was closely associated with the &hange
in attitude to Treasucy control, Gosechen was well-
disposed to the spending departments and he was fortunate
that during hia term of office, revenue to ihe Exchequer
showed an upward rise following a steady decline during
the previoué ten years. Three legislative measures
péased during Goschen's chancellorship bepesfitted
education in Britain and Ireland.

Lord Salisbury, who bacame Prime Minister in 1892,

found the fiscal duties of Firat Lord of the Treasury
" distasteful and he choose to delegate this responsibility
to one of his Cabinet. (One of those who held the post of
First Lord during Salisbury's premiership was A.J.Balfour).
Salisbury was overtly critical of the Treasury and
accused it of thwarting development schemes in the Empire.
In 1895, he stated that .

when the Treasury lays it hands on any”

matter connected with the future

development of the British Ewpire, the

chances of our Imperial peclicy are
small. 12

Four years later, he criticised

the very peculiar position given by

our system to the Treasury, which is

very galling to other departments, 13
and he alleged that "in small matters the Treasury
1nterferes too much®™. From these guotations, one can
see that criticism of the Treasury was an acceptable
pastime around 1900 and the quotations in the earldier
part of this paper by Baron Palles, Archbishop Walsh,
Padraig Pearse et al might be seen in this context.

The Boer War caused severe economic problems for
the government and increased military spending was
‘counterbalanced by cut-back in the 'spening departments’'.
The early years of the tventieth century saw a return to
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the economic buoyancy of the late nineteenth century but
in 1906, Liberal Chancellor of the Exchequer Asquith
announced that he would return to a “more thrifty and
economical administration, the first and paramount duty
of the government®. Two years latex, Lloyd-Geoxge
replaced him and immediately adopted a different approach
when he declared:

-1 am the onlk Chancellor who ever began

by saying and meaning to spend money.

The great social reforms of the Liberal Government
in the period 1908-1914, such as old-age pensions,
unepployment, and health insurance, medical inspection
of children, etc., were all passed during Lloyd-Georg€'s
chancellorship. The First World War brought aevere
financial problems in its train. The period 1914-1918
was characterised by an unprecedented level of inflation
and public spending (other than spending on defence) was
kept to a mingmum. post-war reconstruction saw a
significant growth in public funding in areas such as
education and Ireland benefitted from the extra funds
which were made available, as we will see later in the

paper.

Irish National Fducation

The setting up of the national school system in
1837, marked the beginning of gtate intervention in Irish
elementary education. Responsibility for administering
the state grant lay with the National Board and under
the tems of the Stanley letter, the Beoard had 'complete
control' over the funds at {ts disposal. This letter
pre-dated the formalisation of Treasury control over all
funds voted by parliament. During the first 20 years of
the Board's existence, state grants grew rapidly and
decisions on the allocation of the grant were 1§rgely a
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matter for ihe Board. With the growth of Treasury control
gendérally after 1852, came a gradual erosion of the
autonomy of the National Beard in relation to expenditure
on national education and the reduction of the power of
the Board in this regard hecame more marked after the
passing of the Exchequer and Audit Act in 1866. After the
pasaing of this act, the National Board, like all other
administrative departments were subject to_its provisions,
i.». the Board's annual estimates were submitted to the
Treasury in November for the following financial vear
(April-March); "estimated expenditure was set out under
heads and mub-heads; savings in one area could not be
transferred to another and all unexpended balances had to
be relinquished to the Excheguer at the end of the year.
The expenditure of the National Board was also monitored
by the Accountant and Auditor General to ensure that it
was in keeping with the purpsoes for which it was voted.

During the 18505‘and 18608 there was little or no
tension between the National Board and the Treasury
because the Treasury believed that expenditure on
elementary education was in line with that in Britain and
they perceived that the system of administration was more
efficient here than in Britain. Following the introduct-
ion of payment by results in Britain in 1B64, pressure
began to build up from the Treasury for greater economy
in the Irish system. The cost per pupil in elementary
edyfation in England fell as a result of payment by
rasults but the ¢bsts in Ireland continued to rise. When
payment by results was introduced in Ireland in 1872,
results fees were paid in addition teo staff salaries not
in lieu as had happened in Britain. Consequently the new
system resulted inan increase of 30 per cent in the
exchequer contribution to Irish education.

The 1870 Education Act in England had further reduced
the financial pressure on the central exchequer. With the
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introduction of a local rate for Board schools in England,
a predictable and significant proportion of educational
costs would be met locally. Efforts under the 1875 Act in
Ireland to levy rates through the Poor Law Unions were
unsuccessful and the amount collected in this way in
Ireland never exceeded four per cent of total current
expenditure on national education. In 18R3 it was
estimated by the National Board that the total local
contribution towards Irish national education (including
subscriptions, endowments, rates, fees &nd contributions)
was less than 22 per cent, the compardble propoxtion was
55 per cent. The cost to the state for every pupil
attending an elementary school in England was £O. 929. in
Ireland, it was £1.53 or 66 per cent more than England. 1

If Gladstone's efforts in the early 1880s to
introduce Provincial Councils and/or a Central Board in
Ireland had been successful, the problem of an inadequate
local contribution for edueation might well have been
solved but theee efforts fakled and when the Conservet{ve
government came to power in 1886, the situation in
relation to Irish education was unchanged from the
previous decade. )

Efforts by the Treasury to impose a degree of

’ uniformity on the Irish and British eystems of education
‘had been successfully resisted in the 1870s and 1880s -

when the result would have meant a decrease in public
funding for Igish education but when it meant an increasg
in publi¢ funding an element of uniformity was accepted
w&th@utany;uvtest. Such an example was the introduction
{n the early 1890s of the "schopl grant® in lieu of fees
by Chancellor of the Exchequer, Georqe Goschen. With the
introduction of compulsory and free elementary education
in hnglanﬂ in 1891,_the“qovernment made arrangements to
indemnify the schools there for loss of income from
parental contributions or fees. Extra grants "in lieu of

N
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local taxation™ weore paid from central funds to English
eleaéntnxy aschools and Goschen proposed that pro-rata
grants gshould be paid to Scotland and Ireland in a
proportion of 80:11:9, The annual grant to Irigh
national education from this source (called the school
.grant) was in the region of £250,000 per amnum. A o
further annual grant of E78,000 was also paid to Irish _f
national education during Goschen's chancellorship; this v
grant became popularly known as the "whiskey money” and

was the excise rew: nue from salas of alcobol on which a o
new excise duty had been imposed. Thus, while the -
systems of education in Ireland and the rest of the U.X. B
~ had evolved aloné éignlficantly different lines after

1870, Irish education benefitted from additional grants

given in England ‘and Scotland. During the period 1870~

1900 tbere.is-eviéanﬁp that Treasury officials were

eritated by the fatdure of the government to insist on

. uniforu system of¥administration of sducation in

Ixeland and the rest .0of the U.X. but political consider- h
ations had outweighed financial expediency and the '
government had refused to bow to Treasury pressure for

. refdrm, By the end of the nineteenth century, the

parlxanentary grant per pupil in attendance in Irish

national ‘atl. uls was £2. 50. In England the comparable

figure was £1.80. 15 -

Matters came to a head at the turn of the century.
The Acts of 1899 and 1902 in England had ratiopalised the
adminigtrgtion of education there; had simplified the
task Of the Treasury in the allocation of public funds,
and had resulted in & much more efficient system of
administering education. In Ireland the Local Government
Act of 1898 had set up a framework which would enable a
similar system of administration in this country.
There is evidence that sven before 1900 government « 4
Treasury officlals were discussing the possibility of a
R radical reform of educational administration in Iralnnd.16

-

67 7Y




Coupled with this, the Treasury coffera were being
depleted by military spending on tha Boer War, and it
seemed a suitable time to cut back on Irish educational
expenditure. A committee on school buildings which
included representatives of the Treasury, the National
Board and thq Board of Works, reported in 1902 and
recommended "that a system of local rating be introd sed
in support of Irish ngtional educatiun.‘7 A letter from
Chief Secratary Wyndham to the Treasury in December 1902,
supported such a move and the Dale report of 1904
contained the same proposal. Wyandham floated the proposal .
in parliament in spring 1904 but it soon became c.ear ‘
that Catholic Church interests in Ireland were vehemently -
opposed to any change in the national school system. The .
Irish Parliamentary Party supported the Church in the
matter and the government conceded defeat within a year. In
1905, Wyndham wrote to the Treasury asking for additional
funding from the Exchequer for Irish national education. ;
The frustration of the Treasury at the government's
failure to insist on reform is evident in a letter from
Victor Cavendish, Financial Secretary to the Treasury to
Dublin Castle on 14 March 1905:

His Excellency {(i.e. Wyndham) states that

he has arrived at the conclusion that

there 1s no immediate prospect of eliciting

any materjal amount out of the rates ...

the proper remedy for the default of

localities in respect of upkeep of schools

vested in trustees is to take steps by

legislation to impose this charge upon the -

rates; and My Lords {(of the Treasury) cannot

regard the fact that circumstances are

unfavourable for making this charge as a

reason for accentuating furthex the existing

inequality between Ireland the rest of the

U.K. in respect of the amount of the

expenditure on national education defrayed

out of votes of parliament in comparison

with that contributed from local sources. 18

It 18 significant to note that around this period,

over 50 per cent of current educational costs in England
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were paid from local sources. 1In Ireland, the comparable
proportion was 5.5 per cent.’g

With the appeintmen® of Lirrell as Chief Secretary
in 1906, the questiin of educational reform was again
mooted. The Irish Council Bill of 1907 contained mmasures
which would increase sgtate grants for Irish education but
would invelve a rationalisation of the administrative
systen: The Bill was strenuously opposed by the Catholic
Church and the Irish Party refused to support the Bill in
parliament. Birrell was forced to abandon the Bill and
the experience brought home to the government the realis~-
ation that any attempt to interfere with Irish education
could be political suicide. The defeat of the 8ill
caoincided with Lloyd-George's appointment as Chancellor
of the Exchequer and Birrell used the opportunity to gain
an increase in government dyants for national education.

in spite of the problems experiuvnced by the National
Board during the first decade of the century, the per
capita grant from the state for national education
increased from E2.83 per pupil in 1900/01 to £3.40 in
1909/10 -~ an increase of 20 per cent in the 10-year period. The
cost of living had increased by 4 per cent in the Sﬁfe
period. Seen in this context, State expenditure on Irish
national education in the first decade of the century was
not as unsatisfactory as many of the Treasury's critics
would have one believe. By the end of the decade, the
total cost to the Excheguer for every pupil attending an
Irish naticnal school was £3.60; the comparable ampunt
in England was £2.22. The proportion of the teotal cost
of elementary education pasd from state funds in England

was 46 per cent; in Ireland it was 92 per cent.zo

buring the second decade of the 20th century, the
government contributieon to national education began to

shbw a decl x¥al terms, Even before the outbreak
e Firgt wWorld War, inflation had begqun to erode the
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value of grants ahd this inflation escalated rapidly
during and immedjately after the war, As a result, the
value of government grants to national education fell
by almost 50 per cent in the period from 1910 to 1918,
Nevertheless, 1rish education continued to be more
gencrously financed by the Treasury than English
elementary education., 1In 1919, in his evidence to the
Vice~Regal Tummitter on Primary Education in Treland (the
Killanin committee), the Treasury Remembrancer, Maurice
Headlam, pointed out that Irish national education
received more than 60 per cent nmer pupil than elementary
education in anland.2‘ The cost to the Exchequer for
Ireland was £5.25 per pupil; for England it was £3.22.22
Three vears later the State pald £9.10 per pupil for
IrQsh edikcation; i1n Fngland the sgquivalent amount per
pueil was Eh.30.23
Throughout the 50-ye
the averaye goverament expen

eriod from 1870 to 1900,
ture per pupil in attend-

ance in elementary education fin Ireland was consistently

nigher than in Englan verage, the por capita grant
was 60 por cent greates in Ireland than in Fnagland, Many
ecducat ionpalists would reject this admittedly simplistac
comparison of cducational expenditure in Iveland and
¥agland and would araque that such comparison ignored the
esaent tal differences between the two countries -
differences of population  distribution, of denominational
aff1liation and of ecducrational structurne.  The point

brrang made in this paper 15 that since Ireland belonged

to the legislative Union, the Treasury was teqauired to

co vrdinats as far as possible, the difterent adminis-
trative systems withan the thion., Il was not t he

pusiness of the Treasury to become anvolved in the
political problems of Ircland; the Treasury's concern

was to optimise goverament funds and since Irish education

wis costing so much more than English cducation, 1t was
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not surprising that the Treasury sexpressed continuing
concern about the issue.

Summarising the situation, we have the following
picture of government expenditure per pupil in average
attendance in Irtsh national schools from 1852 to 1930,

DIAGRAM 11

Craph shownng average parlismentary grant per pupil in natiovpsl schowols
in constant and currant prices, 1852 to 1930,
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in terms of a comparison with government grants per
pupil in English clementary education, the picture that
emerges 16 that of consistently higher funding of Irish
education - as the following chart shows:
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Intermediate Education

Before concluding, brief reference should be made to
the fipancing nf intermediate education in Ireland. 1In
this area, more than in the area of national education, a
negative and sometimes inaccurate picture of the Treasury
has been presented in the past. Intermediate education,
uwinlike national education, was almost totally frxee from
Treasury control before the Filrst World War., Financing,
in the evarly yvears, was by way of interest from a capital

N
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endowment. of one m:llsén pounds transferred to the
- Comnissioners of Intermediate Education from the Church
Temporalities fund in 1878, This sun was inveated by
the Intermediate Board to yield an anmmal income of
abput ¥30,000. This sum was used to defray all ‘costs
to¢ - red by the Bdard - results fees, prizes and exhibit~
foos md all administrative and examination costs. 1In
1892, & further sum became available from the Local
Taxation (Excise) Grant and this grant which fluctuated
annually, added an average of E45,000 per annum to its
own funds and it did not have to refer to the Treasury
for approval of its spending pattern. There was
ambiguity as to the status of the Intermediate Board as
a department of the civil service and it was not subiject
to the provis.ons of the Exchequer and Auait Act.

The Treasury has been consiscently blamed for the
fact tpat the Intermedaite Board was prevented from
appointing permansnt inspectors in the years 1902 to '1910.
This accusationr w-s first m~de by the Board ttself in
its annual report (n 1903; repeated in the Dale and
Stepbens report in 1505, widely disseminated by Padraig
Pearse and repeated in recent histories. An exhaustive
search ©f Treasury records failed to find any evidence
for this accusation. On the contrary, Chief Secretary
wyndham made it clear tn 1902 that he did not propnse to
seck Treasury sanctlon for o permanent inspectorate,
Htar ing:

»». the Irish government would not feel
mstified in recnmmending the present
proposal {aprointment of inspectors) to
the TreasulyY unless it can be accompanted
by a schepe for reducing the Board's
expenditure for examinat ion and other
PUIPDSES. ., . 26

nuring the following six vears, the failuwie to
appoint inspectors was attributed on a numbexr of
oreasions to Treoasury obduracy. Pearse wrote in 1907:

¥
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The Treasury it was that by stopping
: supplies compelled the RBoard to dismiss
4ts staff of temporary ihspectors a few
yeags aqo; tha Treasury {t is that by
" refusing a grant for the purpose prevents
. the Board from appointirg a permanent
staff as it has repeatedly proposed to do. 25
This accusation was refited by Archbishop Walsh who
peinted out that it was not. the Treasury which prevented
inspectors from being appointed and “that it is not a
question of funds at &11'.2§ A year later, Chief
Secretary Birrell confirmed {His in a letter to Raron
Pablos uhvn,he wrote;
 The T\‘dsury, as far as 1 know, has never
been approached upon -the subiject of the
appointment of inspectors ... 27
Some years later, Judge Craig, a member of the
Latermediate Board, agaln suggested Triasury involvement
when he tolld a conference of managers that the
Intermediate Board "have-been constantly refreéerting for
a series of years‘yntil we all got sick, sore and sorry
that we wanted a system of inspection introduced and the
constant answer was that we had no money to do it".28
However, he afterwards clarified this statement when he
admitted that the Intermediate Board had never asked
either the Irish government of the Treasury for money and
justified this by saying that
in informal ronversation and sc forth,
it was conveyed to certain members of
the Board that there was no use in
their doing 80 (i.e. asking for extra-
funds). 29
In!vxnai evidence makes it quite ¢lear that durting
the yoars I900-191D the Intermediate Board deliberately
refratned from regquesting additonal '.mey for intermediate
education and on more than one occasion reassured the
Ir:ish Executive that 1ts funds were more than adegquate,
Perhaps the Reard feared that such a request wounld be
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used by the goveronmont to justify adsinistrative reform
or perhaps Starkie, who was one of the most influential .
members of the Intermediate Board, feared that any moncy
got for intermediate sdudation would ceduce the govern-
ment grant for national education. He was aware that the
Traeasury would have liked to allorate & composite grant
for all levels of education in Ireland as thev did in
Fngland. He was alsn aware that nitional education in
Ireland was in receipt of a considerably greater grarc
than elementary education in England., The fact that t;»
grant for intermediate education in Ireland was nil
certainly indicated that {reland had a rlght'fo govern-
ment funds for this purpose and this right was ackpow-
ledyed by Chief Secretary Birrell in 1911, However, there
was nothing the government could do until the Intermediate
Board asked for additienal funds. It was not until
considerable pressure was brought to dbear by school
authorities and teachers that the Intermediste Board
agreed tn 1912 to apply for a government grant for
Intermediate education,

At this péint Rirrell indicated that the government
would be willing to allocvate a grant to, Irish Intermediate
education approximately equivalent to the grant being
giveh to English épcnndary education. It was widely
expected that this grant could ultimately amount to
F100,000 for Ircviland. But the managoment authorities
of Catholic intermediate schools preferred that their
schools be starved of fands than to submit to conditicons
which they regarded as unacceeptable. (anon Murphy of the
Catholic Headmasters' Association went so far as to
accuse the government of attempting to

ce1ze the schooels built and maintained
by the Bishops and Religious Orders

fur the Catholic peeple of Iraland and
to turn them into Goyvernment schools. 30

Hee addeds
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W are anable to see that such a claim

differs from the claim of the governments

of France and Portuqal to the right of

forcible confiscation.
The Catholic authorities blamed the Treasury for imposing
rondittons on the grant. Canon Murphy wrote:

The Treasury in aiming at a very desir-

able improvement in the position of lay

teachexs, for the first time in the

history of intermediate education in

Ireland, attached to a grant conditions

involving a principle which in the case

of Catholic schools is trreconcilable

with their fundamental liberty in the

selection of the best teacher for each

vacancy as it arises. 1
RBut it was Kivrell who had attached these conditions to
the grant whean he had presented the proposal to parlia-
ment.  Moreove s, Ghis was the basis on which parliament
bad agreed to allec:ite the grant {known as the Teachers’
Salaries Grant) to Irish intermediate education. The
Treasury's role did not arise until the arant was paid
and then the Treasury had the task of ensuring that the
wishes of parliament were being honoured in the disposal
of the ygrant. In 1914, the grant was eventually distrib~
uted to schools ~ an annual grant of £40,000. Birrell
had in fact oaneeded to t'er pressure of the Catholic
Headmasters® and the basis on which the grant was in
practice distributed, took account of the reservations
of the Catholic Headmasters., However, Birrell did not
aet the consent of parliament to the changes in the way
he intended to distribute the grant and consequently the
Treasury found it necessary to object to the fact that
the grant was being paid on a basis that was "clearly
inconsistent with the intention of the scheme” which had
been presented to parlilament by Birrell, The Controller
and Auditor General also drew attention to tiis-inconist-
ency but neither the government nor the Intermediate Board
made any ffort to rectify the sitvation before 1922,
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¢ After the war, a large increasc was given to Fnglish
secondary education as a result of the provisions of the
Fisher Act of 1918, The government indicated its willing-
ness to allocate an eguivalent grant to Irish intermediate
education and the Juke grant (named aftexr Chief Secretary
Duke) of £50,000 per annum was paid to intermediate
education from 1918 to 1922, The government had hoped
that this grant would be an interim measure pending the
passing of legislation which would reform Irish education.
" But the proposed 1919 Education (Ireland) Bill suffered a
fate similar to that of the Irish Council Bill of 1507

and no change was made in the administration of Irxrish
education. Two years later, a further Interim Grant of
£50,000 per annum was allocated to intermediate education,
bringing the annual income of the Board to approximately
£220,000 made up as follows:

Income from original endowment

+ accumulated funds (1878) £35,000
income in liew of Local Taxation

Grant (189%2) £45,000
Teachers Salaries Grant {(1913/14) £40,000
Duke Grant (1918} £50,000
Interim Grant (1920) £50,000

Thes grants were paid directly and unconditionally to
the school authorities in the €orm of a block grant which
was based on the results of the pupils at the Board

examinat 1ons,

In spite of the additional grants voted by parlisment
in 418 ang 1420, Irish intermedlate education was less
generously daided from central funds than English inter-
mediate vducation. In his evidence to the Vice~Regal
Committer on Intermediate Fducation (n 1919, {(the NMolloy
Committee), Headlam admitted that "the amount carmarked
{by the Covernment) for Intermediate education” was less
than the proportion to which they could reqard themselves

8
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entitled under the Goschen ratio. However, he emphasised

that . *

the funds voted by Parliament to i
Irish education as . whole exceeds .
the recognised propcriion of 9 to

80, 32

In 1918, the government paid about 60 per cent more for

every pupil in secondary education in England than in

Ireland. Ry 1921, with the addition of the Duke Grant . Lo
and the Interim Grant the situation in relation to Irish §
intermediate education had improved copsiderably and the
Intermediate Board was paying out about £7 per pupil an
rolls in intermediate schools. The equivalent amount
being paid from public funds in England was about’ £8, SD

In the years 1820 and 1921, corresponéence between
tha intctmedia;e scnool authorities and the government
suggests that the Treasury was being blaled for the ,
unsat isfactory level of public funding of Irish intermed-
iate educe:‘ti:m.:N During these years the nlight of lay
teachérs in intermediate schools became particularly
acute. In spite of the increase in the government grant
to intermediate education, many lay teachers wexe being
paid grossly inadeguate salaries and a number of these
teachers made representations to members of parliament
and cf the government with a view to obtaining an
improvement in their conditfons. Among those approached
was H.A.L.Fisher, President of the Fnglish Board of
Education, and he supported the lay teachers wha had
approached him. He wrote to Chicf Secretary Greenwond
in 1921 and asked him: -

4 Are you proposing to make any suguestions

to the Treasury? 35
Greenwood's reply made it clear that he did not intend to
do 80, He was frustrated by thefailure of his government
to enaet the Fducation Bill of 19219/20 and he reminded
Fisher that
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it was intended to deal with their
case {(i.c. the salaries of lay teachers
in intermediate schools) in the Irish
Education Bill last year, but for ‘
reasons over which we have no control,
it was not found possible to pass that
Bill into law., 36
7_ He did not intend to take any action to improve the
salaries of lay teachers and stated:

««. it £8 not possible to exercise any

firm control under the present systen

over the expenditure of the grants made

to Secondary Education in Ixeland. This

would make it very difficult, X think,

to increase their grant. 37

There is no doubt that the problems of inadeguate

financing experienced by the Intermediate Board were
caused not be the Treasury, but by the failure of the
government and the school authorities to come to an
acceptable agreemment about the conditions of pavment of
grants. The governuént felt strongly that voted moneys
for intermediate education should be ~unditional on an
adequate salary being paid to lay teachers. The
Catholic management authorities opposed this, arguing
that any conditions imposed by the government represented
an undermining of the autonomy of intermediate schools.
The Treasury was virtually silent during the period and
should not be blamed frr the inadequacy of public funding
of intermexdiiate education,

Conclusion

Overall, it is clear that the financial fortunes of
education in Ireland were more closely related to the
political/administrative developments of the country than
to develeopments either in Fnglish education or in
Treasury policies. The growth of government expenditure
on Irish education was halted only when the Irish
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Executive in Dublin Castle refused to support the claims
of the National Board for further funds. This happened
briefly in early 1870 when Gladstone had plans to
introduce reform similar to reforms implemented in
England and Scotland. As soon as Gladstone abandoned
his plans for Irish educational reform, government
funding for national education increased. A similar
picture cmerged in the early 18808 with Gladstone's plans
for Devolutgan in lreland and again in the first decade
of the century when the stop/go attitude of the Irish
Executive to educational/administrative reform was
clearly reflected in the pattern of government funding
of nationil education. There is undoubted evidence
throughout the period that the Treasury attempted to
halt the growth of public expenditure on Irish education
and bring it into lipe with the situation in England but
these attempts were to no avail except when the Irish _
sovernment was prepared to support efforts to cut back
on educat ional expenditure.
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S iedek Bdusational Studies, Vol.3, No.2, 1283,

THE ROYAL COMMTSSION ON TEC“NICA& INSTRUCTION
1881 ~ 18841 THE IRXSH DIMENSION

Kieran R. Byrne

’ The establishment of the Royal Commission on Tech-
nical Instruction 1881 - 1884 was an attempt to cast
around for a solution a pressing problem. Ever since
the Great Industrinﬁibitton at London in 1857 it was
becoming increasingly cobvious that British industrial and
economic predominance was being keanly contested by herx
Turopean counterparts notably France and Germany. The
resuits of the Paris Exhibition in 1867 and again in 1878
vlearly cvonfirmed the once embryonic pattern.'and conse~
guently left no room for complacency.’ With the situation
becoming gradullay more desperate the by then almost
inevitable strategy - an nfficial investigation of the
problem, and a search for a mastezplan solution was set
under way. ‘

1t was Lyon Playfair, a juror at the Paris Exhibition
fo 1867, who first challenged for such action, Forbidding
any further prevarication he called for 'an ingquiry which
should tell the people of England authoritatively wha  are
the means by which the oreat states are attaining an
intellectual pre-eminence among the industrial classes and
how they are making this to bear on the progress of their
nat tonal industrioa'.z flere was a demand that booe
remarkable fruition and one which did not spend itself
unt il a Select Committee of Inguiry and two Royal
Commissions were assigned to provide an answer.

The laxt of these investigations, the Royal Commission
on Technical Instruction, ander the chairmanship of
Bernhard Samuelson, industrialist and M,P,, was charged

9.4
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‘with a dual task, That commission was directed to-nake

a comparative analyris between the technical instruction
undortaken by the industrial classes of certain foreign
countries and that of their counterparts throughout the
United Kingdom, Additionally, the effectivencss of
technical instruction facilities in relation to industry
and manufactures 'at home and abroad'! was to be
neasured.3

; -

Judiciously, the commissioners elected to exampine
the prevailing conditions in Ireland in aceordance with
that frame of reference as an issue separate from the
remainder of the Unfted Kingdom.

The commi. ioners arrived in Dublin on 2 June 1883
and apart from buing entertained to dinner at Trinity
College the following weck arou nd little public comment
or attention.® Phe Preeman’s Journal, while wishing the
commission well, remarked that 'a great deal less interest
attaches to their procvedings than Af they were a group
of travelling Christy Minstrels; and bemoaned the fact
that no Irishman ranked among the Commissdon's members.

5

Between 4 and 13 June 18831 the commission took
evidence at Dublin, Beltast and Cork, while it also
visited a number of centres of industrial education.
Ferthermore, a questionnaire inspired by the Archbishop
of Tuam and Dr. McCormack, BRishop of Achonry, inguiring
into the means of livelihood, vducational facilities and
ambittons far an improved system nf technical education,
was ctrculated in twenty-six Irist counties in an attempt
to augment oral evidence, Qpinions were solicited not
only from vducationalists but industrialists and other
interested parties am well, thus bringing to besr upon the
deliberations of the commissioners a wideranainy and
representative sanple of viewpoints relative to technical
education 1n Ireland,
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The evidence presented to the commimsion represents
& major critigue of educational provision 11 Ixeland

o Quring the last quarter of the nineteenth century. Close

scrutiny of that evidence is reveasling of a number of
parsistent themes. It was argued that Ireland, because
of her industrially underdeveloped status, must be

afforded State support commensurate with her unigue under~

privileged conditions. The Science and Art Department was
singled cut for attack as a rigidly centralised institution
whose failure to copa with the disparate demands of
industrilal Ireland was deemed a severc defeat. The failure
of the national system of education aa a preparatory agent
to subsequent technical instruction courses was firmly
condemned and the intermediate system of education with

its emphasis on a classically oriented curriculum was
eaially criticised. These inadeguacies at the lowor educ~
stional levels, it was asserted, hampered the prospects of
higher lavel institutions which were endeavouring to promote
industrially related courses of study. Industriglists,
highlighting their dissatisfaction, related how the dearth
of adequately qualified artizans was a critical handicap

to industrial development.  Finally, the nature and purpose
of technical instruction proved a subject of diversified
debate,

It was stated in evidence before the commission that
among the principal obstacles to the development of
technical instruction in Ireland was the absence of an
administrative board specifically designed to accommodate
the educational needa of the Irish industrial environment.
Ireland, because of the heterogenecus character of her
many small industries, it was claimed, was not in a position
to participate fully in a system of technical and scient-
ific education morce immediately designed to meet British
industrial roquirements.’ The Science and Art Department,
it was argued, was far toq,centralised an institution to
appreciate the unique features of Irish industry., Its

vy
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recegnised courses comprised a selected content too »
genexally conceived to be of specific benefit in Ireland -
and gourses of the London City and Guilds were found to '
be similarly mappmp:hte.a :

1€ Ireland was to have the benefit of a system of

technical and scientific education, a more devolved mode.
of administration and a more flexible structure were
viewed as essential to its promperity., Consequently,it

proposed that the State play a more direct role in
stimulating provisions fo; technical and scientific
‘Eaucation in Ireland. 'The absance of an industrial
tradition and industrial wealth in general made such inta:—¢
vention all the more Lnéerative. $ was, therefore, urged
that local enterprise and initiati&n the establishment
of technical and scientific classes should be encouraged
and generously assisted by the State. Tn this way it wvas v
hoped that a more dynamic decentralised system of technical
and scientific education, geared to peculiar industrial
demands, would gradually emerge on a national scale.g

That the curriculum of the national system of educ-
ation in Ireland contributed very little by way of pract~
ical value to the future career of its puplls was a
concern expressed by a majority of witnesses. Michael )
pavitt, fresh from Richmond Pris»n, took the view that tha
text-books in use in the national schools were of inferior
quality when compared with text-books employed in English
and American elementary schools. The text-books, he
declared, were 'more calculated to producé a taste for
indulging in {dle dreawms and fancies than a desire for
practical and scientific knovledqe'.’o Davitt suggested
that curricular reform in the national schools was
essencial to the prospects of a syétem of technical
education. Conceding that it was both difficult and
dangerous to attempt to identify a future occupational
role for pupils at the elementary school age, Davitt

9(, 86 .



envisagqud practical foundation coarses, instruction in
tar general principles of various industries, the use of
tools and an elementary programme in mechanics.
Subsequent to this, a more specific trade course ought to
be pursued.H

Davitt's opinions were endorsed by athgr witnesses.,
Sir Patrick Keenan, Resident Commiss”’ - nf National
fducation, while defending the recaorc the national

system's text-books agreed that a ‘practical orientation’
might be given to the curriculum of the ~tional scheols.»
In his view technical tnstruction of a ge.eral theoretical
nature might be more advantageously intrcduced’lf pugmentgd
Ly a study of the school's local industrial environment.
Tdwards that purpose organised visits to .useqms, work<
shops and mills were suggested for pupils - ttending urban
schools,» while attendance at ag:icultural shows and
geoledical and botanical excursions were advised for pupils
of an agrvicultural background. Concluding his evidence,
Keenan i1greed that every attempt must be sade 'to endow
children with the knowledge which will especially fit them
for the future trades or professions or for domestic or

agricultural life'.12

1t "was perhaps the evidence of Harold Rylett, Manadger
of Monryrea National Schocl, Co. Doﬁn, which most cffect-
ively kaleidoscoped many of the reasons why the national
system of education failed as a preparatory agent io
subseguent tochnical education courses. Rylett decried
the mannor in which the Commissioners of National Education
insisted that only books issued by #hair authority be used

in national sch:’:c:ls.’3

In reprimanding tones he submitted
that a system which permitted taachers to select the

roxt5 they dee ~d most appropriate would prove more
effective,  The absence of that freedom of choice was
manifest in the outdated and tllsuited texts employed in

national schools. It was stated that the commissioners’
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ing forty years! aAs a remedy, for thesg defects Rylett

" advocated the int‘nduction of elementary science at the

fourth class’ level®in national schools and T.H. Huxley's
Introductory Primer, published in MacMillan®s. series of
science Pr;merd;'was identified as a8 text with ‘potential
to provide senior grade pupils’V¥ith a basic ‘knowledge of *
matters scientific. Agriculiural oducation was in dire

need of sim reform and the introduction of text-books

more sultabid to Irisn,ggricﬁltural conditions was

immediately emuqht’..‘4 C .
.

A flirther issue relating to the inadequacies of the

national system of education frequently referred fo durind

the course ol evidence was that of compulsory attendance.
A considerable number of witnesses agreed.that thﬁ country
was ripe for the introduction of cbnpulsoty attendance at
elementary level, It was pointed out, however, that the
re&uxrod 1eg1s1$tion on this matter should not scek to
in3t;:utn compulsory attendance measures ‘all at once, but
rathey, on a phased basis, The, larger urban centres of
nuhliss\sclfast and Cork, were¥recommended as startinu
pu.inus.‘8 Pupils from rural are€as were more likely to bé
kept from school when the peak agricultura) scasons of
Spring and Autumn demanded their snergies be devoted to
ayricultukal chores. Consequently, cogpulsory attendance
legislation in such instances would be‘resisted, or
ignored, by parents who depended on this assidtance. &

modified antendance requirement, therefore, was what ought »

to e allowed, initially.’ﬁ

The tailure df the intermediate system of vducation

te make an impact on technical education also Jave genecral *

eause for concern. The payment by results system operated

.

~
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R "§ ;.1n contens for pupils at national school level, and that — °
*the text on natural philosophy, first published in, 1842, °°°

bad not bech afforded a revised edition in the interven- *'.
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by tha xntornediate Board was denounced on a nunbex of

© pounts, .. The allncatian of results fees was ineguitable.

“Aighex. awa.ds uere made for success in the clawsical and
"i;igexqry subjects than in subjects mathdmatical or

'~X{§¢ient1£ib. An outcome of this arrangement was that

_" teachers were provided with an imcentive to concentrate
Fjgpn a ¢lassical and lite:aty'syllabus.tv A more seripus
. 'consenuence of the payment by results systom was inferred
by Alexander Jack, Professor of Civil Engineering at

_duesen's College, Cork. He maintained ‘that seience teach-

”v__ing and teshnical {nﬁtructlon should be both inductive

and deductive., The results system was a negation of these
sothods, since it placed principal emphasis on eramming

- and pemorisation, A practical, meaningful understanding

of ,the theoretical and applicative principles of scient-
1fic and toerfnical subjects was sacrificed %o, superficial

T, rote luarninq.’s : . )

v

It was furthor charged that a majcrigy of intermed-
iate schools did not have the requisite appliances or « -
labcratories essenttal to the teaching of scjentific

- subjects. Where scienee was part of a school proyramme

it was taught by part-time scgience teachers, who were
réquired to supply their own equipment.. Few were (n a
position to mee! xurh demands anf consequently the number
of trachers avariable tg intermediate schools was severely

L] "
restrictuu.’

* L3

The abiseace of & commitment to scoientificrand .

&

technical subjects at olementary level and tntermediate
level impeded progress  at higher level institutfons and
in the industrial sphere in gencral, The Rovadh College of
QrienCe was sestricted dn its effectiveness for want of an
approprxntv preparatory vducation in Ircland, it was
alleged. The average number of students attending day

, courses at the Royal College was estimated at’ between 70
and B0, O©Of that number, only hqif were Irish students,
the remainder coming from England and Scotland. The fact

BoH
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thattru‘cnlleqo prnved attractive to foreign students
was deamed evtd;nce of the high standard of its courses
iy engireering, mining and nanufactnres.zo That, a
similar attractiveness 3214 not prevail for Irish students
was traced t® a deficiency in the teaching of science at
the lower educational levels. It was lamented that:

... the students do not get the training

at school which attracts their attention

to science; the consequence is that the

only field which is open to th in after

1ife 15 a profession such as eine or

law. We see that constantly in Dublin.

Dublin is:thronged with medical students,

but there are very few who #nter anywhere

for engineering, which is a subject which

commands a large number of students in

Englamtl, 21
A suygested reason for this imbalance .was that trade
vocations, as opposed to prufessional vocations, were held
in low social esteem in Ireland.

The general impression is that it is

degrading to enter anything which smacks

oi trade or handi-work and great sacrif-

joes are made to put children to College

where they will get what is called &

profession. ... a change in the habits

and customs of the people is the first

step towards altering that. s§ate of things

and we can only do that by Mercased
primary education and goed scnse. 22

L]
That the absence of a system of qupnicnl education in
-t .

Ireland rntardqﬁ the growth of Irish industry was a view-
point presented to the commission by many industrialistpi
Industrialists were reticent to imtaiate new industries

or to expand for want of a resource of qua?"ggd workers.
1t was remarked that to cstablish a new industry a
significant outlay of money had'to be invested in premises
ang plant., In Treland that cost was all the greater in
that finance had to be expanded also in the training of a
wos k—~force. .

- -
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Predictably, each industrialist’ argued the need for
technigal education as it aftected his own circumstances.
The ship-building industry in Belfast lad to depepd on
"the technicdl education institutions of Scotland and
England for its managers and foremen. 23 In the woollen
industry there was’a scarcity of pastes dyers, since no
ficility existed for instruction in chemical dyalng
Of all tle trades adversely affgcted by tha absence of
skilled foremen 1? would seem that fep were more neglected
than ‘the buslding trades. Mr. Charles G. Dorxan disclosed
that having secured the cuntract to build the Roman
Catholic Cathedral at Queenstoun (modern Cobh) cQunty
Cork, he was obliged to train the majority of his work-
force in the va:ious skills reguired to romplate '
undﬂrtRXQDQ.

it is readily evident how emand for technical

" education in England durin;,tﬁz;::;:‘quartex of the

nineteenth century was the’ subjekt of protracted controv-

rsy regarding the nature and purpose of technical educat-
ion. From evidence submitted to the Royal Commisgion in
Ireland a similar equivocation may be detected. Jt is
interest{ng toi note also tha' the stances adopted in
Ireland on the question of «: finition“‘were not too.
dissimilar to .those taken in England. Three convictions
may be identified here, ~‘j7

Firstly, there was the view promulgated by John
Scott Russell that technical education was & special work-
related education. During the course of ‘the commission’s
inguiry in Ireland a sumber of tnegser aligned themselves
with that view. Mr. John Jaff ¢, President of the Belfast
Chamber of Commerce, urged that the direct teaching of all
trades was an essential strategy, if Ireland was to keep
abreast of industrial progress in other countr.{es.z5 A
Secondly, one finds endorsedent for the views of Philip
Magnus who held that industrial conditions should be

r
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"important turnin

simulated in technical schools. While it was allowed
that models, diagrans, and transparencies contributed to
an understanding of the principles of industrial product~
ion in schools, there was no substityte for acquaintance
with the actual machinery itself, Rev. John Hayde of
uﬁtnnbneformatory'Schaol argued that ‘theory is useless
for young people; it is better to show the reason by the
fadt rather than explain the fact to them after giﬁing
the reason'.’’ Finally, there was an element of opinion
which urged, as did T.H. Huxley, that a general explor-
Atory course in scientific principles should precede the
teaching of specific trades. The acguigition of a
specific trade, it was held, could be accommodated best ’
in the factory workshop. In the Irish context this
prelimiﬁ;ry course §ught to acguaint students with the
underiying scientiffc principles of some of" he country's
most prominent indubtries.?? -

While these views are important for the manner in

-which they reveal the perceived nature and purpose of

technical education in ldte nineteenth century I:elabd,
ttey reflect another si{gnificant development. Qpinions
expressed td the comnisfdn in an attempt to define a
techaical e&t;ation rat®onale were but the echo of a
debate that wis begipning to arrest national attention at
an increasing rate."%his cutgrowth of concern marked an
g=point in the evelution of technical
ducation in Ire‘gnd making manifest a long-felt need and
jkresolute commitment to its fulfilment.

L]
Turning now to the findings of, the Royal Commission
we note that the commissidners made a number of recommend-

ations which proved ajert o the future growth of technical

education in Ireland.

Adverting to a necd for alworg vigorous commitment
to the teaching of science at a popular level, the
commission stated that the Royal College of Science ought

[T
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_”'tp pliy a central role in the preparation of science . /f
Hﬁgga:har-.gs It was further advised that the raquint;qns

 which precluded the lecturers at the college from earning
-.. awarda under the paymeht by resulfs scReme of the Science

viﬁznnd_nzt,nppartnan: be rescinded. That raform, it was
Talt [
- felt, would bring the college into the mainstream of

: -f“act;vity in relation to evaning c.asses, while at the
“gamo time it would favour the evening artiszan student with

the best teaching sxpertise avaslahAe.ao
Predictably, the commission recommended 'that the

. Board of Intermediate Education take steps to ensure the

provislon of adequate means for the practical teaching of
Sctence in the schools under their directiocn’'.>’ '

With regaxd to the national system of education, a
diverse range ‘of reforms was recommended. It was declared
that a revision of the text-books used in the teaching of L
*industrial processeg‘ and Jfrudimentaxy science' warranted
tomediate atten: -.n.°2 Additignally, programmes in
drawing, the - of tools and manual work were demanded,

_ To properly faci.itate that plan it was proposed that

teachers hg afforded appropriate courses at the central
teacher training institution in Dublin to qualify them for
their expanded assignment., One of the principal benefits
to be derived from that policy, it was believed, was the

reinvigoration of ‘'howe_industries' and 'handierafts’ .33

-In respect of agricultural education the commmissioners

expressed satisfaction at the achxevjments of the Nstional
Commissioners of Education and yet récommended further

3
det:?epweﬂt of the agricultural programme.

The immediate outcome of the findings and recomsend-
ations of the Royal Commission on Technical Instruction
1881~1884 was the Technical Instruction Act of 1889, This
Act applied to Ireland also. Under its provisions, County
Councils and Borough Councils were entitled to raise a 1d
in the £ rate in aid of technical instruction, control of
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T which wag placed tn the hands of the Science and Art
L Depnrqmnt.ss This new 199“1”.111& measure would seen

to indicate, at first appearance at least, that the long~ =«

neglected area of technical 1nstructmn had ﬂnany

” . achieved uorchy xecogritim. ’ {

With regnwd to Iraland, however, the new ,lagxsln.ion
was less than effective. While the Local Government R
{England and Wales) Act of 1888 provided a delineated -
, framework for the raising of a rate and for the locai
/ . . administration of technical education, no-such facility
- as yet existhd 1n Ireland. This administrative vacuum
rohbed the Act of much of its impact. Some municipal
authorities, notably Cork, Belfast,' Limerick and Dublin,
did avail of the provisions of the Act. In the counties,
., however, where local authority still resided with the old
Boards of Guardians, the proportion of finance that might
b whe raised by rate levy was insufficient to fund schemes »
« of technical 1nstruction.36

One other negative feature of the Technical Inatruct-
ion Act "1889 must be registered. From Ixeland‘'s vxwpoi.nt
the Act failed to grasp the nettle and tackle a long-
 ' , 5tgnding cause of discontent. Since ghe mid-nineteenth

centruy it was consistently argued that the Science and
Ixt Department was far too centralised and detached an
institution ‘to accommodate the peculiar needs of local

. industrial reqbirements. The Technical Instruction Act

1889 did little to chanqe that policy. By handing over
“the control of technical instraction to the,Science and
Art Department the traditional fatling Eyned. For
Ireland that policy had goute implicatd The nature
an& structure of the Irish industrial framework, as noted,
was uniquely diverse in that few'rational industries

. existed and the country’s industrial prosperity, such as
it was, derived its sustenance from small local industries.,-
In that ‘instance a technical instruction policy that failed .

r
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to acknowletige the principle of decentralisation as an ’
inherent component of its administrative structure went
little way towards meseting Irish requirements. It was
observed by rme commentator at least that the main issue
with regard to a national system of technical instruction
for Yreland hinged largely 'on the general question of
centralisation or deceptralisation' and any dotailed
discussion beyond that mﬂtter would only divert attention
from the major priority.

It becomes clear, therefore, that manyg of :le
anticipated bene?its of the Technical Instruction Act 1889
remained elusive as far as Ireland was concerned. Thatlis
not, however, to deny the Rayal Commission an influence
upon Irish educational tefprm during the final decade of
.the nineteenth century. For,  its immediate value was to
encourage reformers in their endeavours and to provide an
authority of considerable prestige to strengthen education~
al demands. Although the years brought: otherginfluences .
io determine the course of events, the Boyal Commission on
Technical Instruction 1881-1884 held its place as a
raference for reform and its mark can be clearly ‘seen in
the Belmore and Palles Commissions as well as in tle report
of Horace Plunkett's Recess Committee and the work of the
' Congested Districts Board,
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Ivink Eduvatiomal Studiee, Vol. 3, No.2, 13983,
THE EDUCATICNAL ENDOWMENTS (IRELAND) ACT, 1885,
AS PART OF NINETEENTH CENTURY EDUCATIONAL ‘REFORM

Raymond Hilkinson'
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Educational sgtlowments were grants of land or money
permanentiy settled for an edocational purpose. The
majority of such endowments in Ireland were of private
origin, donated by private benefactors and usuwally
restricted to particular classes oxr denominationg.. But
some encowments were of & public nature; for example the

{ Ulster Royal School estates were oranted by King Jawes I
to support schools open to all. The failure of the
Government to take any posi.ive interest in educational
endownents (save the establishment of a succession Jf
commissioners), and the failure of the Leégislature to
secure the future of s~dowments affected by the Irish
Church Act, 1869, left such endowments in a confused
porition by 1880,

Roman Catholic appeals for a redistribution of
publicly funded educational esdowments had reccived
support from the publication of the 1871 Census figuxes.
The number of intermediate schoocls had fallen from 729
in 1867 to 574 in 1871, while the number of rupils attend-

’ ing these schools had fallen from 21,674 to 21,225,
Notably the decrease in the number of pupils was limited
to members of the Church of ireland, who were in the
almost exclusive enjoyment of State endowments.

The Roman Catholics, wholly dependent
upon voluntary effort, and at the same
time the least wealthy element of the
population have increased the number of
puplils receiving intermediate -
instruction by 2.5 per rent. Non-

Ep!scopal Protestants, almost equally
endowed, but better circumstanced
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pecuniarily, show signal increase of
11.9 per vent, wiiTle thé Episcopal
Protestants, whope privats means are
immeasurably largest, and who have
practicdlly the mopopoly of State
endownents disclose the wonderful

'  decline of 14.5 per cent., 2

L}
In 1874, Lorxd £m1y3 pointed out that in Irish endowed
intermediate schools thexre wers but 2,625 pupils, of
which only 108 were Roman Catholics, so that Lf it were
ndt for unassisted voluntary efforts, 108 woull have been

the whole number receiving intermediate education out of
4

‘a tatholic population of over four miliion. By now It

was_becoming evident that some measure of reform was
essential. The Roman Catholic bishops had asserted the
right of the Catholics of Ireland to their due proportion
of the.public funds hitherto set apart for educatiur ‘n
the Royal and other endowed schools.s Justice demandud
that these funds, insofar as they had been given by the
State, should be made available Yy the legislature for the
benefit of the entire nation. Statistical comparisons
between the Roman Catholic Schools and the Fndowed Grammar
Schools had shown that "the: who starve on nothing are

more vigarous than they W ustly aurfeit &n too much. o6

®o e e EEPTER OV W

"he rramxrs cf the InEbrmediate Educntion Act 1n
1878 avoided any suspicion of directly endowing denomin-
atidhal institutions. Yot the method of endowment in the
forn of prizes and results fees represented a substantial
advance in the support of private denominational schools.
The system of examinations and prires indirectly aided
from Roman Catholic schools, “but so indirectly, it meemp,
as to suffer the consciences of the Protestants of Great
Britain to remain at peace.'7 The 1878 Act reprage
a landmark in the history of relations between the British
Government and Irish Catholics in that the Government made
no attempt to exercise control over Catholic education or
to advance any regulation to which Catholics might object;
and by its enactment the Government accepted, in a way
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unknown for centuries in Ireland, the right of Catholics
to have unimpeded access to a form_of education reconcil--
able with their religious beliefs. Addressing the
Statistical and Social Inquiry Society of Ireland in May
1872, William Burke had cénplaineﬂ of "the lack of powexs
to frame nev schemes for the adwinistration of old
educational trypts, and to aéapt them to changing social
. quds.s In June 1878, apparently unaware of the imminent
introduction of the government's intermediate education
bill, Lord Randolph Churchill pxe&ented gmotion in
Pariiament: .
That a Select Committee be appointed to.
inquire into the condition, reeenues and
management of the Endowed Schools of
Ireland, with instructions -to report how
far those endowments are A% pre ent
. promoting or are applicable to t .
promotion of Intermediate Education in
that country without distinction of
class or religion. 9
Lowther, who had replaced Hicks~-Beack as Chief Secretary
in March 1878, persuaded Chuxchill to withdraw his motion, -
on the promise that a small Commigsion would be appointed
to inmquire into the management of these endowmgnts.‘o
o ‘Churchill's interest {n Irish affairs had developed during
- “'his "exile” "1 in Dublin, as private secretary to his
father, the Duke of Marlborough, appointed Lord Lieutenant
in 1876. On his first day in Dublin Churchill made the
acquaintance of Gerhld Pitzgibbon, then Law Advisor at
Dublin Castle,12 and their friendship which lasted till
Churgiill’s death, was to have far-reaching effects on.
!risz'education during the decade which followed. During
the winter of 1877 Churchill devoted himself, with
Fitzagibbon's assistance, to the study of Irish intermediate
education, consulting all shades of Irish opinion. On
the last day of the year he addressed a letter to the
Freeman's qurnal’B rn the subject of the Diocesan
Schools, and claiming for intermediate education an amount

| !;Pﬁik; ‘l-l'() 100 | ‘
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.. equivalent to that diverted when tﬂéae schools were
* abolished by the Irish Church Act.'® The main result of
. Churchill's research into the Irigh educatiion gquestion

~ issued in Decembexr 1877 in the form of a pamphlet,

addressed to his frieud Sir Bernard Burke, Ulster King~
ag Arms.‘s It showed, on the evidence cf various Royal
Comnissions, that intermediate education in Ireland was
positf%nly declining, yet thatea gystem of intermediate

- educationm had existed since the days of Elizabeth, in the
" shape of the Diocesan Grasmar School, the Royal Free

Schools, and later priwate foundationa.?? Churchill

expressed wonder that{the Kildare Commission Report of

1858 had not been congidered by Parliament, and twenty
years had elapsed without huy attempt at legislative
reform. '’ In his pamphlet he propoped to extend the
system of Royal Schools ,nd t0 provide pore money out of
the Church surplub. The veligious difficulty was to .
be surmounted by appointinc lay Roman Catholic masters

in fatholic districts and Protestant masters in Protestant
districts, with a gonscience clause, contiol by local
Boards, and a scholarship system, so as to enable the
religious minority in any disdtrict to get education
elsewhere.‘s Admirable as the plan appeared, it probably
underrated the reluctance of the Roffan Catholic hierarchy
to tolerate education that it did not control., Simultan- °
eously with the establishment of such a school system,
Churchili advocated & Royal Commission empowered to
inquire into, remodel and redistribute all existing
educational endbwments.’g Considering his intercst in the
Irish education question, Churchill’s motion of 4 June

1C78 is not surprising, though the Cabinet, anxious to

- secure & safe passage for the Intermediate Education Bill,

must have been worried by {us t‘,imitﬁ. The promise of a
raall Commission on endowed schools may be seen as an
insurance against any interference with the government'’'s
intended measure.zo During the debate on the Second

At
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Reading of the Intermediate Education Bill in the House
of Lords, Earl Spencer referred again to the quastion u£

. endowed schools, piinting ont that »additional powerﬂ

should be qxvnn tq those bodies in Ireland who were
unable to reform themselves,” and that “"those endowments
which did exist oaght not to be lost sight of, and a
great deal night;he done in differeant localities. 2!

-

.

On 3 December 1878 the Duke of Marlborougn, the
Lord Lisutenant, isswed the warrant appointing Commiss-—

ioners "to inguire into the Endowmcnts, Funds, and Actual . ‘

Condition of all Schools endowed for the purpose of
Edycation in Ireland.” 22 The Eaxrl of se was nppointed
Chairman, and the Commissioners included hoth Loxd
Rnndolpb Churchill and Gerald Fitzgihbon, by now |
8011c1tor-cpqera1 for Igeland, and scon to heeouelﬁ Lord
Justice of Appeal. Their Report on 31 October 1880
polnted to the need for legislation on educational endow-
ments in Ireland. The payment-hy-resu!ts poliey of the
Intermediate Board had not silenced Roman Catholic demands-
for a share in the publir intermediate andovnents nf the
Royal Schools. '

The Bishops again appeal to the -
Government in the name of the

Catholics of Ireland to estabiish -~ - mo ooomEEReTES

equality as to state grants and
epdowments between Catholic and non-
Catholic institutions of higher
education; either by disendowing the
latter, or by canferring equal endow-
wents on the other. This claim -
applies chiefly to publi¢® endowments
5till enjoyed by the Queen's Colleges,
Tripnity College and the Royal Schoo%algo
o 1s for

Mahaffy in his inspection of endoved grammar s

the Rosse Commission had found fault with their "wretched
system of management” which prevented needful reform and
perpetuated inefficient arrangements and incompetent
teachers=~- "cld and wearied men.'zs Arnold Graves, the
Secretary to the Commissioners of Education in Ireland,
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pointed out thm‘ﬂ: of powers of his Board with : .
raggrd to applications by trustees to frame new schemes '
for endowed schools resulted in such schools being

requiated by the Court of Chancery or the cgnmissinners.
of Charitable Donations and Begquests beh&nd the back of E
the Board aspecxau? appointed to regulate them. In the s
light of the'Rosse Commission Report he claimed for the "

G ssioners of Education in Ireland the same powers as

those enjoyed by the Bnglish Charlty Commisaicners with
regard to endowed schools. 26 1, Decenmber 1882 Graves™
wrote to the Under-Secretary at Dublin Castle drawing -
the attention of the Iprd Lieugenant and the Chief

Secretary to the need for someqlegislation to enable the s
Commissioners of Education in Ireland to discharge their
duties efféctively.2’ significant development in the sixe

of several endowed schools inevitably followed the
availability of funds under the 1878 Act,2® and new

schools were heing estadblished particularly in large

urban areas.?’ Some measure of rationalisation was
increasingly seen as necessary. In 1883, under pressure

from Trevelyan, the Liberal Chief Secretary, the National
Board authorised the pay-ent of grants towards the asain~-
tenance of dencminatlonnl _teacher training collegcs.3°

P a

$He surrender of the Board to episcopal demands on this ,

major issue marked a watershed in the Roman Catholic
Church's struggle with the system, and it marked a major
step tovaid@;the goal of complete denominationalism in
education. The Model Schools were often pointed to by -
English S.Ps, as evidence of the success of mixed
education in Ireland, but in 1882 Lord Randolph Churchill
denounced these schools as “about the greatest imposture
that Z:xxld be kept up in reland.*}! Spedking on the
Pranchise Bill in naf of that year, Churchill expressed
the hope that, given the more settled state of Ireland
since 1882, the government would “recognise more fully 4
what are the real duties of an English government towards

- »
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the Irish people” ;nd “to hold out to Ire” .nd the generous ‘
hand of fellowship and to sow the seends “of reconciliation. "Si
The demands from whiting for reform uf the «endowed school
system,and govarn&qnt acceptance that Irish education had.
' become denominational, ensured that legisation on educ-
ational endowments could not be long delayed.

In August 1863 Trevelyan gave an undertaking iH the
House of Cormons to consider the whole question of Xrish.
‘endowed scﬂLols, though admitting that any legisation
X to put things right "must be of a very drastjc descript-
. ton.** 1n the enrly months of 1884 a Bill to Reorganlse )
. the Educational Endowments of Ireland was dratted.35 and L
- care of the Bill was. entrusted to Lozd Carlingford. The .
B8ill proviged for the appointment of three paid Commiss-
ioners to prepare drafts of schemes for the future ¢
government and management of educational endowments,
subject to the approval of the Lord.Lieutenant in Coun611.37
The Commissioners were to have special regard to making
provision for secondary education in public schools. 8 At
the Bill's Second Reading in the House of Lords on 4 July
Lord Carlingford pointed out the advantages to bhe gained,
including the reform and improvement of both the Royal
Schools and the Commissioners of Education in Ireland.39
*The work of the Intermediate Board,with its comparatively
muderate income, must be greatly assisted by the applicat-
ion of some portion of the endowments coming undexr the
scope of the present Bill, 40 The Bill came in for some
adverse observations Xrom the Earl of Belmore, one of the
Comnissioners of Educatdon, but the House did not divide,
and the Bill was to be sidered in Committee on 114 July;"
In the meantime the House o rd: threw out the Franchise
Bill, and the Liberal government abandonec all the ~
unfinished legisliation of the seusion,‘z the BEducational
Endowments {Ireland) Bill being withdrawn on 21 July.
Towards the end of the year the Under-~Secretary, Hamilton,
invited the view of the Qommissionexs of Education in
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but, despite their

. repeated calls for an extension of tlﬁﬁ\mrs. and the

- N :Cxiticism levelled at tham by’ the succcnss.m -of nineteenth
ecntury tamporary commissioners, they rastricted thewm~
selves to a declaratiorn that any commissioners appointed

."'!relnnd on Mt legislation,

to regulate educational endowments should be tmpaid.“

f. In January 1885 Campbell-Bannerman, appointed Chiaf ,
" Secretary the previous Getober, recommended the early '
' zeintroduction of the Bill of 1884 in the House of Lords’>  &_
- Again its passage was entrusted to Lord Carlingford, who vl
~.. was the only speaker on the BiAll's Second Reading on 23 ‘
March. -
Inquiries of every kind had gone on &
year after year, or rather genaration : oo
o after genexation. . . Thera was to be
-t no more inguiry. That had been accomp—- )
" lished to excess. The Commission would {
« have power to revise and-reform the
endowments in the sade way as those of
o o England and Scotland had been, and were
: being, revized and reformed. 46 /\
: The Bill passed to the House »r Commons without further
debate or amendment on 20 Abru.“ and wvas given its First
Bnading on 12 Hay.‘s However, in the political crisis of .
June 1885 the Bill was practically abandoned.®? In that: b
month a combination of Conservatives and Parnellites |
defeated the staggering Liberal government on a question

of increased duties on beer and spirits.so

\' . The new .governme\nt's Irish programse was agreed in
Cabinet on 4 July, and did-not include the Fndowments
Bi11.”' Sir Michael Hicks-Beach, appointed Chancellor of
the Exchequer, explained that few uncontentious legis-
lative projects which the Government would try to carry
through before winding up the business of the seasion,
and in this he received the concurrence of Gladstone.§2

* It octurred, however, to Fifzgibbon, who had followed the
subject of endowment reform with interest since the Rosse
Commission of 1879-80, that the abandoned Liberal Bill

t

-
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L could be 80 altered as to become a useful memsure, .Me . A:"‘
~ wrote to Mugh Holmes, hig guccwssor as sol:lcitor-aeneral. J
. and now Attorney-Gehoral and M.P. for Dublin Unimss.t.y,
© and to Lord Randolph rmmmn, but rccexm no encoure -
aqeue 5‘ On the mrning of 7 August Fitzxgibbon arxived
in !.onm, and while breakfasting with gmrchul dmlmil
and enforced his vieml.s . Baving secured the agreemant n!’
Ricks-Beach to the measure, provided that the sassion m ,
not proclonged, and the agreement of Rolmes to undertake .
its conduct inlhe House of Cosmons, Fitegibbon sst to
. redrafting the Bill. ‘ k
¢ During one- df the hottest days in the
year Cullinan our draftaman and he' with
‘ theix coats off wotked at ths amendments,
//’ which in the evening were ready for the
printer. 56
The Bill stood no chance without the concurxence of;&
Irish nationalists, and Fitzgibbon undertook to negotiste )
with Thomas Sexton, M.P. for Sligo. A meeting either in
the Irish Office or in the. N.P,'s lodgings seemed ‘
inappropriate, so “"they were brought together by the
medium of a cebman.””! The reqular Liberal opposition,
represented by Samuel Ialker,'“ was conciliated by a .
~promise to make one ‘of his constituents an Assistant ,
CommisStoner. Perhaps the most amusing incident was the
indignation expressed by Six William R,rt-byke, the Chief
. Secretary.
He hn.d been, he said, a whip for twelve .
vears familiar with all the traditions
of the house; and it was not playing thd
gase to enter upon important legislation
the last week of the session. He would
therefoxe wash his hands of it. 59
Pitzgibbon's amendments, as moved by nolﬁen, fox the
purpose Qf a&tar‘ing the ortgh}al Bill into its neow shape,
] covered pages qf the parliamentary orderxr book, ymnd were
4 unintelligible to all save.Sexton and Hoimes, and it is
doubtful if even they fully understood them.®® wot one
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 ..of the members of the new Government had read a line of
o thg s,
- .able parliamentary double-act, steered the Bill through

- the ittee stage,

ot
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1 on 12 August Nolffes and Bexton, in a remark-

o o '-_':.:“ A Sk e

62. on the following day the Bill

passed thd romaining stages, and received the Royal
"Assent on 14 August, the day parliament was ptorcgued.ﬁ3

The Act came into force ' on 1 October 1885.6‘ Five'’

Commisrioners were appointed to the Educatibnal Endowments ,
" (Ireland) Commission.®® The two Judifial Commissioners -3
were nawed in the Act, Fitzgibbon himself, and Rt.Hon. ° L
John Naish, Lord Chancellor of Ireland in Gladstone’s Y
Ministry®from May till June 1885, and the second Roman o
Catholic Chancellor since the Reformation.®® The
Assistant Coralssioners, "persons of experience in

edugation‘,sf were appointed by the Lord Lieutenant on

2% Beptember 1885-~Rt. Pev. Monsignor Gerald Molloy,

Rector of the Catholic University, Anthony Traill, Esq.,

Professor of Medicine in Trinity College Dublin, and

Rev. James Brown Dougherty, Professor of Logic in Nagee

College, londonderry. The Act laid down lengthy procedures

before any scheme drawn up by the Commissioners could

receive statutory authority, by the approval of the Lord

Lieutenant in COuucil.sa A minimum of six months had to

elapse bctween the first publication of a draft scheme by*

the Commissioners and its final approval by the Lord

Lieutenant, during which time objections from interested

parties could be raised at various stages.&gc Provision

was made for future alterations to schemes by the

Commissioners of Charitable Donations and Bequests for

Ireland.7° A numberof endowments were excluded specific-

ally from the application of the Act--~those relating to

Trinity College Dublin or the University of Dublin; those

applied solely to theological instruction; those wholly

or partly applied to charitable or non-educational

purposes; those consisting of voluntary subscriptions; :
and those exclusively for the benefit of, and ander the N
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mluaﬁe contxgl, of, peraoni of axiy particular denomin-

ation. Theso latter denominational endowments could be
brought. within the scope of the Act only by the written
consent of the respective qoverning bod!es.?’ These

exceptions led the Coumissxoneru to comment in their

Pirst Annual Report to the Lord Lieutepant in October

1886, that ' .

* « « » although the endowments coming =
within the scope of ocur Commission may
seem large in the aggrégate, we are
satisfied from the inquiries we have
already held tbat by far the greater
nunber of these endowments, including
some. of the most valuable, sxe of
private origin, and are limited by the
intentions of the founders to particular
’ classes of the population, . . . we have
therefore reason to fear that theg
expectations genexaly raised will be in
a great measure disappointed, and that
the provision of intermediate education
in Ireland will remain very imperfect
~ . . 72

in fact of the 210 schemes submitted to the Lord Lieuten~
ant by December 1894, covering 1,350 primary schools, 80
separate intermediate schooXQ, and 22 crollegiate and
other institutions, only'three schemes dealt with endow~
ments for intermediate education derived from public
sources.73 1

puring a conversation with str.Patrick Keenan in
October, 1885, Lord Carlingford came to the conclusion
that the Fitzgibbon amendments epacted in the Educational
Endowmonts {Ireland) Act weore framed in Protéstant
interepts.v‘ In the autumn the Act had nearly become a
dead letter because the Raman Catholic hierarchy, like

Carlingford, took it to have a Protestant bias. Dr.Walsh,

the newly-appointed Archbishop of Dublin,75 prntested
against the composition of the Commission.

Three of the five Commissioners are to
be non~Catholics, and we, the Catholics
of Ireland, we the representatives of the

11 8.108

Lo
TN



.

. Castle Catholic.
~ 7 confidencé of the bishops in matters of education, was

interests of the vast majority of the
succesgfal Intermsdiate Schools of the
countyy are to be in a minority of two,
Is this equality? Is thims fair play? 76

, 502 the two Catholic members of the Commission, Maish
belonged to the "nfficial circle” and was regarded as a
7 Molloy, though possessing the

. 'regarded by Dr. Croke as an "unmitigated Whig, and & jump
" 'Jim Crow man in politins.'7a He was "a genisl soul, as

ffstlﬁ to cape with the chairman, Lord Justice Fitxglbhon,‘aa

a shrimp with a shark.'79 The appointment of one Ptotest-
ant and one Roman Catholic Judicial Commissioner was
" desigAkd to ensure the protection of denominational
.. interests. As both Judicial Commissionars had to agree
. before a scheme was signed, the Catholic Commissioner could
veto any reform of endowments of which he did hot approve.
‘However, as many endowments had already passed into
Protestant hands, the denominat:onal balance between the
Judicisl Commissioners might not effect the eguable redist-
ribution of endowments.
. . . if the Catholic Commissicner can
veto the Protestant scheme, the latter
can veto the Catholic scheme, and if the
scheme is vetoed the endowment remains
with the Protestants. 80
On 7 Octobsr the Hierarchy called on the goVBrnment to
reconsidex the constitution of the Commission so as to
give Roman CGatholics their due proportion of representation
~ thereon, and that 1f no action was taken the two Roman
Catholic Ccmmissioners should resign.s1 Archhighop Croke
wrote on 29 October rocommending Molloy'’s resignation, but
' owing to the strong persuasion of Lord Carnarvon, the Lord
Lieutenant, who informed Dr.Walsh that he would leave the
Cabinet if justice was not done to Irxreland, especially in
matters of education, the guestion of Molloy's resignation
was deferred.sz A letter from Churchill emphasising the
- pro~Catholic implications of Conservative policy on Irish
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T education fugther served to iron out the dif!ieultiel.aa
i _ Despite, ox perhaps because of, the lack of strong.
o government support’ for the Educational Endowments Act=-
o a lawyek-made law, -an immenag . amount of adlinistraéi;é;-
legal and financial tidying-~up in the Irish educational
o, : sphere wae to be accomplished by the relatively short- .
o lived Commiswion which it established. R
| The Educational Endowments {Ireland) Act, 1885,%%  ©
‘. . provided for the making and approving of schemes up to ‘
S 31 December 1888, but was ultimately continued €111 31
. March 1893 85 By the power “vested in the Lord Lisutenant i
by the 1885 Act the powers of the Commissioners wich reqart
to specified endowments could bv extended,./sand the :
Commission was not {inally wound up until 25 April 1898.
219 draft schemes were publighed by the Commissioners, of
. which nine wers not proceeded vith,87 sothat by the data
of the Comhission's Firfal Report on {8 December 1894, 210
schemes had been signed by the Judicial Commissioners and
submitted to the Lord Lientansnt.ss These 210 schemes
covered .ome 1,450 weparate scheools, and invdiveé an
annual valae to the sndowments, including school sremises
and income from lands and funds of £67,305. To this was
added a further :73.601 from fees, suscriptions and other
sources, leaving a total anniml value of the monies dealt
with by the Nommission of £1lo.905.°° The total cost of
the Commission to the Treasury was £32,507, less than half x
a year's income of the endowments dealt with, while a mere
£330 was chargeable to the Endowments for the cost of
publishing schemes.go

The Scheme for the settlement of the Ulster Royal -
Schools Endowment was the single most important . respons-—
ibility of the Commission. AS early as 1887 this was
recognised by the Commissioners - "probably the most
important and difficult part of our dnty.'g’ Prior to the
Educational Endowments Act the Royal Schools had been in a
state ¢° declimx. ‘ttributable to the management
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difficuleies and lack of powers commented on by the
sucression of nineteenth century commissiobs, but also

to the fear that tify disestablishment of the Ixish Church
in 1869 was to be fdllowed by the large scale disendowment
of the Royal Schools, and the uncertainty regarding legis-
lation an endowment reforn.gz Previous to the SChame, the
endowments were applied exclusively to the five Ulster
Royal Schools, but the Commissioners of Education in
Ireland, other than a power of visitation, had no means by
examination or inspection to test their - 'educational
efficiency. The object of the 1885 Act was to extend the )
usofulness of educational endowments, and the Scheme
promoted this, =mo far as the Ulster Royal School Endownent
was concerned, bi’providxdg for the maintenance, in defined
districts, of at least two Schools, and the establishment
in each district of two local Boards of Education-~one
Protestant and one Roman Catholic--sach to manage and
contxol 4Ats own school. Purther, tha Scheme provided for
the inspection of schools, and required that each school
should satisfy certain copditions of equipment and
suftability as wsell as educetional efficiency. The
principle of local dontrol of intermedaite education was
established by the Endowments Commission. Control was
taken out of the hands of large Boards of unpaid Commiss~
ioners in Dublin and placed in the hands of Governing
Bodies "taking an active interest in the success of the
institution, and enjoying ample opportunities for

personal influence and pérsonal cbservation.” In the
local Boards of Education, established under the Dlster
Royal Schools Scheme, Roman Catholics were able to part-~
Jdcipate in the benefits of a ﬁublic endowment, while
retaining control in a local Roman Catholic Board. The
1n§uirios of the Endowments Commissioners with regard to
the Ulster Royal Schools confirmed their belief that the
financial provision for Intermkdiate education in Ireland
was wholly inadeguate, and bore no relation to the

]
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9
provision for unjversity and primary education. 3 While
the Cnmmissignera approved of the extra funds at the
disposal of the Intermediate Education Board {and of the
schools from results feeg), by the terms of the local
Taxation (Customs and Excise) Act, 1890;9‘ they pointed
out that reaults fees

do not supply the place of Bndowments,

nor furnish the means of establishing

schools where none already exist, or of

acquiring the plant and appliances which

are necessaxy before any school can

become efficiant . ., . But a moderate

amount of money appiied, as in the case

of the Ulaster Roval Schools, for the

benefit of defined localities, under the

control of a central body and with an

efficient system of inspection, would

afford valuable assigtance to sany

struggling institutions, give a large

impulse to Intermediate Education in

Ireland, and open the advantages of

Higher Education to the best pupils of

th» Primary Schools in plaggs where they

have now no means of obtaining advanced

teaching., 9 »

The Educat ional Endowments (Ireland) Act, 1885+, was

a wise and reasonable picce of ldgislatione.in which an
attempt was made to give as much freedom as possible to
those already in control of schools, to avoid und.e inter-
ference with established rights and vested interests, and
to ensu:  that mny reorganisation should not violate the
spirit of the founder's intentions. In making their
recomnendations the Commissionexs were to have regard to
the merits of all those eligible for the benefits of the
endowments and to make provision for extending the endow—
ments for the greater benefit of the people. The
Endowments Commission worked with a small staff of a
ercyretary and 8 few clérks, and sat frequently both in
public, where interested parties cften stated their case
with vigour, and in private. It usually met in Dublin,

but it held sittings throughout the country. The real
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. Commissioners initiated vital changes in their organisat-

.f:,ulue of t!':e work of the Commission lies in _the fact that -
" there were many schools” in Ireland which, befom the °

: :'.»'.ian, wrs in 8 very ‘backward state. It is unlikely that

‘ schools such as the Royal Schools would have long ssrvived
.. had the Commirsion never sat. For the century from 1791
' - to 1891 no endowsent of publicorigin {excluding aid from

- the National board after 183 -rasults fees NM by

" Educational Endowments (Ireland) Commission was part of a

* endowments, but in Ireland was linked to bqth Libexal and

. the Intermediate Board, and the Naynooth Grant) was q}}oye< .
" exclusively or to any large extent by Roman cAthoufs in
. the matter of education., The Ulster Royal Schools Scheme®

-~ westablished the Roman Catholic Church as a full partner in

" the enjoyment of public funds. The establishment of the

... movement throughout the Unjited.-Kingdom to reorganise

Conservative attempts to redress Irish grievances, Schemes
drawn up by the Commission had the force of law--indeed

many such schemes still have statutory existence--and

showed a preferefice for local rather than central control.
The Commission’'s 1nvest1gacions raised many issuea--the
extent of Church and ;tat.e involvement in education, the
funding of 1ntemediate schoois, and the 1nportanca of

logal support. The resolution of these issues left Irish
intermediate schools by the close of the nineteefty century
as indepenéent, locilly managed, denominational institutions.
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In the face of mul ravnluuon n Burope daunq

from tha mid-nimeteenth century it was clear that SO
education could not continue in its historic forms. As . ¥

a consequence, real.differences in the philosophy of ‘»-ﬁ;g’?
education emerged, and educational cnntmny hatghtened.
Among the revolutionary forces, particularly in the '
context of education in England, wera persons such as :
Bpencer and Huxley, advocates of curriculum coptent toy
selected chisfly to sustain and improve the existing S
matesial miaty; In the content of any curriculum which

took such forces ihto account science would figurs

prosminently. On the other hand classics, the character-

istic feature of Intérmediate school curriculum, would

lose ground further, and so, axpectedly, classicists
constituted the main rsactionary force.

-hq;p L

g

In England, down to the middle of the nineteenth
century science was the veritable Cinderella of the school
curricolum. Although as a discipline science wWas making
headway, science teachers wers few, and those few were
engaged in fighting down opposition to the progress of °
science in the schools. Even late in the century few
schools had laboratories, and such science teaching as was
done was usually done at’the demonstration table.

Jerhaps the most important man in the world of
science teaching during the late eighties and nineties
was Dr. H.E. Armstrong, Professor of Chemistry at the
City and Cuilds Institute, South xansingtun.‘ Born in
1848, Armstrong d'evéloped an interest in education early
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'in his career which was to continue until his death in
htn ninatzdih year, and was, for a period of time, to
. mnmm profoundly the course of sc.i.enea educaticn in O
:.:nupc R
' :_ ‘ Arnstrunq left school at the age of 16 ycs:l. and -
o 'W-.-_hter in 1ife liked to inform his readers that while at
.JJpnhnol,guch subjects as Latin, ﬂttha-tics.\ﬂistory and
' Geography glanced off him like water from a duck's back,
. :because ha could take no interest in them as they were
.Tﬁtnuqht. ‘As no very definits habite of thought wera
b :jxnpreasad on him while at school his mind was therefore SN
 "left free to develop, and therefore he greatly valued s
" the ignorance in which he left achool. Saving left [
;' . school, and apparantly for no particular reason, he
" entered the Royal College of Chamistry in Oxford Street,
. ¥.london, and then "just slid into chemistry®, though
" sccording to accounts, he interspersed his lectures there =
. with frequent visits to a nearby hospital to observe .
" happenings in its operating theatre. After two years he
: tnok'up employment as a research assistant, working on
watsr pollution, and shortly after that, following the
" custom of the period, went to Germany to prraue further
™. studies and took a Fh.D. from Leipzig at the age of 21.

- T et

E On returning to London he took up an appointment
' with London City and Guilds, oxganising classes in
chemistry and physics, and establishing local schools
go:‘artisnns and voxkuen.3 But the adolescent boys who
. were sent to him to learn chemistry were so badly
e grounded in elementary science and bad such little
knowledge of methodological procedure that he was given
to making bitter complaints about the ineffectiveness of
science teaching in the schools whence they came. While .
working with medical students, but without .previous
training as a teacher, he taught himeself hcw to teach
them chenistry, and, aided by that effort, devel. ed a

g k3 ]lzz;i
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" syspem of llheratory‘:ratniné'to name which he rxevived = .
~_the torm "heuristic®. In his own words this method mﬁ
"nothing more than o method of gaining: knowlodge by - *~
_axperience ~ by enguiry, by cbservation, by trial -~ -

L Tl L v T AT PR
R R VPRI S A SY RN L IR R TR R

reduced to system and formalised®. He then took a .
leading part in the promotion of this huoristic approach
to science teaching in echools, Nore than anywhare else. ¢
in Christ's Hospital School, London, where he became a :
Governor in 1896, he was afforded the opportnntty to pnt ’3
his methods into practice. : e

Acutely awars that ba was living in a world in uhicpbf
the harnessing of steam and electricity had vastly L
changed the conditions under which the work of the world . |
wans being carried out, Armatrong saw a need to cnnat:untffh
satisfactory educational programsos nuitad to the new
circumstances.. Failure to change would give technn&ogicni
dominance to other countries, particularly to Amorica, ha-f
warned, and he foresaw in the Boer War the disintegzuticnfz
of the British Ewpire unless Army|education became much
more scientific. And in the longer term he foresaw an '
enexgy crisis rﬂsultlng fxam efficient use of
natural resources.

Critical not only of the prevailing science
programmes in schools, but of sedacation generally, he
dismissed "the educational bread” which Lad been offered
since the Education Act, 1870, as "little more than
stone”, and dscried the fact that, even as late as 1891,
modern subjects, especially experimental science, had as
yet barely obtained a foothold in the schools. Mathsmat- -
ical and literary education were still regarded as the B
back-bone of education. All but very few educationists
disregarded wvhat he called "practical arts".‘ -

Armstrong attributed the retardation of progress in
science to various causes., Those in control of the
education system he branded as amateurs, and advoc5§ed a
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ucientific approach to programme tornnlatlon.x”ﬂtate
. intervention would be reguired in order to brtng about

change, The ancient universities he described as ° ..
classical trade uninns shich coptiolled the schools, and
these latter were too much in the hands of men :lnp:actical
by habit apd trained in dogmatic beliefs. Theoy were
least acquainted with science, and so 8 one-sided devbtion
to humanistic studies had ipduced an attitude of blindness

‘._ and irreverence towards natural objecte and phenomena.

Consequently, education had bad little reference to the -
wants of the world, Until practical men and wosen were

out in charge of the gehouln little progress could be

made. Meanwhile, the nation’s youth were allowed to gruw' Q

up as literary men. Parliament was.full of literary men.

Even the Press, he charged, was a purely litsrary organis-
ation. ]

Armstrong proclaimed that a new intellectual order
was arising, scientists and engineers, and that the
classes which formerly stood out as cultured wexs falling
behind. The average handicraftman was not, he insisted,
in any way inferior to the average scribe or scholar -
but guite the contrary. Yet, in the schools$ students
heard nothing of great engincers or scientists, but were
still forced to concentrate on “pious Aenesas and on s
Caesar®. Latin, he felt (1910), was taught, not because ‘
of its linguistic value,but on social grounds. Like
turned-up trousers La:i? was supposed to mark the
gentleman. The relative value of Latin as an educational
subject was, he stated, grossly exaggerated. Those who
dwelt on its merits were rarely conversant with other
subjects to a sufficient extent to be able to appreciate
the effects these would produce if equally well taught.
The most capable teachers were chosen to teach Latin to
the most capable boys, but the time of the majority was
wasted studying Latin. By contrast, only thoq'twho failed
the classical side were, he asserted, given a chance to do
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] setlenpce. At bnjk the Headmasters who admitted the
science teacher into thelr schools did so because they
saw he was getting into fashion, but they had no
aympathy with his work. So he proceeded as he pleased,
and taught as though the boys under him were going to be
chemigsts or physicists, g

A more serious charge levied by him against
classical studies was that they tended, above all others,
to create tn the mind of the learner a beliet ~ an almost
blind belief - ip precedent and authority. In a classics
lesson t first question to arise, he asserted, was
“what iéf:*

. there may'be a new rule to be discovered. Thus classics

he rule?®, and the thought never occurred that

gducated the student to keep rules rather than to make
them.,

Armstrong could not accept that litexary and
mathematical studies were sufficient preparation in the
great ma]urity of cases for the work of the world -~ they
developed: 1ntrospoctxve habits too exclusivelv, The
literary side ought not be disregarded however - in fact
1t should receive far more care and attention - but one
ought recognise that it was only one side, Three classes
of studies claimed ccnsideration - liteorary, mathematacal,
and practical. Practical studies ijocluded experxmental
science, manual work, drawing and physical exvrchpq
However complete a course of literary and mathematical
studies might be, thuey could not educate, he claimed,
"that side of the human braan which was instrumental 1in
building up science and applying it to industry - the
USE QF EYES AND HANDS™. 4 Advancing Kingsley's view that
fhe first thing for a boy to learn after obedience and
morality was the habit of observation, he adamantly held

4 that the use of eyes and hands, and what he termed
"soaentific method”, could not be taught by means wf the

blackbouard and chalk, 01 even by experimental lectures
—
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and demonstrations alone, Individual eyes and hands
should be practised actually and persistently, from the
vaery earliest period in the school careex.

Armstrong scorned the prevailing use of text-books
in schools. He deemed learning from books and teachers
to b a lazy and ineffective wmethod of learning, and
exclusive resort to such methods corrupted the scholar
ar an early age. He alleged ttat modern boys and girls
were made absolutely dejendent on their teachers and on
books. The modern primer he described as "the creation
of the enemy®™. “The curse of books is upon us™ he warned,
*for books are a curse when used to train parrots”. *Real
books, readable books, informing books are scarcly to be
found in the schoole”. He considered that textbooks were
not readable, in fact they spoiled reading, and afforded
no assistance in reading "the great hook of Nature."

Pespite this ban which he would put on textbooks,
Armstrong advocated fiot just the teaching of the three
R's but the teaching of the four R's, reading, writing,
arithmetic and reasoning. Reading should be concerned
not only with the reading of print, but also with the
reading of Nature, and experimental science elements
should accompany reading. Students should be taught to
use books as sources of information and should Re refexred
to divtionaries and works of information generally. Use
of textbaoks should be avoided in order that that which
should be elicited by vkperiment would not be previously
known, and mercly demonstrated, the great object in view
being the acquisition of the art of experimenting, and
observing with a clearly~defined and logical purpose,

Wrating should include compostition, and composition
should be taught in connection with experimental work.
A record of what was being done should be written down
while the work was being done. Indeed, Armstrong
envisaged that cach scholar would be the author of his

Q 12% : 13,5
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own personal book in this way. The information in that
book would have been gained by the acholar himself by
inquiry, and would not have been imparted to him by
others.

" Drawing also should be included in the second R..
Arithmetic would embrace not only the usual topics in
that subject, but mathematics, and especially measurement
work. Weighing, measuring and comparing were among the
chief activities 'in experimental science. Such exper-

» imental studies were judged to be highly conducive to the
formation of morals, and, as a means of‘developing
character were deemed unquestionably superior to any
provided by the other subjects of the school curriculum.
Indeed the balance was an instrument, the use of which R
would be regarded in all schools as an extracrdinary
potent means of effecting meral culture.

In an article written in 1895 on ‘Science Teaching
in Scheols in Agricultural Distric:s's Armstrong outlined
subject priorities to be the mechanical arts of reading,
writing and working elementary problems in arithmetic.
Next in order should come effective training in the nature
and use of sclentific method. But spelling, grammar,
histoty, geography and similar subjects could, he stated,
be safely relegated to very secondary positions in the
programme. First among educational aims must be the

.

encouraqement of the growth of the spirit of inquiry and
research.

when giving a title to his ook The Teaching of
Sézeng;(igrnethod Armetrong vas purposeful in his choice
of words. He deliberately drew a distinction between
science teaching and the teaching of scientific method.
it was the teaching of scientific method, and not of any
particular branch of scaence, which he advocated, and he
attributed the retardation of edurational progress to the
absence 0f a proper distinction between these two things,
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With the objects of putting thinking heads on the
shoulders of the rising generation he advocated that al:
education should be made scientific. In this connection
he categorised as scientific any education which taught
exact knowledge.

Armstrong would not countenance the science
specialist drafting school programmes, nor would he
advise the teaching of early school science as separate
subjects - a practice which he always opposed and which
would, he feared, lead to intellectual pygmies and a lack
of general culture. He would however envisage elements
of astronomy, botany, chemistry, geology, mechanics,
physics, physiology and zoology in programmes. He seemed
to have no preference as to sequence among these, though
he did state that he himself would begin with botany. He
admitted that few teachers would be adequately prepared
for such work, and it seems doubtful that he could ever
envisage women suited to the task. A woman's lack of
criginality was, he once wrote, the most fatal blot on
the woman as a teacher. And he warned that it would be a
" suicidal policy to place education in her hands anymore
than could be helped. Even co-educational schools which
at the time {(1910) were sweeping the United States were,
in his judgement, a threat and an evil, and would lead to
the effeminisation of all who would submit to them.

To permit the teaching of experimental science or
stvientific method the future design of schools should be
altered to give more workshop accommodation and less
classrooms. In fact he would convert nearly all class~
rooms into workrooms or workshops, de~emphasising lessons
and dispensing with timetables. He viewed the two or
three hours per week given te workshop at the time as
altogether inadequate and would have students spend every
afternoon and several mornings per week in them, also
substituting workshop for excessive amounts of homework.
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Specific tasks would be set in the form of problems
which each child would work out experimentally in the
workshop. The teacher would move through the class,
actind as foreman, aiding each pupil to accomplish the
alotted task, and caring little to ascertain what they
knew, but making every effort to lead each to do
something. Armmstrong would give little attention to
knowledge, and stated that the khowledge idol would have
to be deposed, and the knowledge caste removed from

its position of predominance. The function of the
school of the future would be to develop kndwingness, not
to inculcate knowledge. One consequence of breakin s« down
the knowledge idol would be, he forecast, that w would
cease to be slaves of a rigid timpe-table. Though
knowledge, he agreed, was power, power was only in that
knowledge which was got by observation. '

Armstrong entertglned a deep disaffedtion for
examinations, declaring that they retarded rather than
favoured improved teaching methods, their effect on the
student being to make self-~-help impossible. when
he became professor at the City and Guilds Institute he
determined to have nothing to do with teaching for
examinations. "The programmes herc” he once boasted,
"have never been disfigured by references to examinations
as objects to be kept in view Ly students®. Be held the
view that too much dependence on examinations would be
likely to lead to the selection of what he termed
"clexical™ rather than practical ability, and he showed
sympathy for the substitution of inspection entirely for
examinations in the elementary stage.

Written examinations were however to be a major
cause of the downfall of Armstrong’s methods. The 1902
Education Act which established Local Education
Author\ties in BEngland encouraged the expansion of
secondary education, and one of its by-products was the
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anreaae.in numbers of pupils taking a wide varlety'bf
axaninations especislly at age 14 or 15.5 By 1909 there
was a felt need foxr some national guidelines for examin-
ations to be. laid down, and although these took effect
only from 1917 onwaids when the Board of Rducation issued
major iecommenuctions in this regard, Chwist’s Hospital
School was, in 1908, obliged by the Board te adop® the’
School Certificate Examination as a crxiterion of
efficiency. In consequence the heuristic methods of
teaching, nurtured by Armstrong, had to be modified to
meet- the requirements of the examination syllabus. Most
likely jt was to this set-back he was alluding when, in
the Preface to the 1910 edition of his book he wrote that
"our cause has suffered repression rather than encourage-
ment®. Was it not ironical that a man who lnoked
impatiently to State interference to put education on a
scientific basés was to be an early victim of the power
of thﬁt‘samgrState?

The decline in popularity of Armstrong's methods
cannot however be explained solely by the demands of
State~imposed examinations. The man himself generated
bpposition by his deliberate attempts to stir up .
controversy. Nor could the curicusly narrow pedagogical
creed which he expounded mscape the criticisms either of
reactionaries or of those who believed with a fervour
egual to his pwn that the art of teaching could never be
reduced to any sterecotyped procedure based on a few
simple precepts or canons. And’yet, ever though some of
his students yielded to his methods only reluctantly,
Armstrong's success as a teacher cannot be denied. To
what could this have been due?

Hriting in 1929 when heuristic methods of science
teaching in England had given way to a happier combination
of demonstration-table and laboratory training, a former
member of His Majesty’'s Inspectorate, F.W,Westaway,
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- sxpounding a fresr and more individuslistic approach gﬁif;

methodology, stated,-in regard to the heuristic method:

Progrogs is inordinately slow, even with
exceptional teachers. Far too little

ground is covered in a term. The work

attenpted is confinpd almost entirely to

physjcs and chemistry, and boya get a -
wrong idea of science as a whole, or, for
that matter, of phyaics and chemistxy as *

et a whole. The succassion of oxercises is

rarely planned to f£it into a goneral S
for building up & subject S
cospletely; bits of a subject are chosen
Just because they lend themselves to the
.particulaxr type of training., Time is
wastod over experiments that are
the pupil’s skill and ought to be performed
by the teacher. The whole method tends to
be spoiled by its background of false
perspective. ... A boy never "diascovers®
a8 principle, and it is doing him a
digservice to let bhim think he does. :
AboVe all things science teaching demands
v intellectual honesty. 7
Though he himself never heard Arintrong teach,
Westaway learned a good deal about Armstrong’s methods
from Armstrong’'s former pupils, and came to the conclusion- <
that Armstrong's success reaidsd in his extraordinary '
personality, and not in his use of the balance or in
heuristics. Westaway also doubted that Arsstrong ever
taught a class of dull students, - as distinect from »
students totally ignorant of science, and pointed out that
the successful use of the method pre~suppossd not only a
gifted teacher but alsc a very small class, say four or
five, so that throughout the lesson tue reacher could be

at the elbow of each.a

In Ireland, as the twentieth century began, far - L
reaching changes were being introduced into education. At .
primary-schocl level science was being promoted by the
National Board, and this Board had appointed Nr. Mayhows
Heller, B.Sc., to organise the instruction in the national
schools. Science was a compulsory subject in the new
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programee issued in 1900, even though the Departments
governing primary ation in either England ox Scotland
had not yet moved in this direction.- Heller's goal was
the implementation of this Qatiénal Board prograuie, the
purpose of which was, he said, to give pupils ample
experience of the scientific method of inguiry, to teach
self-relianace .in woxk, to cultivate accurate observation
and accuracy of thinking and of verbal expression, and to
lay the foundation of habit and education on which could
" be built any form of higher or technical educatian.’
.Unfort\mately, he was attempting to achieve admirable
obiectives by .means of teachers wvhose training was by the
sonitorial system, and who had not experienced the
benefits of any Intermediate education.

The institution in Ireland of the Department of
ngrtcuiture and Technical Iastruction in 1899 to replace
the Scisnce and Art Department was the outcome of effort
to help create better conditions in the 'New Ireland’
which was dreamed of as the new centuxy degan, and Home
Rule seemed nearer. Following conferences between this
new Depariment and the Intermediate Education Board, it
waR agreed that Natural Philosophy, Chemistry and Drawing
should be replaced in the Board's examinations by one
subject, to be -known as Experimental Science and Drawing.
From 1901 onwaxrds, and until a year's notice would have
been given by it, the Board agreed not to hold any
examination in that subject, but would accght the inspect-
irn, and, where necessary, the examination of the new
Department.

¥

The foregoing developments in Intermediate
Education were a consequence of the Report of the
Commissioners on Intermediate Education, 1899, and were
part of the Intermediate Board's drive to establish a
Modern s .de to the Curriculum of Intermediate schools,
and to encourxage the emergence of schools of a Modern type.
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Heller sxpected little success from this drive, and
doubted that Iantermediate schools would provide R
adequately for the practical side of education. Adaquatef;
provision, in hjs view, would require that half the :
school wesk be devoted to the practical work of uorknhops,
lghoratnrninndsdravxng offfce, and the other half apent -
in the classroom. 10 Only in the citfies of Dublin,

Belfast and Cork did he see hope that a school might
simultaneously offer both a Grammar-typg.and a Modern-

type education. The former could B tested by written
examinations, but the latter, he felt, would bhe best
tested by inspection.

The Department of Agricultire and Technical o
Instruction insisted that persons recognised as teachers
of Experimnntél Science in Intermediate Schools should
have experience of laboratory work, but, because few
teachers in Ireland had this experience, {there being“
only six laboratories in the secondary schools of Irelsnd
in 1901) it was found necessary to establish summer
courses for teachers. Originally it was hoped that by
attendance at such courses, each of about one month's
duration, a teacheyr would, in five or six years, be
adequately qualified, and in the same time scale a ‘
suitable body of science teachers could be made available,
These Courses were attended in 1901 by 283 teachers from
196 schools, and the new science programme was taken up
by 152 schools in 1901~02 aftexr the hurried installation
of laboratories. The influence of heuristics is evident
in the Report of the Board for 1902 which pointed out that
"The phase of transition has been necessarily abrupt, from .
a time honoured method, in which the textbook reigned
supreme, to one in which the pupil, under skilled
direé:)nné~is encouraged 2o find out the facts of science
as far as possible for himself, the change is somewhat a
revolution".12
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Unfortunately the examination standard set in 1902
was S0 high that the results had to be revised and 30 per
cent instead of 40 per cent was accepted in most subjects
as a pass.13 In his address to the British Association
in 1902, convened in Belfast, Armstrong made raference to
these reforms, and, having acknowledged the superiority
of the power of imagination of "the Irish race® over that
of other sactions of the "nation”™, had this to say about
sclence:

The programme laid down for primary and

intermediate schools appear to me to be

wvell thought out and full of promise;

the fault that I might be inclined to

find in them ia that pexhaps they are

somewhat too ambitious. But very able

men are directing the work who should

be wise enough to see that thoroughness

be aimed at before all things. Nothing

could be more gratifying than Mr.Heller's:

statement in the Report for 1900 “"that

the Irish teachers as a whole seem to

posaess & great natural taste and

aptitude for science and the method of -

experimental inquiry®. May they seek

to set teachers in other parts of the

Kingdom the example which is sorely

needed. 14

Unfortunately, complaints about the amount of work

required tor oxamination candidates continued, and it

would seen that the demands on Irish teachers, requiring

them to shift from the almost entirely theoretical and
1

verbal approach to science teaching were over-stretching

their capabilities. Yet, despite this, science was to

become compulsory over a few years.

Heller, to whose Report Armstrong made reference in
the foregoing citation, had spent three-and-a-half years
as a science demonstrator in connection with the school
Board for London in the 1890's, and by 1897 had helped
to put the science scheme of the British Association
into operation in no fewer than 40 of the London Board
schools. After this be spent three years as head of the
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day departmept of the Municipal Technical school in
Birmingham. rom 1901 onwards he was Head Organiser of
Eleméntary Science and Object Lessons with the National
Board of Education 4in Ireland until the reorganisation
of Educational bodies, after national independence was
won, placed him in the Technical Instruction Branch of
the: Department of Education of the Irish Free state.15
Be remained in that Branch until 1933. The methods used
by Heller in London, and presumably continued by him in
Ireland, fitted thé heuristic philosophy so well that:
Armstrong included a description of thes in one of his
papers on the art of making children discover things for

themselves.16

S0 well did the improverished schools in Ireland
respond to the financial inducements provided for the
promotion of Experimental Science that in 1906-07 more
than £25,000 was paid to Day Secondary Schools compared
to less than £1,500 in 1901-02. The impact of this
advance of science was felt especially on the Classics,
so that by 1908, of 619 Exhibitions awarded by the
Intermediate Education Board 015:.40 went to Classics

compared with 370 for the Mathe
17

tics, Science and

This rapifl decline in Classics was
taking place despite the fact that teachers of Classics,
unlike those of science, were well qualified usually.
The hope expressed by Armstrong on an earlier occasion

Drawing grouping.

that science would not replace classics was rapidly
proving itiself vain, at least so in Ireland, and the
worst fears of classicists vho saw science as a threat
in the long term were now clearly justified.

Given the relatively poor qualifications of teachers
of science and the ambitious nature of the science
programmes it seems incredible that student performance
in examinations could have risen to such a level that
science claimed so many Exhibitions. W®hile the popularity
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" of science could be explained by the fact that science
.- was paid for twice, - once by the Department and again
‘ by the Board as an alsost universal subject in the
examination, - it had the further appeal that, in the
N case of Pass students {t was examined by inspection
o only, each class either'passing\ar failing in toto, the
verdict depending on attendance and guality of workbooks i
kept. The uniformity of results based on this method of f}»
agssesskent appealed greatly to teachiers of science who,
unlike their brethren teaching other subjects, were not
encumbered (in their labours for results fees) by the
vagaries of pupils' abilities, teacher skills, or the
difficulties inherent in the subject, and, being
. registared, which other teachers were not, they could
command higher salaries into the barqain.‘ﬂ

Not unexpectedly some misgivings were entertained
as to the wholesomeness of an education whereby, at the
‘"age of 14 or 15, many students, having come to Intermed-
iate school too late, could pass successfully after a
year's work in the particularly popular combination of
subjects: Science, Irish and French, whereas students
of classics would have no hope of passing in that subject
undexr similar s:m'u.utm.m.’9 In addition to thia the
provision of science instruction &ccording to the
requirements of the Department caused a lot of disorgan-
isation in schools. Probably this was to some extent
. ’ due to the administrative structures which requirxed that
Heads of schools serve two masters, the Bearxdl ang the
Department. A further contentious matter the ban on
. the use of text~-books, despite the fact t in some
countries, especially in Germany, demonstrations by the
teacher and use of books was acceptable science method-~ N
clogy. An article in The Irish Ecclesiastical Record inm
. 1912 deplored the banishment of not merely books, but
also of Music, Drawing and kindred subjects from the
schoolg, which, like Experimental Science, could cultivate
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the’ faculty of observation and criticism, and the senses
of sight ang touch.zo Posides these things the selectloﬁ?;
by inspectors of the Department, of students deemed B
capable of taking the honours courses withrut consult-
ation with Hsadmasters was a cause of further,
dissatisfaction.z’

The inggoduction in England of a code of regulatioha-f
pertaining to public examinations was paralleled in
ireland in 1916 by a unilateral decision of the Inter-
nediate Bducation Board to introduce individual written
examinations in science for Pass candidates. The move
was not favoured by science teachets,zz and undoubtedly
was a set-back not only for discovery methods of teaching, .
but also for the Technical Instruction Branch. :

Experimental science received a further serious set
back on the institution of the Irisgh Free State partly
Qecause the revival-of the Irish language took precedence '
over the more ulitarian features of both primary and
secondary school curricula., Yet the characteristics of
this new emphasis were in many respects a repetition of
those which earlier maxked the emphasis op Fxperimental
Science. Both developments serve to highlight an
important aspect of curriculum changes in Irish schools -
i.e. the placing of too much control of education in the
hands of a few enthusiasts. The science experience alsc
serves to illustrate that tensions between technical
education and the secondary system had roots in the
excessive demands of the Technical Instruction Branch on
the private secondary schools.
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Irieh Edwcational Sradieo,Vol.3, ¥o.2, 188X,
THEQRY AND PRACTICE - A DISCUSSION OF THE VIEWS OF
NORTHERN IRELAND TEACHERS

A. McEwen and J.F., Fulton

Probably the main criticism of courses of initial
training for teachers is that they dg.not adequately
prepare the students for the practical realities of life
in the classyroom., Certainly this i8 the critical comment
mogt frequently made by tweachers who tend to look back at
the old certificate course of a quarter of a century ago
a8 at least enabling them to acquire & rxande of useable’
claasroom skills and methods. Some of this can be put
dnvp perhaps to a nostalgia which helps to cloud accurate
recall {as can be seen from the literature the same
criticisms were made by practising teachers of the
certificate course then). However, a feeling now appears
to exist that, between the training courses and the
challenges young teachers will have to confront, thege
has opened up a gap which has left many of them feeling
ill~equipped, frustrated and without support. Thedir
unease is reinforced by their belief that the advent of
the degree has led to a disproportionate amount of time
being given to theoretical studies with practical concerns
relegated to a minor place.

4

The perceived discontinuity between theory and
practice is a matter of controversy with a long history
in the initial training of teachexrs and a question of
major significance for any course of proféssional prep~
aration. There has always been tension {often less than
creative) hetween teacher trainers and the practitioners,
the class teachers. The level at which this debate is
conducted {s frequently unsophisticated, at times crude,
and reflects the differences between the teachers and

*
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those who have managed according to the teachers to
escape from the chalk face and have taken refuge in the
mystiques and myths of not altogether relevant theory.
Trainers on the other hand, counter by pointing ost that
practice without an adequate theoretical basis for making
decisions and deploying cne's skills is not only non-
professional but anti-professional. To be professional,
it is argqued, teachers must accept the responsibility for
the goals they aspire to achieve and the social contexts
in which the process of seeking to achieve these goals
takes place. Such argupents are not unique to teaching.
It is no coincidence that reports such as the Todd Report
on Medical Edacation and the Qrmrod Report on Legal
Education have each taken the theory-practice relation-
ship as one of their major themesn. There are a number of
points from which one could approach an analysis of this
relationship and .ts implications for teachers and
trvaching. One of the most useful is to examine the area
in which the knowledge gained from theory is utilised in
pravtice.  In relation to teaching the fé%us is on the
classvoom, the school, and other professional arenas,

For example, in a recent paper, Terhart and Drerup
{1981) distinguished three models of teaching based on
different ways in which knowledge is utilised. Since
vach has its advantages and disadvantages, they are often
tombined wath different degreos of emphasis. However for
analytic purposes it is necessary to consider each

separately.

1. Lraft Model

This model for teaching strongly emphasises the
importance of practical experience in schools, which is
held to provide the student not only with an opportunity
to aciguire classroom skills but also to learn about the
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the aims of education. These are generally couched in
tertms of the development of children. It was the first
historically. Preparation for teaching was looked upon

as an apprenticeship, sometimes rather unkindly referred
to as "sitting next to Nellie™. It is likely that
teacher-trainers today frequently diamiss Nellie's virtues
too lightly and do not take sufficiently seriously the
potential which a good teacher can have for making a
substantial and unigue contribution to the training of a

student placed under her supervision. ~ .

Those who fawvour the craft approach to teacherx
training are generally indifferent to theory; The only
theoretical principles considered relevant are those which
grow directly out of practice. This model was dominant in
teacher training colléges during their early veoars when
they were obncerned almost wholly with the preparation of
students to teach in primary schools., It was often
supplenented by reading the great books on education or
rather reading about the great educatoxs with a view to
analysing their systems to provide methods to follow.
Learning was by imitation - the professional tutor/class
teacher often took model lessons or by following the
system of methods recommended by the great figures of the
past (the Herbartian steps achieved great popularity).

The main disadvantage of the model is that it implies
a view of kXnowledde snd of methods cf transmission which
are relatively static and unchanging. Wwhat change does
take place is limited in extent and gradual in develop-
ment. There is no place for rasearch and theorxy-construct-
ion, without which there is no basis for criticism and
innovation. In this approach an increase in knowledge and
informed change can only come about through an extension
of practice. Continuity from theory to practice is
replaced by one from practice to practice. Despite all
this, the craft element in teaching i again becoming a
focus of attention for teacher trainers. At a time when
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there appears to e @& gap between theory and practice,

it is now being arquad that it at least provides students
with a core of knowledge and skills without which they
will nor survive as classroom teachers and any danger of
uncritical acceptance of existing practice can be over-
come by other aspects of the course.

2. Applied science model

The craft model no longexr holds the dominant position
it opce did; its influence has now waned -~ at least in
respect of teacher training. In the 19508, a more rapidly
changing world characterised by more dissensus and
plurality in respect of values and an expanding corpus of
knowledge which continually put earlier ddeas out of date,
cvlearly made different demands on teachers which required
different modes of preparation. Many of the challenges
facing trachers weye (ualitatively distinct from those
with which they ear.sier had to cape. It became clear
that skills acquired through an apprenticeship schere no
lonyer cvonstituted a complete training. An approach
through which curriculum principles and methods of teach-
ing could be derived from scientific research was held to
be necessary. According to this model, sometimes called
the technological model (Hartnett and Naish, 197%),
vducat fon is comparable to medicine and engineering, the
social and behavioural sciences replacing the natural as
the sources cf readily applicable knowledae. Little
account is taken of aims. These should be considered and
def ined elsewhere. The focus is on means, the goal effect-
iveness and what we do notwyet know about means, we'll
find out by research. One of the maost influential systems
in this model has its philosophical and psycholegical
raots in behaviourism of the Skinnerian vartety. This
movement finds it methodological expression in such
technical innovations as performance~based {or competency-
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based) teacher eduration (PBTE/CBTE), micro-training,
behaviour modification and certain games and simulation
activities. These and similar methods based on operant
conditioning principles can be seen as part of a concern
to define objectives more specifically, so that schools
can be made accountable to the various publics for the
job they ake doing. -

Terhaxy and Drerup refer to this model as the theory~
to~te“hn6i£§y model Lecause as far as possible the
production of the theoretical knowledge is separated from
the field of application (utilisation). This is thought
to be the only satisfactory way to maintain scientific
rigour, because of the difficulties of controlling all

the variables in the classroom.

A major disadvantage, of course, is tnat educational
research has not produced an agreed set of principles
and methods on which a best way of teaching can be bassd,
but & number of different theories which provide for
alternative courses of action. Some even think that
frequently no basis for action is provided at all. 1In
addition, a number of writers, including Terhart and
Drerup, have argued that "the utilisation of scientific
knowledge in education is not in the first instance a
logical problem of transforming general laws into
efficient technologies but a matter of psychological,
social and political bargaining”.

3. Enlightenment model

The applied science (tachnological) model, while
extremely useful, has been criticised also on the grounds
that it takes no account of either the relationship
agpects of teaching or the sociocultural conditions under
which schooling takes place. Neither is it concerned with
the complex moral questions which arise about both ends
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and means., The nature of the educational enterprise
appears to be reduced to a series of technical problems,
the elucidation of which can be attempted through
empirical research.

Terhart and Drerup, who leaned heavily on the
writings of Habermas, use the term "enlightenment® to v
describe a third model becsuse they believe that in order
to have an effect on practice in education, which is an
enterprise involving persons, theoretical knowledge must
be used to enlighten or illuminate the understanding of
the prarticipants involved {teacheras, pupils, parents and
others} about teaching and learning in a particular
society. liowever one can see an immediate difficulty - R
a utilit.rian problem. If a critical analysis shows some
changes 1n practice to be necessary, we have to decide
what changes should be made and how they should be
organised, Frequently these changes will be guided by
T what empirical research sugqgests is an efficient way of
doing so. Often a "best way" is not known and even if it
is, it may not be possible for any of a variety of reasons,
S0 we are brought back to eclecticism and bargaining. '
Another difficulty -is that this kind of coritical analysis
often leads to no practical action because of a reluctance
to organige changes according to the criteria of technol~
ogical efficiency.

It 18 clear that aspects of all three models are
found in our courses, and that is as it should be since
positive elements exist in all. The craft model enphasises
the nred to belp young teachers acyuire well-tried, proven
methods of teaching as are currently used in schools -
otherwise they would flounder. Tne applied science model
holds out the promise of an objective analysis of teaching
without excess philosophical baggage {without any at all).

aThe enlightenment model stresses that the improvement of
educational practice is based firmly on the enlightenment
of those involved in education, about society, about
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education and about themselves.' I find this analysis
valuable not only bacause it provides a useful basis for
considering the place of theory and practice in the
training courses but also hecauss it shows clearly the
absurdities which can result from & naive approsch to
the theory=practice issue.

This analysis of teaching can prpvide insights not
only on the relationship betwsen theory and practice but
also on the views held by teachers on a range of profesa~
ional issues. For examsple, there is gome evidence to
suggest that teachers, while critical of training courses,
both initial and in-~serxvice, for heing too theoretical
and paying insufficient attention to practice, nevertheless
see theory as making the more significant contribution to
their professional status and identity. Accordingly, 4t
was decided to ascertain initially the views of teachers
-on a limited range of issues which appeared to be related
to theory and practice in teaching. o

Surveys

A group of twelve teachers ranging in experience
from two vears to twenty~six were interviewed on three
aspects of theic work, the pedagogical, the acadamic and
the social-political. The first included such issues as
professional freedom with respect to curriculum and
methods, teacher-pupil relations and discipline. The
second comprised items such as selection, mixed abilities
and the sources of professional identity. The social-
political was concerned with the wider ideological frame-
work within which teachers carried out the task of
schooling. The interviews, each of which lasted about
1 hours, took place over a period of six months. They
were conducted either at home or at the interviewee's
school and all were taped for later analysis. The format
was semi-structured and the teachers were given wide
freedom to pursue all the topics.
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On the basis of the results of the interviesws, a
questionnaire was constructed. This was further refined
on the basis of a pilot study with 300 teachers and the
final form of the guestiohnaire was sent to a sample of
900 teachers throughout Norxthern Ireland.

Questionnaire .
Pedagogical
1 There are accepted basic professional skills .
which all teachers should share.

2 ror the teacher to be fully effective he/she
needs to develop skills for projecting his/her
personality in the classroom, )

3} Educational administractors work in the
prbfessional interests of teachers.

4 Pedagogical skills should form the corxe of a
teacher's professional authority.

L ¥yl

Each school subject has its own particular
identify and should be taught that way.

6 Where subjects are harnessed to one central
theme it develops a more informal style of
teaching. - *

.

Academic

7 A professional identity in teaching is best
obtained through the development of one's own
subject, ’

8 Academic ability at academic subjects accurately
determines a pupil’s potential for future job
success.,

9 The chief characteristic of an academic curric~
ulum is that it {s highly theoretical.
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10

11

12

Non-academic kpowladge deals with ideas at a
relatively low level of abstraction. .

The subhjects of the scheol curriculum can be
arranged {n a prestige hierarchy with respect
to their academic prestige.

Working with one's braxn'cargies more prestige
than working with one’s hands.”

Social/Political ?

13

14

15

16

17

18

introduce children info generally accepted

Teachers have a uociél contract with society to
social ideas. Zﬂ?

A teacher's methods and approach to his/her
pupils should reflect a general political
avareness.

The needs of the economic system should directly
influence teaching.

\
The needs of industry are not sufficiently
taken into account by the teaching profession.

Educational investment gives a bettexr return
economically when concentrated upon most
tatented pupils.

It is important to pupils to let them know
their abilities at as early a stage as possible.

The sample was drawn from all types of schools,
secondary, grammar, secondary intermediate and primary.
In addition, the secondary intermediate and primary schools
were divided into controlled (i.e., stete, almost wholly
Protestant) and maintained (i.e. veoluntary dut maintained
by the local education and library boards and almost
wholly Catholic). A five point Likert scale was used.
S* pér cent of the questionnaires were returned and useable.
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The responses were analysed using an analysis of variance
procedure (SPS$S cosputer package - 1975).

Discussion of results

TABLE 1 PEDAGCOGICAL ELEMENT BY TYPE OF SCHOOL

variable Mean Std.Dev, F Ratio F Probabili

1 secondaxy -
intermediate 1.65 0.67 '

grammay 1.78 0.74 1.47 0.238 .
2 secondary
intermediate 1.69 0.73 »
grammar 1.90 0.96 5.19 0.005%
) primary 1.95 0.6u

3 secondarxy
intermediate 3.22 0.93

grammar 3.14 0.95 5.21 0.005*
primary 2.93 0.86 '
4 secondary *
intermediate 2.32 0.90
grammar 2.16 0.83 1.50 . 0.22
primary 2.22 0.83 -
5 secondary
interpediate 2,79 1.06
gYammarx 2.63 1.06 14.64 0.001"
primary 3.77 1.04
6 gecondary
intermediate 2.64 0.81
granseay 2.61 0.73 14.45 0.001%
primary 2.42 0.70

* = 0.1% level of significance (P 0.001)
te = 1% level of significance (P 0.01)
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TABLE 2° ACADENIC ELEMENT BY TYPE OF SCHOOL

Vaxiabl Nean BStd.Dev. F Ratio F Probability
——-g Amtainaiasisy,  ——— ——

7 secondary
intermediate 2,74 1.03 :
grammar 2.484 0.96 14.00 0.001*
primary 3.09 1.00

8 secondary
iatermediate 3.85 0.86
grammar .84 0.88 0.28 D.970
primary 3.82 0.89

9 secobdary ,
intermediate 2.83 1.07

grammar . 2.98 1.09 2.97 0.520
primary C2/66 1.03
« 10 secondary
intermexate 3.24 1.05
gramear 2.91 0.90 .84 0.220
pripary 3.15 0.99
1% secondary
intermediate 3.14 1.16
gragmar, 3.20 1.17 2.06 0.130
ftimary 3,01 .03
12 secondary
intermediate 3.10 1.25
grammar 2.96 1.16 1.9 0.15
primary 2.8% 1.27

* = 0.1% level of significance (P 0,001)
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TABLE 3 SOCIAL/POLITICAL ELENENT BY TYPE OF SCHODL

variable Mean Std.Dev. P Ratio F Probability

13 secondary
intermediate 2.36 1.00
grammar 2.64 1.20 12.11 0.001%
primary 2.05 0.80

14 secondary
intermediate 3.33 1.09
grammar 2.91 1.00 10.83 0.001*
primary 3., 0.96

15 secondary
intermediate 2.94 1.12
grammax 3.00 1.1 1.42 D.243
primary j.12 1.03

16 secondary
intermediate 2.46 1.09
gramsar 2.70 1.07 2.53 0.80
primary 2.42 0.92

17 secondary
intermediate 31.76 1.01

grammar 3.53 1.02 3,77 7 N.024ee
primary 3.50 1.02 Y
18 secondary ?) /J)
intermediate 2.89 1,14
grammar 3,10 1.01 1.28 0.280
primary 3.00 1.15

* . 0.1% level of significance (P 0.001)
LI | ) level of significance (P 0.01)
LA RN level of significance (P 0.05)
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It can be seen from Table 1 that for teachers from
all etypes of school, pedagogy forms a Significant part of
their professional identity. The responses to the two
general statements (VARS 1 and 4) show no significant
differences among the groups. However, clear differences
smerge on the other more specific variables. VAR 2 shows
a significant difference between a8condary teachers on
one hand and grammar and primary on the other. Although
the three means sre at the agreement end of the scale the
latter two groups appear less sure about the importance
of personality in the classroom than secondary teachers.
This may reflect a greater concern with discipline matters
in secandary 1nte§madiate schools and also more emphasis
tn the grammar school upon the intrinsic discipline of
the subject. VAR 5 also shows a clear difference in the
views of primary teachers on one hand and secondary and
grammar teachers on the other. The primary teachers have
a less subject-centred view of pedagogy. In respect of
VAR 7, there is a significant disagreement between the
three groups. Grammar school teachers, as might be
expected, agree most clearly with the statement. The
views of primary teachers confirm the earlier £inding that
method is more central to their identity as & teacher than
subject content.

Significant differences emerge on three statements
in respect of Table 3 {VARS 13, 14 and 17) although in
all cases it is the extent of agreement or disagreement
rather than a fundamental split. One of the groups feels
=ore Strongly about these issues than the others. In
respect of VAR 13, the score for grammar schools could be
interpreted as indicating a dislike for anything that
could be perceived as "social engineering®. On the other

hand, there is a feeling, particularly among grammsr school

teachers that they should be aware of wider political
consideration. In the main, primary school teachers
disagree with this statement, a response that could be
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Xntq{prutud as a desire to protect younger pupils from
the erguneﬁts, dispuies and tensions that inevitably
surround differances in political and cultural ideoclogies,
All groups disagree with the suggestion that educational
investment should be concentrated on the most talented,
Aalthough the strength of the disagreement varies between
the qroups.

TABLE 4 PEDAGOGICAL ELEMFENT BY MANAGEMENT TYPE
Variable Mean  Std.Dev, F Ratio F Probability
1 controlled 1.64 0.73
maintained 1.64  0.54 0.7 0.41
2 controlled 1,80 0.82
maintained 1.8% 0.85 0.44 0.50
3 controlled 3.17 0.91 anw
maintained 2.98 0.92 4.79 0.02
4 cantrolled 2.25 0.B8
maintained 2.26  D.B2 0.007 0.97
s controlled 2.83 1.08
maintained 13.10  1.07 6.88 0.0089
f controlled 2.52 0.75
maintatned 2,48 t,B5 0.25 0.63
TABLE 5 ACADEMIC ELEMENT BY MANAGEMENT TYPE
Variable Mean Btd.Dev. F Ratio F Probability
7 controlled 2.7% 1.02 1.57 0.21
maintained 2.88 1.03
¥ coptrolled 31,82 U. 86 2 52
maintained 3.B7 0.89 0.4 0.
4 controlled 2,87 1.05% 4.6B 0.01%ee
maintained 2.65% 1.06 -
10 controlled 3.10 0.9y 2. 3u v.12
mainatined 1,26 1.05
i
maintained 3.10 T.12
12 Controlled 2.9’ 1.24 1.47 0 06
maintained 3.11% 1.22 *
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TABLE 6 SOCIAL/POLITICAL ELEMENT BY MANAGEMENT TYPE

Variabls Mean Std.Dev. F Ratio F Probability
T ointained .20 oles 3.01 0.08
Mﬁ Aintatnod .38 1.02 1.11 0.29
P mtatned al0e 108 0.53 0.47
¥ eainiaincd z.a4 1ot 0.53 0.45
T heintained 338 o8y 1290 0.001s
" eihiatned 2190 1120 0.64 0.42

»
n

0.1% level of significance (P 0.001)
1% level of stgnificance (P 0.01)
he level of significance (P 0,05)

xd

4

ARy

n

The most striking fact emerging from the analysis of
the results by management type of school is the homogensity
of views between teachers in controlled (Protestant) and
maintained {Catholie) schools. 1In relation to only three
of the eight .n variables do the responses differ signif-
icantly (VARS 3, 9 and 17) and in all cases it is the
extent of the agreemunt or disagreement that the difference
is reflecting. Protestant teachers appear to be less in
sympat 'ty (VAR 3) with the views and practices of the
educat 'nal bureaucracy, a result perhaps of the differing
relaticonships botween the two types of schools and the
local education and librarxy boards. A small but signific-

t difference emerges about the nature of the academic
Nixriculum (VAR 9). Both groups feel strongly that
icial results would not flow from discriminating in
e provision in favour of the most talented pupils,
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Teachers in matntained schools feel this somewhat more
strongly than their counterparts in controlled schools.

One interesting aspect of the agreement between teachers

in the two types of schools is shown in the responses to
VAR 14. 1t seems clear that both groups agree that schools
have a duty to help their pupils learn generally accepted
gocial ideas and thus help them to acquire the shared
values necessary to bind the community together.

x

TARLE 7 PEDACOGLCAL _ELEMENT BY SEX
Variahle Muean  Std.Dev, F Ratic ¥ Probability
b Mo e ol 0.26  0.510
C Mame  veo oee 0.07  0.014ues
Y emae vos oas 4.5 D.033e
B AR et .44 0068 s
T Ve ae 1w 001 0.8
t Male L.01 G,79
Female 42358 0,74
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TABLE 8

Variable

7

10

11

12

TABLE 9

variable

13
14
15

16

18

an

0

1

Male
Female

Male
Female

Male
Female

Male
fFemale

Male
Female

Male
Female

ACADEMIC ELEMENT BY SEX t

Mean Std.Dev. P Ratio F Probability

2.81 1.02

2.7 1.04 9.06 0.810
388 0.80 0.77 0.370
2% 1o 0.73 0.390
3 1o 2.84 0.090
e 1.09 0.20 0.650
2. 1.21 0.11 0.740

2.76 1.286

SOCIAL/POLITICAL ELEMENT BY SEX

Male
female

Male
Female

Male
Female

Male
Female

Aale
Yemale

Hale
VYemale

Mean Std.Dev. F Ratio F Probability

g::g ;:g: 14.57 0.001%
§:§: ::gg 0.24 0.620
302 108 0.04 0.840
5:2; 3:8? D.16 0.680
;:3; ;:gg 1.45 2.230
oo 1.1 ¢.06 0.800

2.95 1. 11

1.1% level of significance (P 0.001)
level of significance (P 0.01)
level of significance (P 0.05)

1¥
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The resalts show that, when the responses of male
and female teachers are compared, the results are remark-
ably similar. On only three of the variables were the
differences significant. Both groups consider interper-
sonal skills to be important (VAR 2), but surprisingly
perhaps, male teachers hold this view more stxongly than
female teachers. On the other hand, the male teachers
are more sceptical than the female teachers and the role
of the administration. This may reflect a greater concern
and frustration with promotion and salary prospects among
male teachers. With respect to VAR 13, female teachers
express stronger agreement than do male teachers with the
role of the scheel as an agent of socialisation through
helping the pupils acquire generally accepted social
ideas and values.

Conclusions

A number of tentative conclusions can be drawn from
the results of this survey:

1. There is a wide measure of agreement on many professional
issues among the different groups of teachers. As has

been shown there are sme differences but most of these

reflecg/;he extent of agreement or disagreement rather

than a fundamental difference in ideology. The profession

can be said to have shown a remarkable degree of hamogen-

eity.

2. Teachers appear to be ambivalent about their role as

a learned or academic profession. Professional
identity is related closely to subject knowledge,although
on this issue pramarxy teachers, not unexpectedly, differ
somewhat from secondary level teachers. Academic know-
ledyge, which 18 seen as highly theoretical, is held to
carry great prestige. With respect to the models of
teaching, teachers appear to cmphasise the skills or craft
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element when dipcussing the reguirements of initial and
in~service training courses, yet in relation to profess-
ionalism emphasise. the importance of theoretical
knowledge,

3. The concept of professionalism when applied to

teaching must be treated with caution. The results
are consistent with the statement that different groups
interpret professionalism in Qifferent ways. It 4s
important that these differences are fully examined since
many educational issues are related closely to the
professionalisation of teachers and their pexceptions of
their role. The morale of teachers, their efficiency and
the rewards they receive are all dependent to a large
extent on their perception of their status and of the
sources from which the status is derived. It is also of
practical concern to those in teacher training since it
influences relationships between the schools and the
training instituttons at a1l levels. For these reasons,
it is clear tha: a more detailed research programme is
necessary. The anthors are about to start such a
programme using a repertory arid approach to examine some
of these factors and their policy implications.
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COGNITIVE CONSCIQUSNESS AND THE INITIAL
TEACHING OF READING

¥. G. O'Neill

What is the nature of the problem faced by children
when they begin to read? This must be one of the most
important questions for the teacher of reading. It is
the central issue of discussion in this paper. Our
ignorance of the process of reading and especially of the
ways in which children approach reading is enormous. 1t
is the aim of this paper to examine the relationship
between cognitive consciousness and the initial teaching
of reading and hopefully to illuminate aspects of the
difficulty faced by meny children when starting tp read.

Coynitive consciousness refers to the process of
reflecting on our own thinking, becoming aware of it and
conseguently gaining control of it. It is on this
process that all higher intellectual skills depend
(Vyqotsky, 1962). Reading is such a skill. It is argued
here that essential teo the process of reading is gaining
awareness of aspects of speech. Reading, in its initial
stages at least, 1s a deliberate conscious pProcess,
speech is for the most part an unconscious process. The
issue of the nature ot the relationship betwren speech
and written languade is a central one in any theory of
reading. Three basic approaches to the teaching of
reading can be identified; each approach hypothesises a
different relationship between oral and written speech.
Following Ghall (1967} the first two approaches will be
referred to as the decoding-cmphasis and the meaning-
emphasis. The third will be referred to as the
metacognitive approach. Meiacognition refers to the
awarcness of cognitive acts. Reading is a cognitive
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social skill. Its initial development regquires conscious
awareness of aspects of language. It is argued that
although the decoding - emphas;s'and the meaning -
emphasis approaches have added much .to our understanding
of the reading process, it is the metaccgnitive approach
that  foruses our dttention on the nature of the problen
faced by the learner.

1. The Decoding - Emphasis Approsch

The Linguists Bloomfield (1933) and Fries {(1962)
argued that reading and listening were two parallel
passive processes. The task of the reader is to transfer
trom the auditory.code of listening to the visual code of
reading. Thus the emphasis in this approach is on
decoding. A one~to-one relationship is assumed to exist

-between language coded in the auditory mode and language
coded in the visual mode., This view of reading leads to
a 'phonic' approach where the emphasis is on analysing
the sound of words and the learning of rules. This

. theory (s deficient in several aspects:

ta) the relationship between speech and written
language is a complex ane.

{1} phonic analysis is not sufficient to explain
how we recognise words.

{c) the wronqg issue is being emphasised. Most
children possess the information processing
ability ¢o work 1t how the code works.

2. The Meaning - Emphasis Approach

The debate between a decoding approach and a meaning
approach to the teaching of reading has dominated the
world of reading. Even in countries such as China which
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do mot have an slpbabetic scr'pt the central issue has
been the relative merits of meaning-emphasis versus
code-emphasis approaches {Downing, 1973). The meaning~
emphasis approach to the teaching of reading stresses

the meaningful communication aspecte of written language.
The paycholinguistic theories of Goodman (1967) and

smith {1978) are the most influential. It is assumed
that reading and listening are parallel active processes.
It i8 arqued that the process of learning ta read follows
a similar pattern to the process of learning to speak,
*that children learn to read and write in the same way
and for the same reasons as they learn to speak and read *
(GCoadman and Goodman, 1979). They arque that learning

to read is "natural®™, that children in a literate society
devolop an awarenesgs of print at 8 very early age without
formal instruction, The acquisition of literacy is
viewed as an extension of the acquisition of speech.

This theory is not consistent with the evidence:

{a} ¢hildren are typically confused by the
reading process {(Downing, 1979); they lack
an awareness of print (Reid, 1966) and are
aften not motivated to read.

{l} there are fundamental differences between
the nature of spofen and written lanquadge
and 1t is precisely these differences which
lead to the confusion about the nature of .
ruading.

{c) the pssumption that children do not require
systematic instruction is questionable.

I, The Metacognitive Approach

That written and oral speech differ fundamentally
has long been argued by the Russian psychologist Vygotsky
11962), "Written speech is a separate linguistic function
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differing from oral speech in both structure and mode of
functioning.”

Oral speech 18 learned without conscious awareness
.of the process, 1t is learned spontancously. Awareness
of spontaneous concepts such as speech develop slowly
after the concept has been learned unconsciously. ®
Vygotsky (1962) argued that the development of highly
structured concepts such as written language follow a
different development. Due to the nature of the differ-
ence between spéech and writing the learner needs to be
consciously aware of aspects of the reading process as a
prgrequisite to literacy. A similar view has been
expressed by Downing (1979) whbo emphasises that under-
standing must be the key concept in any approach to
reading.  He stated that, "the chief aim of reading
instruction should be to develop clear understanding of

why people read and write and how they code language in
writing."

It is argued here that the development of conscious
awareness, the ability to reflect on one's own actions,
15 the essential prereguisite to litetacy. Reading is a
form of language, lisxe speech, its chief purpose is
communication. To say that learning to read must be
meaningful is not sufficient; the learner must be brought
tu an understanding of how meaning is communicated in
both speech and written language.

The child who has learned to speak has demonstrated
a powerful ability for learning. In order to speak, his
knowledge of language must be extensive. Much of this
knowledge is implicit, he lacks awareness of it. Although
reading is also a form of language §t is of a different
order to speech, Reading requires explicit knowledge of
the fundamental concepts of language. .This knowladge is
made explicit through reflection on specific aspeets of
language. Cognitive consciousness is therefore the making

”
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explicit that which was implicit; it is gaining access
Lo COgnit v DACONBC IOUBNESS,

Children possess a highly developed information
processing system. They do not need to be taught how to
recognlise words, What is perplexing about reading is the
p;acpss itselt, Many children simply do not understand
what it is all about. Other than learning to read much
of their effort is directed to the finding out of what
it is that they are supposed to be learning.

It is highly likely that we all evolve ocur own
methoads for word recognition. The various decoding
approaches indicate possible clues tao word recognition.
It is5 possible that our ability to recognize words may
be enhanced and insight gained by being made aware of
these clues. However, it is probably detrimental to
systematically teach one approach to word recognittion as
this would probably lead to a lack of development in the
learners' information processing capacity. Besides no
decoding system adequately explains the phenomenon.

Awareness of these aspects of language reguired for
literacy does nnt develop spontancously from spoken
language;  they are inaccessible to consciousness without
the aid of a teacher., The role of the teacher is
therefore central in the process of learning to read.
Children must be 1 volved in the process of thinking and
reflecting on lanquage. The key concepts of awareness
and understanding cannot be directly taught. The role of
dialogue is crucial, The learner must be involved in
situations and activities which will lead him to refle:t
on the fundamental concepts of lanquage. How the learnsr
approaches the reading proress i1s the prime consideration,
The most offdctive teaching method will involve not only
geruaine dialogue (where the expressing of the learner's
unc rstanding of the task is valoued) but also a conscious
refic.tion by the learner in those situations in which
he is unable to communicate.
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The argument is concorned with the initial process
of learnina to read, It is not inconsistent with a
developmental approach to tha reading protess in general,
The task involved in the initial learning process 1is
significantly different from the task involved in later
stages of reading, It is arguable that the notion of
reading as a "psycholinguistic guessing game® {Goodman,
1967) is more appropriate to a latex stage in the process.

Thrize specific aspects of the reading process can be
identifivd which contribute to its ;nﬁccessability:

{a) the nature of the alphabetic scripts
{b) the ahstract nature of written lanouage;

{c) thr obscure nature of the communication
structure.

The Nature of the Alphabetig Script

Written language is a purposeful representation of
aspects of spoken languade. Althouth written lanquage
was derived from spoken lanquage both languaoe forms
function independently. All that is provided in a writing
system Is sufficient cues for the reader to work out the
writer's message on the basis of prior knowledae of the
landuate. The clues provided are arbitrary and differ
from language to languaage. It 15 the writer's task to
wnrk out the logic of the grapheme/phoneme relationship.
This is no eoasy task and leads to much confusion on the
part of the learner. Young children for example, are
otten totally unaware that the continuous flow of speech
can be subdivided into units (Francis, 197%),

Although it is a matter of considerable debate among
Hinuuists (owninug and Leonyg, 1982) it is wenerally
acctepted that the phoneme 18 the basic unit of our writing
syrtem, Our 26 letters represent some 44 phonemes the
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exact number differing from dialect to dialect. The
phonic approach to reading aims to explicity teach the
complexities of the grapheme/phoneme relationship.
Children do, however, learn to read without explicit
phonie instruction. The argument here is that vhat ise
required is not Knowledge of the rulea but an awareness
of how the system works. Francis (1982) distinguishes
three levels of linguistic awareness. The basic level is
that of the direct understanding of speech in everyday
use, The second level is understanding that verbal
expressions can themselves be talked about. Awareness of
verbal expressions as objects of attention seems to be a
necessary condition for learning to read. The thirxd
level is awareness of the linguistic structuring of oral
and written expressiogs. Certain aspects of knowledge of
this structuring seems to be necessary in linking spoken
and written language.

Two basic steps can be identified in the Jdevelopment
of this awareness. The first step is to develop an aware-
ness of the scund structure of spoken language,so that it
can be segmented into units. The second step 48 to help
the learner to realise that there is a logical link
between the units of speech and the units of writing.
Given this gi<derstanding the child can very efficiently
evolve his own personal system of word recognition.

The Abstract Nature of Written Lancuage

Very few children experience difficulty learning to
sprak. By contrast it is not unusual for many children
to find readina a very arduous task. Vygotsky (71962)
arques that 4t is the abstract quality of written language
that 4s the mainh stumbling block. He ciaims that, "even
its minimal development requires a high level of abstract-
ton., It is speech in thought and image only, lacking the
musical, expressive, intonational quality of oral speech.”

165 1';?Ej



In pe®eriving oral apeech we perceive the whole
situation, not just the words. We usc not only all the
non-versal lancuage clues but we sift the environment for
clues to the meaning of an wutterance, It is not simply
the logic of the statement that i attended to, it is
every aspect of the environment. Margaret Donaldson
{1970) carried out a serfes of Piagetian tests on
Scottish children. In their oriaipal format the children
typically failed., when, however, she presented the tasks
again, preserving the logic but setting them in more
ftamiliar situations she reported significant improvement,
She argued that the children's thinking was "embedded in
the flow of events.® They did not understand the
"disembedded” language of the tests. Written lanquage
has this discembedded guality.

Reading roguires an awaroeness that words are
syparable from their referents and can be represented by
written symbols., In oral communication words arc only
ane element of the process.  Oral comiunacation dees not
demand an awareness of words as symhols., In reading,
meaning mast be communicated through the use of language
only. The learner must become aware of the symbolic
nature of languawe, Thas entails reflecting on the uso

aml paoweer of words.,

Wiitinig 15 not simply spvérh in written torm,  The
written word must be abstracted from the situation in
crder to vonvey the meaning of the situation. In order
to write the writer must possess an abirlaty to consclously
manypulate language.  In ordec ta rsad the reader must be

awat ¢ that lanquaac can be consciously manipulated.

Tw steps can be identified in the development of
metalinguistic awareness. "The tirst step is the sten of
copceptualising languase, freeing it from its cmbueddedness
1n events,® {Donaldson, 1%79). wWhat is required is not a
sgreater facility with spoken lamquage but an ability to
reflect on o1t
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The second step is realizing that the written word
must express all the meaning that was proviously expressed
by the whole situation. In reading, the text provides the
only clues to the intended meaning: it is up to the
reader to £411 in the situation from his own experience.

The Ohscure Nature of the Communication Structure

"The primary function of speech is communication,
social intercourse" (Vygotsky, 1962). ESocial interaction
is one of the most basic abilities of thc human infant,
right from the beginning he participates xwmediatel§ and
decply in communication. In many ways infancy can be seen
as a preparation on the part of the baby to begin using
language. Children do not have to be motivated to learn
to speak, the necd to communicate Is sufficient. Language
is a social phenomenon; it is the result of human inter-
action. In order to communicate orally, reflection on the
act of speaking 48 not necessary; the Xknowledge of the
complex rules of communication is implicit.

Reading and writing are alsoc social in nature, thelir
prime function as communication, be it waith oneself or with
others, Written languadge, thus, has a similar commupic-
ation structure to speech. The communication aspect of
written lanquaae is somewhat obscure, however, and is
often not apparcnt to children. They are typically unsure
about the function of reading {Reid, 1%66) and are
frequent 1y lacking in motivation to learn to read,

Francis (1981), following a three year longitudinal stud§
on beainning roeaders, concluded that, “learning to read is
frequent 1y not motivated by a desire for effective
communication, and conscicus awareness that words may be
used to influence actions or beliefs may be a necessary
condition for success."
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Speech does not demand an explicit awareness of the
communication process: reading does. If, as is argued
here, that the desire to conqunicnte is the prime .
motivator in learning to 8peak; then it is understandable
that children often lack motivation for reading.

It is sugaested that the first step in developing a
concept of communication is the ability to reflect on the
communicative natuxe of speech. There is some evidence
{Rohinson, Gopdman and Olson, 1983) that teaching children :
metalinguistic terms such as 'mean’ and 'understand’
helped thewm to conceptually distinguish between what was
said and what was meant and thus helped them to become
more aware of the nature of communication,

The second step is the understanding of communicative
nature of written languaoe,. Francis (1982) argues that
vhildren deprived of a literary experience at home might
benefit more from a thorough intrxoduction to the under-
standing of authorship and readexih\i} than from reading
schemes, That such ar approach develops an intimate
understanding of literacy is convincingly argued by
Graves {1983) who illustrates how the approach can become
the cornerstone of a school's writing currficulum,

Conclusion

- Tt 18 being argued that much of the difficulty faced
Ly children when beginning to read is cognitive in natures
they have problems understanding the reading process
itself, Three structural aspects have been identified
which contribute to this cognitive confusion:

{a) the nature of the alphabetic script;
(b} the abstract nature of written language;
(¢} the obscure communicationh structure,

1t is argued that for cach structure two levels can be
identified, one at the level of speech and the other at
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che level of written language. The ability to use speech
does not demand an awareness of these structures whereas
one of the major problems wich literacy is that an
explicit awareness of cach structure is required as a
pre. Tiisite to success. It has thus beeJ argued that
the t.: - logical step inthe process of learxning to read
is the . .velopment of awzreness of those structures at the
level of spuech. This process requires reflection and
thought o1 the part of the leavner.

The argument 1S not that children cannot develop
linguistic awareness thrcugh exposure to print. It is§
more that children who have not developed this awareness
of language are faced with an extremely confusing and
diffirult task, My argument is that the fou: dations of
li1teracy can be laid before the child lifts s book.

3’ The rale of the teacher 18 central to the develop-
mnt of this linguistic awarencss. Because thipking and
reflect:n are the fundamental activities, the teacher
murh involve hersell in dialogque with eaca learner. It
18 throunh dialogue with his teacher that the learner -
can be breaght to an awareness both of the language
procers and of his own thoughts, Opportunjities for
reflection must be built i1nto each learning activity.

1€ seading 1. tavght in this manner then the process
of reading beromes itself a powerful tool to the
development of ~oynitive awareness and intellectual

ventrel,
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‘ PEACE EDUCATION: A VALUES DIMENSION

Daniel McQuade

Introduction
Peace education has basically three dimensionss
1. a knowledge orientation
2. a value perspective, and
3. an action orientation.

It is essentially the second dimension - the value
dimension - that I wish to focus upon.

In the development of a Peace Education Curriculum
the value dimension is of paramopunt importance. It
determines the formulation of aims and indeed the very
definition of ‘peace'. In the recently completed Peace
Eduvcation Programme for Irish Primary Schools, "Free To
Be", wee find ample illustration. While acknowledaing
the legitimacy of other value porspectives on peace, the
concept is there defined in essentially Christian terms.

Peace is a climate in which every person

or group of persens can live the fullness

of life which God intended for his

creatures. It is a climate in which we

respect the rights of others to that

fullness of life and are concerned for

the well-being of all creation.
Edqually it is the Christian value perspective that has
determined the formulation of the general and specific
aims, content and pedagogical and evaluation strategies
of this programme.

The value dimension of a Peace Education programme
often demands from the teacher a dejree of commitment to
the philosophy of the programme. Indeed Peace Educaticn
var make rather = vrarring demands frop the teacher. In
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the opinion of Professor Hermann Rohrs of Ruprecht-Karl
miversity, Heidelberg:

Peace Education is basically a process of
humanisation, of strengthening human
charactey. W¥Where individuals are concerned
it spans making peace with oneself, by
developing a strong sense of identity and
learning to be at one with onesalf. At the
same time this process of making peace with
oneself, which is at the centre of all
humanistic philosophies, is directly .
connected to a sense of responsibility for
others ... Learning to be at peace is an
anthropological problem which nceds to be
tackled in one's own life. 2

The value perspective in Feace BEducation s thus essent-
ially concerned with the individual process pattern in
education ~ not just the pupil as an individual but also
an individual., BHoth pupil and teacher must
come ta know fheir ownselves and cultivate a sense of

by enabling others in their turn

the teacher a

responsibilifly for o

to rome to kn emse lves

Equally important in Peace Education there is the
structural process pattern. Speaking of the social
dimension of Peace Faucation Professor W,.F, Connell

declares:

tur:. of the teaching asscclated with

1'5 cducat ion {oy peace and international
understanding bas placed stress on the
umportance of individual development and
thier excreise of individual rights and
freedoms. These are highly desirable
ubject ives, but in the present situation
a sole emphasis on them is strategically
misplaced. .. An essential element in
the achievement and masntenance of a just
prace is a disciplined behaviour in which
otligation controls the exercise of right,
such uvbligation implies sorial responsibility.
peare cducation is concerned not primarily
with tndividual activities but with social
relations, with the discharge of the
vbligat iong one persan owes to others.
Hasically, we are engaged, in this
exercise, in taying the attlitudinal and

J.E;Ef 172



L

E

bvhavioutral foundations for a society of

, mutual obligation., And it is therefore
upon social rather than individual factors
that a curriculum in peace education should
concentrate. 3

The main focus of this paper will now centre on the
social or gtrucrtural factors of Feace Education.

The Structural Process Pattern: Fducation for Social
Just ice

Subsuming Peace Education under the category of
Political Education, Gert Kreli4 of the Peace Research
Institute, Frankfort, defines ‘peace’ and ‘social justice’
as process patterns with peace referring to a reduction
in personal violence and social justice as a reduction of
structural violence.

"peagce” and "Social Justice® as Process

e em e e s o ——— b ——, (mmdtie b S o amm v

The Process pattern of peace

manifest latent doecreasing absence of
’ personal personal
personal personal viokence viclence
violence vinlence
WAR *eOLD WART CO~FXISTENCE COCPFRATION INTEGRATION
arms race acms control arms disargrament
limitated

The process pattern of social justice

manifest latent decreasing structural absence of
violence structural
structural  structural : vionlence
vi o lence viclence
MALS FOVERTY DEMENDENCY  organized social soctal
REPRESENTATION SECUPITY JUSTICE

OF INTERERTS

R . . L N esh e et ——s e m. et e & A Mt 6 e 4 e
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i1t is vssential that Peace Education programmes and
curricula should be centred around the social justice
process as much as the personal peace process. One feels
at times that perhaps too much emplasis {8 placed in Peace
Bducat ion upon the personal process pattern. The under-
lying assumption in such a view is that if personal peace
i attained in all mankind then structural peace and
social justice will follow. Social justice is seen as a
by-product of personal peace within all men., In
educational terms this view assumes a degxee Of passivity
op the part of the individual pupil, There is an implicit
assumption that all that the teacher need do §s to
provide the environment and the circumsfances‘fcr the
*conversion® to peace to happen. The individual is not
seen as an agent of structural change in society., The
action oricntation of thir category of Peace Education is .
directed primarily upon the individual papil or teacher.

Reconstructionists in educat ion take sn alternative
view of the role of education in societyv. Dewry is the
thinker most prominently associated with this perspective,
o ractured the school not solely as providing the means
by which pupils could be "fit into" the existina society,
tut aliso as a laboratory which would provide them with
the wherewithall to rhange socicty foxr the better.
Schools would not merely transmit culture but would

N duvvl&p in puprils skills and knowledge. to advance and
rensw the culture.  In "My Pedagoaic Creed” Dewey places
fa1th in his belief that;

educat fon iy the fundamental method of
social progress ... a regulation of the
precrss of coming to share in the social
consciousness: and that the adjustment
of the individual activity on the basis
of this social consciousness is the only
sure method af social reconstruction. 5
Tn Dewey's view the educational task of the community
schoe)l was that  § the integration of the cultural values

l

>
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of the various cthnic groups within the USA. 3 In the
context of Northern ireland we have a similar cultural
integration problem to which education has to address
itself. McKernan has provided us with an analysis of the
cultural divisions within Northern Ireland.s

FIGURE 2

Cultural Factors Contributing <o Divisxons'
in Northern Ireland

RACE Native Irish/settler.
Traditional fear and :usplcion.
l Claims to ractial character,
$
RELIGION Catholic/Protestant folk

religions. Religion used as an
index of political allegiance.

LANGUAGE AND CULTURE | Gaelic/English songs, literature
dancing, games, folk~lore
philosophy, art.

POLITICS Nationalist/Unionist divisions
along sccioeconomic lines.

HISTORY Tribal versions even by
historians.

ATTITUDES AND VALUES Different norms, attitudes,
‘glues and beliefs which help to
uetermine behaviour,

SOCIAL INSTITUTIONS Housing, segregated schools,
newspapers, sportis.

Of all the various educational ideologies, it is the
reconstructionist ideology that offers most scope for
cultural integqration and social reconstruction in Northern
Ireland. Peace educatogs in Northern Ireland generally
acknowledge that this ideology will best help to equip
teachers to cope with the problems of a divided community.
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Tne emphasis must be placed upon cultural and structural
renewal, creation and development rather than upon
cultural and structural preservation and division. Schools
nust become agencies of social consciousness, analysis and
change. Teachers and pupils alike have to become Qgents
of such cul® iral and structural developments. In
structural terms, this is the main function of Peace
Education, Professor Connell axplains it in these terms:

Peace education is an important sub-set

of the broader category of education for

sacial change. It is not A negative

change in the sense that it aims merely

to abolish war, outlaw armaments, and

prohibit oppressive social institutions.

It must be a positive peace which plans

and produces concrete improvements in

the conditions of human living. 7
It must be remembered, however, that one of the dangers
inherent in the reconstructionist ideology is the
assumption that the school and the teacher alone can
restructure the wiole of society without the help of other
agencies. Political agepcies often have a more direct
and powerful role to play in the reconstruction of
society. Successive British Governments, for example,
have attempted to resturcture aspects of society in
Northern lrecland to ensure a greater degree of social
justice ~ power sharing, Fair Employment Agency, local
gqovernment structures and pbowers, better housing etc.
Successive Irish Governments have offered to restructure
Irish society to ensure a greater measure of social
justice for Ulster Unionists in a projected New Ireland.’
Ostensibly the political system in the form of central
government ha ore power to bring about structural change
tn soclety than the educational system has in the form of
the schoal, Yet successive agents of the central
governments have failed to bring about major structural
changes in Itrisgh society. The main cause of the fafilure
lies in the attitudes and vulues of those who resist these
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-gtructural changes. And it is here that we return to

the values dimension. It is basically the role of the
achool to attempt to change these obstructive attitudes

-and values by seeking to identify and challenge them and

to Provide values and attitudes that will be conducive

to a society that is structurally more just. Schools and
curricula must provide this opportunity for their pupils
and teachers must facilitiate it for the reconstruction
of a society that is not only peaceful but also just. The
aim of the reconstructionist ideology 1s not only to
pravide sorial cohesion, unity and harmony but also to
provide socia. justice.

~

It is essentially this concern for social justice
that links Peace Education with other areas of the
curriculun. Religious EBducation, Political Education,
Development FEducation etc., focus upon goals and values
related to social justice and often, in reconatructionist
terms, are committed to sogial action programmes aimed at
changing society in order to improve the quality of
living.

What then is the role of the role of the teacher in
relation to a Peare Education programme or curriculum
based on the concept of justice?

The Role of the Teacher in Peace Education

values~clarification techrigues, through which the
teacher helps the pupil to think through values for
himself and to build his own set of values, have
undoubtedly made a very valuable contributfon to the
pedagogy of Peace Education. The successes of the Schools
Cultural Studies Project at the New Univereity of Ulster
are ample illustration of the effectiveness of asuch
strategies. The values clarification approach is a very
apnropriate pedagogical framework from the reconstructionist
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perspective,. However, my main reservation about thix
approach in Peace Education is its "Value-relativity" -
a values position in ' :8elf. To effectively use the
approach in Peace Education the teacher must renounce his
values neutrality and actively prompote pre-social and
non-viclunt values, In emphasising the necessity of
learning constructive A8lternatives to aggression and
violence, the teacher must proclaim that these altern~
atives constitute more desirable values tran violence and
aggression. The justification for such 3 values position
on the part of the teacher is not inherent in this
approach but must be sought elsewhere. Justification 1e
often given in terms of a geheral sccietal values
consensus. Indeed most individuals in our complex
societies probably subscribe to a conformist values
system. The danger here 48 that in a society, that is
increasingly progressive and pluralistic, 1nd1vidu§&s
whose hasic values justi¥ication is conformity to authority
or laws cannot judge the true meaning of social change:
they will tend to shift their views and values in accord-
ance with those of aurthoritative leaders instead of
making their own judgements based on the principle of -
sovial justice. Undoubtedly the issues of peace, viclence
and war are complex and will not be fully understood by
those who are mere proponents or followers of conformist
thinking. The aim of Peace Education has no place for
such conformist thinking., In the words of Professor
Connell the aim of Peace Education is

.. tn teach students, in Freire's words,

‘to ygrasp with their minds the truth of

their reality’, to deal critically and

creatively with it, and to 'participate

in the transformation of their worlag'.

1t is an offort to bulld through

education a climate of social recon-

struction throughout society which will

rventually build up sufficient impcetus
t¢ become the new reality. 8
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The dangars of a Peace Education Curriculum or
programme based on a conformist values system are equally
apparent for Political Education curricula or programmes.
R. Freeman Butts has outlined a set of ten "value-
oriented” concepts as an intellectual framework for the
design of Civic Education programmes and curricula for
Armerican scheools. Consideration of these ten concepts,

' I feel, is as important to the development of Peace
Education as they are to Civic or Political Education.
Justification of social reconstruction must be given in
terms of the true forma and not the corrupted forms of
the democratic values.

FIGURE 3

& Decalogue of Democratic Civic Values for the Schools®
{with apologies to Moses and Aristotle)

Corrupted Forms True Forms of  True Forms of| Corrupted Forms
Unum Pluribus
YLaw and order’ . Anarchy
_ Justice Freedom
fnforced sameness Unstable
and conformity Euuality Diversity ‘ pluralism
futhgritariansim ! Authority " Privacy Privatism
"Majoritarianysm™ | Participat ion Due process *Soft vn
t criminals®
Personal International
Chauvinism . | obligation for human rights ‘ "Cultural

the publie

oend J
b e e e e ———————

imperialsim

Cosmopelitan Civism  Stable Pluralism

Pluralistice Civism

*R.Freempan Butts, The Bevival of Livxg Learning:
Caitaz n%th hdutativn in American uchuols

Raticnale for
Bloominanton,

O

LRIC

»

Ind: phi Delta Rappa, 19680,

189

LA



The value concepts are divided into two main types
viz. (1) those that priparily promote :Eistahlihcoheaive
and unifying elements in a democratic tety and (2)
those that primarily promote desirxable pluralistic and
individualistic elements in a democratic socisty. There
is continuous tension and often conflict between the
values of the unur {the common good) and the pluribus
{the individual good), yet civic education must, as in
any democratic society strive to promote anqéhonuur both
and maintain the balance between them. The corrupted
. forms of the values axe described in terms comparable to
Kohlberg's conventional level of thought whereas the true
forms are comparable to Kohlberg's post-conventional
level. Concerning the tenh concepts R. Freeman Butts
declares:
It will be obvious that these are
normative concepts, each with
extensive histories of scholarly
analysis, controversial interpret-
ation, and conflicting practice,
RBut they are the very stuff of our
common political life, and they
should be confronted directly and
explicitly as appropriate to the
age §nd capacity of students. 9
wWith this reference to the developmental treatment
of the conpgbpts, consideration may now be given to the ’l
contribp€ion that Kohlberg's views might make to Peace
ton. Kohlberg identified six stages of develop~
t 1n moral judgement, The stages arxe invariant, i.e.

Kuce

they ovcur in a flsed order, cach stage based on the
previous stage and none of which can be skipped. Xohlberg's
cross cultural studies alse claim to have established this
invartance to be common to all ¢altures. The Stages are:

I Pre-Cunventional Level

Staue 1 Orientation toward punishment,
deference Lo superior power.
Physiral wonsequen~es of action
redardless f hamarn .caning or action.

130
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Stage 2: Right action is that which satisfies
one's own needs, sometimes others',

II Conventional Level

Stage 3: Good boy-~good girl. Goed behaviour is
that which pleases or helps others and
is approved by then. Seeking approval
by being "nice" to others.

Stage 4: Orientation toward authority. Right is
doing one’'s duty, showing respect for
authority, maintaining the social order
for its own sake.

111 Principled Level (Post-Conventional)

Stage 5t Social Contract. Right is defined in
terms of general rights and in terms of
standards which have been critically

exanined and agreed on by the whole
sogiety. <:::::>\

ftage 6: Orientation toward decisions of
conscience and self-chosen ethical
principles appealing to logical
comprehensiveness, universality, and
consistency. The principles are
abatract and ethical (the Golden Rule,
the categorical imperative).

Obviously in such a short summary I cannot hope to
do full justice to the intricacies of Kohlberg's complex
throretical treatment of mural development. For my
present purpose it is perhaps enough to stress one point
that is very relevant - the final or ®lLighest stage®
represents the theoretically “ideal” endpoint of develop~
ment. As an individual progressively develops from
childhood to aduithood,his way of reasoning about issues
develops through the series of stages towards the highest
stage that may or may not be reached. It is only those
individuals who reach this level of moral developrent who
can make Jjudgements and decisions that take into account
a complex conceptualisation of the world's problems.
Those 4t the conven?ional level of moral judament have

-
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difficulty rhinking through complex highly differentiated
problems of peace in the world. They prefer to wait for
guidance from authoritative leaders but unfortunately
the;e is no guarantee that such leaders themselves have
progressed beyond this conventional level.

Conventional moral reasoning for Kohlberg is not\p/‘
satisfactory long-term goal for the majority of citizens
in a democracy. The conventional individual, for example,
believes in obeying and upholding the law as an end in
itself whereas the post-conventional person believes
society's laws are merel} rules of conduct designed for

“the protection of fundamental rights and the welfare of
its makers. Such rights are in turn based on the
universal principle of justice. 8§ the conventional
person, the law is right simply bzgiuse it is the law:
there is no confusion or conflict between the legal and
the moral. On the other hand, for the post-corventional
person the law is right {f it &s {ust: the moral is
differentiated from and considered to be superordinate to
the legal. The post~conventional person believes in
changing any law that i1s contrary to the principle of
justice and hence to the welfare of society's citizens.

It is the post-conventional citiren rather than the
conventional who is essential for the development and
maintenance of a {just and free society. The post-
conventional person maokef his Jjudgments on the basis of
abstract ju.tice and even though Kohlberg concludes that
persons who make all or most of their decisons are usually
not tolerated by the rest of society (he cites Jesus,
Gandhi and Xing as examples), his work is a socurce of
optimism in that it suggests that the human capacities

for abstract reasoning and analysis may in fact be further
developed to much higher levels than was previously thought,

Kohlberg's research suggests that in the USA the
"critical period® for the transition from conventional
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.nu:éi-ieasdnlng is late adolescence to early adulthood

.{ages 16 th 20). Those adolescents who do not begin to

'5‘nse at least some Stage 5 moral reasoning during this

© - period may fixate at the conventional level thus making .

. it more difficult to progress to the post-conveptional .
uflevel at a later age. A major goal for moral education 7.
':_xs td prevent such a fixation. Fentnn’o in his research

: znto the implications of Kohlberg's work Tvic
Bducation found thht Stages 5 and\§ were .. ed only by

. a small minority of the adult population, with only 10 to
2”15 'per cent reaching Stége 5 in their late te 43 Or early
_twenties and indeed only § few pecple reach Siage 6 at

all and those who do may ke older than 30 y@irs. Stage 3
may be reached as early as nine years of agé: hut usually

ey, with Stage 4 reached by -middle or late adolescence.'f'
la*\\!uch research findings ‘have far reaching implications
for the teacher, The secondary school teacher wiil
basically be teaching pupils only a faw of whom (main!y in
* the Sixth Form) will reach the post-conventional level,
However, this doeg not mean that the concept of.justice
and other related value-oriented concepts should not be
dealt with in the classroom. Kohlberg believes that
the ro:f of the ;eachér is tou teach -justsice and not about
justice., I believe that in mort instances we must setile
for the latter. W.FP. Connell ansents a framewor: for a
secondary curriculum in Peace Education which is based on
a philosophy of social’change and includes the trcatment
of sncial justice and othes related concepts. It is

'

{i) Human relatidns. e.¢. coroperation and
competition,. sroup dynamics, nature of
negotiation, community participation,
moral and social obligationt.

(i4) Analyses of social institutions, structures,
and structural change, e.g, structures of
governments of different kinds, social

LY class, social and economic institutions
within communities and across communities,
nationality and nation states, news media,
iffcernational organisations.
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A111) Analyais of i{eas and socitl policiss. e.g. L
© - asocial justide, peace, powsr, development, S

fhn making of puhlxc policy, 1nternnt$onsl RO
aw, .
y -

{iv} Anslysis of conflict and edﬁ!ltct -edinticn,

_ e.g9. history o exrn war, clasa struggle,
T, revolution, character of aggression, nature . ;’;
«- .. of present conflicts, aet&oﬂa of -edtqslon.'i o o

{v} The planninq of non-violenf social change
€.¢g. ejquality of opporturity, mass
participation, vreative role of education,
positive outcomes of sneial change. 11t

N

If the critical pegiod for the transition from e
conventional to post-copventional thought is that of late .
adclescence to early adulthood, then I feel that it is .
essential that further and higher education shoul® in

every way piss’ble facilitate this transition. This is
patticulaxly so for teacher aducation if we ure to

provide teachers who will become authoritative 1e|dnrs ot °
our ‘pupils ~ authoritative lsaders not confined by the g
limitations of conventional thought patterns. This vigy

of the role of the teacher is very such in harmony with

that of Dewey when he declared that "... evary teacher
should realise the dignity of his callings that he is &
social servant set apart for"the maintenance of proper
social of?er and the securing of the right social qruwth."’x

Conclusion

¢

Circular 1982/21 of the Department of Bducatic- of

‘Northern Ireland spells out the duties of teachers ang

educationists in Northern Irelafd in relatidn to the
contributfon that the schools can make in the xnprovenant
of community rslations in the province. In this respect

\\\~the circular 1§ an acknouledgﬁnent of thp reconstruction~

ist ideology. eachexr education in Northern Ireland has *
a.mejor role to play in helping teachers meet their -
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rekpoﬁhibilitxua in this area., Pre~sorvice and in-serxrvice

, courses on Peace Education are an important first step in

" this direction. Such courses must familiarise student-
tcachers and teachers with the various teaching materials
available, Furthermore the value dimension of such
courses must be thoroughly examined, In teaching Peace
Education some teachers may prefer-to follow vialue-
clarification strategies, othexs may prefer the teaching

i strategies of Kohlberg's approach to moral education.

Irrespective of what personal préferance individual

»

teachers may have in rplatxon to teaching styategies, I
feel that it is of the greatest importance that all
teachers become imbued with a sense df social conscibusaeqs
and a vision of social justice that are so essential to the
~philosophy of recowstructionism. It is the task of
teacher education to develop within teachers a social
consciousness that will make them sensitive to the concrete
issues of gocial injusticé on both a national and ihteré

-

national level,

" Teachers are ideally placwcu within society not only to
inpcreasce their pupils’® awaren ss of soclal injustice but
Also develop within them the necessary motivation to
change the structures of their society when they function
upon disturbed values. The school must provide future
citlzens, whose role will be not just to it into the
existing social order but rxather to becbme non-violent
agents of change intent on making their society more just
and more humane and hence more peaceful. Peace thus truly
becomes the work of justice.
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Iriak Moo osatiowal Sradfesr, Vallod, Nool, 1485,
EVALUATILN OF NORTHERN IRKLAND MANAGEMENT
EDIXCATION PROGRAMME

Anne T. O'Shea

INTRODUCTION

This paper qtves a summary account of &n evaluation

, Oof the first &0 years of a management education programme
*for principals of both grammar and secondary schools in

. Northern Ircland. The programme, which was under the
Q}rection of a senior member of the Department's Inspect-
orate, took the form qf two one-week residential study
conferences interspersed with one or two-day events. The
evidence for the evaluation derives from the first four '
courses in the programme. . @

Surprisingly littlc information exists as to what
effects various kinds of inservice training actually have
on teaching and &chools. Up to the 1970's scarcely any
effort was made to determige the efficicency or otherwise
of inservice trafning programmes. The ames Report (1972)
drew particualar attention to the absence of yesearch
evidence which might indicate:

*what ciferts various kinds of post-
experience training actually have on
teaching and the teacher; how long
these offects last; what are the most
appropriate kinds of cducation to
accomplish ends which may be quite
different for different individuals
and what effects on the school them—
selves the in-service education of
thvxr staff has. One could think of

Ny more quoatxons ta whxch we badly

nvcﬁ ANSWET B .

fince that taime there has boen a number ot research
studies nf various forms of inservice provision, many of
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them in the form of unpublished theses which have gone
largely unheeded. Ruddyck (1981) quotes some findings
from three such atudies which provided interesting
ihsights into the strengths and weaknesses of short
. - courses inservice provision. Where inservice courses of
managefient education are concerned, little research has
. been done on their afficiency or otherwise in the U.K.

" Centres such as the North West Educational Management
Centre in Padgate, Cheshire, seek for immediate !eedhack
from participants on their courses as uell as engaqing
im continual critical observation and 1n£erma1 evaluation
of the entire training programme. This.is the more usual
form of evaluatipn of inservice training programme, based

- as it is on the ifmmediate experience and assessments of
partié}pants. Esp (1981) has given an account ‘of a more
ambitious form of evaluation which’is currently being '
undertaken in Sweden, where the 'School Leader Programme’
1s being evalusted over a five year period. As well as
the immediate asmessm=nt of the prcgramﬁ;'by participants,
efforts are being made to ghuge the longer term effects
of such programmes in thools.

The Swedish evaluation intends to look at several
aspacts of the school, including the decision-making
process, working arranggments and routines, communications,
sub-groudps, power centres and relations between pupils and
staff. This evaluation is planned on the basis that the -
development process wnrks-slowly and that it may take
several years to see any effects, A major problem with
this type of longer term evaluation is that the influence
of factors other than training {8 bound to distort the
picture considerably. Another method of evaluation which
has been attempted in Sweden has been that of two training
teams ass€ssing eaclh other's courses {Esp. ibid).

19§
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THE MANAGEMENT RDUCATION PROGRAMME .

In February|1980 the Department of Education in
orthern Ireland initiated a programme of management
education for principals and sénior staff 1n'post~pr1mary\
schools. A senior member of the inspectorate was
commissioned by the Depariment tc .ssume responsibility
for the organisation and running of an inservice programme-
of study cvonfercnces in managem:nt education s lar to
those being run in the North West Centre ¥ : ement
Education, Padgate in Cheshire. To assist and advise him
in the task he sect up.a Steering Group of seven Bembers
drawn from different sectors of the education system and
with a sufficient representati n of practising principals. §
The .conferences were to be residential and would consist

uf oner werk- at. the boginning of a school term and another
at the end linked, by intervening meetings.- The three
main elements in each study conference were:

s

R (1) & cof  of lectures toenunciate the theory
uns? ring different aspects of school

manage. ent; . —— >

{it} Lntunsive'axscuss!on.!n small groups; some~
times the discuésion was used to teasc out
the practical ihplications of lecture ’
content: sometimes case-studies or video
material were used as a basis for discussion.

{111) less frequently plenary sessiong were held
in which the full comference mumbership
together with group leaders and lecturers
took part.

Membership in any study conference was limited to a
max imum of thirty: A significant featurc of the confer-
ence memburship was the inclusion of three or four persons
other than principals or vice-principals to represent
other dimensions of the edacation service - 5&&1'

*Department of Rducatim, Northern Ireland.,

[
.
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inspeCtorate, Area Bontd' advisots ox education officers,
regfesentatives of other statutdry or voluntary bodies
currently invelved in the management of schools.

A tynical first residential week incorporated a broad
survey of the following 1asues:

Leadership Styles
Aims and Objectives .
* Staff Development

‘The Changing Role of the iji:gipal

Each of these topics was likely to be the subject of a key
lecture, which was usually followed by‘grbnp discussion.
The trejtment of each topic was sufficiently general to be
relevant to principais in different types of secondary
schoal - grammar or secondary. The problematic issues
associated with each topic were teased out in group
discussion as well.as in informal conversation during
nmeals and free time. .

The one or twoe day sessions which occurred in the
interval between the two residential weeks-were devoted

» -
.

to. sugh topics as:s

The Teacher and the Law

The Role of the Secondary Advisor .
The Rold.<f the Inspectorate

Belectiion and Interviewing

15 and Area Boarlls )

Speakers who we considered to have expertise in these
. or Bimiloxr areas were invited to treat of these topics

and be available to lead discusmsion on related matters.

_The fina; residential week was usually devoted to an ~
't intensive study oflthe curriculum. 7This included cuver-
age of curriculum philosophy and design, the effective
deployment of resources, both human and material, and the
distribution of time. Hifferent curriculum models were

-
L

*Area Education and Librafy Board - e@pproximately
equivalent to LEA in Britain.
L
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examined :lnd an upp(‘:rtuntty was given to debate their
advantages and weaknesses. The latter part of the second
residential weck was devoted to the questiant:fevgluatién

’ “ both of the school a d the curriculum and included a '
perapugtive on the examination system.

THE FVALUATION PROGRANME
'
In March 1980 the Department of Education regquested

~the Northern ireland Council for Educational Research to
undertakeia formative evaluation of the Department's
programme of training in educational management. The
request was accepted by the Regearch Council and it was
agreed that the evaluation should extend over a two-year
period and that 1t should involve nfull-time research
worker in the following activities,
)
1. Membership of the 'Steering Group and the monitoring
nf its work.,

2. Attendance at and evaluation of all study-conferences
bys
{1} preparation and analysis of evaluation
fpiestionnaires; ‘
{1i} observat fon of plenary and group sessions as
well as attendance at all lectures; -
{111) follow~6p vigsits to schools from which
participants camey;
. {3v) a brief report on cvach study«cnnferennﬁ;f-

1. A written svaluation report of the programme at the
end of o two-year perindl

In Sogtvmhvr 1980 an evaluation panel ;epregoﬂtative
of toth the Rescarch Council and the DENI Management
Stecerang Group was set up to monitor thd evaluation
progriamme.  The role of the panel was designated as follows:
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{a) to give advice and support to the researcher
carrying out the evaluation;

(b} to discuss problems and monitor the flow of
wnformation with regard to the evaluation;

{§) to receive interim reports from the researcher,

The evaluation was conceived as a two phase pmgx‘*’
Initislly, it.would seek to pruvide course orgenisers with
an ongoing crxitique of the prograsme based on course B
observation and feedback from participants. The second
phase of the exergise was to be concerned with gatining a
longer term pers ctive on the value to participants of
the management conferences in terms of the impatt they had
on role performance atter their return to the job. In ’
this aecond phase of the sxexcise it was hoped that the
data gleaned from interviews and questionnaires would add
to our underitandinq of the management training needs of
principals and’ senior ataff and that this knowledge could,
in due course, bpe fed back into the planning of the
programme. ) .

L

METHODOLOGY OF EVALUATION

Thqflnitial phase of the evaluation in relation to
each study conference entailed continual observation of
what was going on in the programme. This involved attend-
ance at and observation of all planning meetindhs as well
as conf{erence events., The ethoads used to collect data
were participant observation, completion of evaluation
s:heQules and some interviewing. Data for the second
phase of the evaluation derived mainly from interviews
with.participants, supplemsnted by sqﬁe questionnaire’}
responses,

»
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Participant Observation: In most evaluation f:xercises
the evaluator romains outside the programpe and aims at
noutrality in relation to any decisions taken. At the
outget of the management tf@inlng programme it was
decided that the evaluator should be a full member of the
Steering Group responsible for the development and
planning of the programme, This enabled the evaluator to
be part of the decision-making process. 1In addition to
shaesving others and recoédiqq their rosponses to the
domands and constfaln&a of the situation it allowed her
to record her own response to the programme as it
developed, It allowed opportunities to talk to all other
participant 8 - programme planners, course members and
lecturer s alike.  Each informant's perspective - whethes
tramne:, qroup leader or course member - was important in
buildiug 4 clearexr picture of the prouramme,

v
’

‘ .
Evaluation Schedules: At the'beginning of ecach study
conference, course members were 19v1ted to participate in
the evaluation of the programme by giving their individual
auscenspent of different aspects of the conference together
with an indication of its impact on themselves in relation
to thear role as school principals. The evaluator recog-
nised that each of these schedules represented the
participant 's picture of the programme as he saw it and
in the form in which he was willing to transmit it at a
particular time and in a particular context. She did not
see them as representing obiective reaiity but rather the
individual participant's perception of reality moderated
by his/her cognitive and affective reactions to‘thus
sltuation at a particular point in time, She also
recognisced that this perspective might change over taime as
the particaipant moved further and further away from the
canference experience.

)
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Interviewing:  To supplement participant obsgrvation and
the completion of protocrels the interview was'uéed with
hoth yrogramme‘planncrs and participants as another
channel of {nformation about the programme. It scemed
important to give each meamber of the Steering Group an
opportunity to cxpress an individual opinion about the
way 14 which the programme was planned. Semi-structured
or open-emied interviews with Steering Group members
sought to slicit views about the programme as it was
actually plasned as well as alternatives which were
spjected without sufficient consideration,

The interview was also used in the second stage of
the evaluation as a means of getting term perspective on
the programme from participants. Conference participants
wrre vncouraged to express themsclves on matters which
werss Bignificant to them rather than those which the '
evaluator presumed to be important.

*

Questivnnaizres: The questionnaire was used only with

' participants in the third conference. Quesuvions were
simslar to those used in interviewing, with a few addit~-
sonal probes designed to encouradge respondents to be
genuinely cr¥tical of the conferences in torms of the way
topos were dealt with or perhaps omitted altogether.
Open rather than closed qucstiaQP were used with a view
to encouraging the expression of differences of perceptions
and reaction of which the course organisers or the
suvaluator might have been unaware. In general, it would be
true to say that where responses were individual and
idiosyncratic they were regarded as significant sources of
insight rathey than as &4 sond basis for modification of
strateyy; where the responses were fairly uniform they had
to be clearly regsstered waith course organisers.,

o 23 ‘ 19 y
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THE EVALUATION PROCEL! AND THE RQOLE OF THE EVALUATOR

One of the basic p.inciples underlying the evaluation
programme has been the desire to emphasise the continuity
and mutuality of concern between nrogréhme participangs
and organisers, the DENI, the Evaluation Panel and the
evaluator. An evaluation of this type of programme can
only articulate and share understaudings about how the
programme was planned and implemented by refereé:;r‘kttheb
aiqf of the providers, the perceived needs of the partic~
ipants, the contraints nof circumstances and the available
opportunities. It can relate these understandingy to the

\ thus
maintain an ongoing cdnversation betweenﬁggbvxders and

perspectives and views of the preogramme augience a

clients. This evaluation, therefore, had as its main aim
to contribute to programme improvemant both directly and
indirectly, directly by the evaluator's interaction with
programme planner's and indirectly by feeding back and
highl ight ing various facets of the interaction between
proyramme planners and their audience. By brinjying these
perspectives into coftact with one another on a regular
basis and keeping the lires of communication open aeross
the boundaries of the programme .~ was hoped that a
clearer pereoption would be resc <, about how principals
of schaols can best be suppcg;ed as well as challenged

by inservice trainamy. 1t was also hoped that programme
plannS?s would gain ins-ght into the more successful
teaching, learning methodologies for sen‘or administators
and into the kind of snteraction process which 1s most
Yikely to yenerate fresh thinking and new approaches as
well as lead to personal growth and development.,

)

This evaluation exercise was therefore a limited one
and 1t would be taappropriate to draw far reaching
conclusions from it. Prom the outset it was clearly
stated that, where evaluation was concerned, it was the

course itself which was under scrutiny and not the impact

200

Q 195

ERIC

Aruitoxt provided by Eic:



S

of the programne on participants in terms of post-
confervonce activity in the .schools. BSuch an intent
necessitated a process rather than a product avaluation;

it mﬁant that the purpase of the exaercise was cour’se
impﬂcﬁement rather than assessment of r\sults. To evalu~-
ate the conferences in terms of their mphct on scheol
.organfgation and classroom learning would be a much more
labour intensive and costly exercise. In a climate whers
courses themselves attract insufficient finance, it ia
difficult o envisage extra resourcés being committed w0
such evaluation. Nevertheless, at a time of growing
coﬂcetn.for accountability, it would appear to be
inevitable that inservice training will have to show that
it is giving value for money. One approach to such a task,
which derives from the experience of evaluating this
programme, might be to bring conferente paprticipants move .
closely into collaboration with the entire exercise and
allow them to become partners in the task of course evala~ ;
ation and concomitantly in evalugtion of their own perform~ -
ance. Experience in Eurcope would appear to indicate that
there is a qrowing tendency to allow heads to have a pa}t
in planning their own training. In France, the Fennes
Academic has developed procedures for negq}iating course
content with trainers and in other European programmes
which encouraqe participants to initiate development
Q§;:jucts in their own schools there is an attempt to neet
iNfividual npeeds {Esp, 1980). The study conferences being
evaluated in this report, by their very nature, could not
match content to individual needs. It may be that thir
is a further staée of development of a habit of cellabor-
ative evaluation as well as collaborative pilanning.

’

S0ME CONCLUSIONS

One of the majcr problems for a programme of this
nature is linking the experience of the conference with
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the routines of vveryd;§ life in schools. It would appear
Y from principals’ submissions that a relatively éh&rt
inservice programme such as membership of a study
conference should not be regarded as sufficient co effect
substantial changes .in prinipals’' day-to-day management ‘N"’
of schools. 1f substantial development or change in the
systum is the aim of the course, thea participants'
intvrééts and energies should probably be engaged prior
to the co;rse through some such edercise as an analysis
of needs in their own situation. This should enable them
to relate the learning experience of the conference more
precisely to their own situation. They should also leave
the conference with a plan of action and a sufficient
understanding of the strategies required to enable them
to rontimwe the task of AQVelépment. even_in the face of
daffaculties and unfrreseen constraints.when they are
back among the daily pressures of their own scheol. There
was scant evidence in the evaluation data of concrete
proposals for action and, even wlere these were adumbrated,
the rrshilems of 'know-how' or implementation strategy
remained acute. Pleas: for follow-up, support and further
training were many. Attendance ?t a conference by a team
{or at least two persons) from a school was one suggestion
which wos supported as a means of facilitating a better
transfer from coursre theory to school E}actice. Such an
approach to management training appears to have had
considerable success in Norway, where the main thrust of
tixe programme concentrates on initiating an innovation
process at the individual school level while at the same
time praviding leadership training externally for the head
and at least one other teacher from the school (NAHRT 1982).
The Northern Ircland programme organisprs were not in a
pusition to mobilise such an infrastructure of support for

individual principals.

However, there was ample evidence that the programme
did much to break down the isolation of heads and to put
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them in inuch with a range of ideas and concepts relating
to the management of schools. Inawxesidential setting
heads found that they learned from colleagues as well as
from the formal conference programme., They would,
therefore, ualcamerpportuntties to meet more frequently
with colleagues whom they perceive as having the clearest
understanding of the problems which daily confront them.
Given that principals are quick to appreciate th.» thelr
soccial and personal needs have been adegquately mer, the
climate which pervadeé'an inservice training event should
npt be underestimated. The conferences provided an oasis
from which the ordinary pressures of time and responsibil~
ity were excludad. In the residential setting they werxe
able to learn from one another as well as from the pro-
gramme, to confirre one another in Jheir sﬁrenqths and
perhaps learn alternative strategies for the solution of
problems which seemed insuperable prior to the conference.

The evidence from the evaluation aiso showed that
if principals are expected to initiate and sustain changes
in their schools, they need training in interpersonal
skills, staff development skills, the handling of conflict
and the management of cuange. Their vice-principals,

-senjior teachers and heads of department also require

training in management responsibility and role understand-
ing. Fanally, there was evidence that principals would
welcome a peéﬁanent support structure such as that of a
staff college which could xespond to their expressed needs
by way of resources, consultancy, residential courses of
various kinds and meetings for specific pur 8. Such a
structure would facilitate the pruvis{én of an organised
syatem of inservice support and trairiing at different
stages of a head teacher's career - 96 entry to the job,
some years afterwards and at times of major developments.
The evidence from the e¢valuation also showed that the
prégramme had served to boost the confidence of principals,
to enhance awareness of their managerial role, to provide
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»7 inaights into alternative Qays of tackling problems and

. geperally to renew enthusiasm for and interest in the job.

- Only time and further research can determine whether
" principals were really enabled to carry through to the

real worid of the school and classrcom the plans and

L] -
intent.ions generated in the supportive atmosphere of the
conferunces. - A

In conclusion, }here was & positive attitude towards

- the evaluation, both on the part of programme organisers

and participants. Thiss was evidenced by the high responsé
rate in terms of compieted evaluation schedules and in

the man}fest readiness of farticipants to openly discuss
their experience in the suhsequént fiterviews. It would
seem that the approach promoted a habit of collaboxative
evceluation in which cféanXsets and participants took a
shared interest in the progress of the conferences. It
may be that positive attitudegy towards evaluation are
more easily developed when courss oxganigsers work as a
team on a3 series of conferences where they have reéular
opportunities for dialogue and constructive critiéism of
their own operations. It may also be that participants
like to be consulted on the extent to which provision
matches their individual needs, especially when there is
evidence that serious consideration will be given to their
views,
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PROBI.EMS AND TRENDS IN COMPUTER BASED EDUCATION

John A. 0'Connell

Introduction

velopments in computer technology in the last twenty
yearsgﬁhve 12d to the purchase of computers by many of our
educational establishmenﬁf. Many courses have been
developed to teach Btudents about computers and how to.
apply computer technology in conmerce, adninxetration.
industry and research. Since the 1960s some education-
alists have become interested in inveatigating the
possible uses of the versatile computer in assisting the
processes of learning and teaching. This paper might well
be entitied, "The Rise, Fall and posaihie Resurgence of
interest in Computer Based Education". (CBE).

v

Influences from the Past

’ *
The growth i{n the use of computers in education:was

stimulated by major projects and was influenced by some
Unigue individuals. A selection of the more famous
projects follows,.

ane

Stanford Institute of Mathematics started a computer-
based education project in 1962, Suppes and Atkinson
headed this project which applied the computer to the
teaching of Mathematics, Reading, Slavonic languages and
Music.

University of Illinois and the Control Data Corpor-

ation, with the support_pf the National Scaence 1"‘oum!at1m':,.'§

began work on the PLATO project in 1959, This has been
the most expensive project to date and it has brought the
production of CBE materfals to an advanced level where
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the end product can be succesafully marketed in a . &
commexcial environmgnt. Earlier versions of PLATO used .
special pultx—uedia workstations controlled by a large
central comnuter. Recently subsets of PLATO have becn
marketed for use on the micro-computers which are now
available in many Irish Schools.

Educational Technology Centre at the University of
California where Alfred Bork has worked, since 1970. HKe
has concentrated on developing compuf®r based Raterial

' for teaching undeggraduate Phyaies’ where the student

could explore a “controllable world®, Simulation tech-
niques were used to allow students to experience and
manipulate models of real life situations that couxd not
be created safely or at reasonable cost using other exist-

_ing facilities. >

United Kingdom: Many interesting. projects were brought'
together by the NCPCAL programme in the United Kingdom
from 1973 to 1978.2 80b Lewis and Peter Smith were among
a group of outstanding contributers to the Computers in
tye Undergraduate Science Curriculum {CUSC) project and
the Schools Council Project supportea by the Council for-
Educational Technology (CET).

Currently the Micro-electronic Education Program
(MEP) is supporting many $evelopments {1 the CBE area.
Other notable syatema that emerged from the work in the
United Kingdom were the CALCHEM project which produced
modules for use in Physical Chemistry and the CICERO
project which was used extensively by the Open University
to improve student’feedback.

MIT - LOGOD Groups Seymour Papert set out to use
COMPULErS tO CXeAte a new learning experience for

children~3 He was not concerned with vocational computing
or with CBE as previously envisaged. HNe saw teachers ’
using LOGO to create an envlronmeyt of natural leaxning
which would have no threshold or no ceiling., His work has
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received much publicity and has attracted its share of
eritics. However, somo mathematics teachers have been
endouraged to use the "Turtle Graphics and Floor Turtles®
assocriated with LOGO in teaching mathomatical concepts,

Types of cBe' ° %
The above projects have given rise to some signif-~

1cant educational material of various types.
3

Dril)l and Practice: The conputcr is transparent to the
student. He is presented with the same or very similar
questions repetitively until his responses indidate
nastery ar that level,

Any teacher could do this but the computer could be.
useful because of it‘s inherent patience, convenience and
impersonality.

Tutorial: This is frequeritly referred to in the U.K. as
Computer Assisted Learning (CAL) and in the U.S5.A. as
Computer Assisted Instruction (CAI) or Substitute CAL,

This fg much more ambitious. The computer is used
to present material to the student. Having evaluated the
student's responses to ;arious questions on the material
presented earlier the computes selects new or remedial
material for the student to study. The main problems
with tutorial CAL are concerned with course structure and
the evaluation of student responses, While this technique
has had some success in sfjll development courses for
Industry and Commerce its application to general Education
as a form of lecture substitution needs much more research.

Simulation: This is sometimes referred to as Supplement-
ary CAL or Laboratory CAL and would include the work of
Bork described earlier,

In Laboratory CAL the computer uses a mathematical
model kuilt into a computer program to simulate physical
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systems found in Physics, Chemistry, Biology and Geoé-
raphy. Both time dependent and inference models are used.

The essential charactaeristic of such systems is that
the student is allowed to explore the model rapidly and
efficiently by changing various parameters on request, The
cancepts underlying such models are usually discussed in
class befhre and after the student uses the computer
wmodel. These systems have been found to enrich the learn~ ¢
ing that the student achieves. The main problap is to
design a package that can be integrated into existing
courses and that demands non-trivial input so that the
student can use his previous knowledge productively., *

Management: This is sometimes referred to as Computer
Sigpaged Instruction (CMI) or Computer Adaptive Testing

CIY']

A.). .

In CMI, learning takes place away from the computer,
while the computex scores tests, 1Eterprets results,
advises the student ghat to do next and manages student
recoxds and other information. Three problems persist
in €M1 systems. One 18 the difficulty in breaking a
course down intec mtdules and the creation of pools of
graded questions for each module. Thé second is the
Computer generatinn of study prescriptions based on the
tests completed. The third is the security of the vast -
amounts of porsonal data collected on each individual
student.

Problems that led to the Decline of Interest in CBE

Despite exaggerated claims and the optimiswm of the
early years the major shifts towards CBE forecast at that
time have not yet taken place fer a combination of reasons,
Some of these problems will be overcome in the next
decade. ]
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§
inexperience: Those tnvolved underestimated the

magnitude of the task they were undertaking. Indications
are that they misunderstood the economics of the
technology they were trying teo use. Many had a poor
understanding of the dynam.cs of the educationdl envir-
onment where they wished to introduce this new technology.

Cost of Hardware: Up to 198U the cost of computer hard~
vare was excesSsive and many projects tried to do too much
with too little equipment. Micro-computers have brought
about a major improvement in this area and costa will
«ontinue to fall during the 19605 as micro-computers make
comput ing accessible to millions.

Bardward Instability: Until recently computer equipment
was unreliable, bulky and expensive to maintain. The
newer micros are reliable, portable and very powerful .
compured with the mgcrccomputera ©f ten years ago. As
such we can now bring reasonably robust intelligent stand
alone unifs into the classroom,

railure of computer hardward during public demon-
strations defeated many enthusiastic teachers.

-

System Instability: Many of the earlier systems used
large computers controlled by complex Contro Prograns

and supporting magy users simultaneousiy. In many cases
the user was linked to the large computer by unstable
communications facilities such as the public gwitched
network.  When the Central Computer Control Program or
the communicavion facilities failed the user was unable
to use the system. Powerful microcomputers have less
complex more Rtable Control Programs and their cost .«
obviates the need for many users to share one computer
over the public telephone system.

fourseware: This is the main problem area at present.
Courseware is the actual package used by the student or
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the teacher. There is a 1ugk of courseware in large
ecnough gquantities and at acceptable levels of quality.

A certain “"Critical Mass® of courseware musy be available
before CRE can really begin to show its upefulness. Much
of what is available is8 the product of a new cottage
industry which has emerged with the growth of micrut
computers. Sowe studies indicate that as much as 95 per
cent of this material is of poor quality or games
oriented.

Related to the problem of poor quality courseware
are the probhlems of recognition of courseware development
48 a legitimate act1v1ty.5 '

At second level, teachers are rarely given free time
to develop courses or materials for courses, nor are
therp reward mechanisms for those who do such work in
thafsr own time. At University level there'are active
d§sencentives for engaging in such activities rather

M)\ matn concern is in the area of "Tutorial CAL".
Some of e existing packages do a little more than ape
the activities of good teachers and pany do far less. 1If
we can do no better than “paue turning® or emulate the
old "teaching machines” we should perhaps forget these
applications and concentrate on the areas where the
computer can perform a real fanction of which a human
teacher 18 incapable, e.g. simulation,

Teacher Training: Very few teachers have had substantial

exposure to computers and many have had none at all. There
is a lack of appropriate in-~service and pre-service tratin-
ing. All in all the situation in Ireland adds up to a
hoteh potch of sometimes substandard courses that lack a
real  life foundation un which to base future developments.,
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In times of cducational cut-backs, in-pervice training
18 often one of the first things to suffer,

Teachey training is not equipped to cnpe with a
changing subject in a changing world. Many teachers are
left with a natuxal averxsion or foear of a rapidly
¢handing techaology which they see as challenging their
role or Btatus.6 .

Teachers need to know how to select and "drive™
sultable packages for their own subject areas. Most
suffer from "sticky finaerrs™ because of their inadequate
keyhoard skills when they try to use their computers in

pubié. The result can be embarrassing and the effect on
students may be negative,

Intug;gg}gg: ‘Sarcessful CBE has'aluayéeﬁeun properly
inteqrated into the course in which {t is used. This
requinges the support of all the academic staff in the
relevant department, The introduct ion of innovations
into a conservative area will have administrative,
'‘pilitical and orcrational consequences which should be
reasured and discussed before starting., The t
required to restructure courses and timetables{may be
subatantial ., Experience shows that it s diffficult to
involve tpe brightest acadenics in curriculum development
work whaich 48 rarely recognised by promotions boards.

Advantaacvs of CBE -

Despite the problems outlined above ne use of good
CBE systems has had many advantages both direct and
indirect. Some examples follow:

Independent ovaluation of the CUSC project in the UK.
indicates that students improved their understanding of
the topics covered. Their gbility to interpret statistics
and graphs was improved  Students felt that they learnt
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ERIC

Aruitoxt provided by Eic:

1]
. more by tinding thelr own strategy for manipulating a

particular model. This in turn encouraged them to
study their lecture notes and text books. Generally {t
was believed to have led to a greater ability to visual~
ise the subiject and to an 1ncre§3p in intuitive under-
standing. '

The Physics department of the Flérhﬂ:k?ate University
found that those students who used various CAL packages
needed 17 pox cent less instructional ime than those
who only attended traditional lectures. These students
also scored higher in final examinations and attained

[y

suptrior conceptual mastery.

Many medical schools use a 1ife-1like computer controlled
model to teach Anaesthesiology. This combination of an
interence model with time dependent features has reduced
both the cost and the extent of subsequent field work.

The Chicago Clcy Schools Project was begun in 1971 by
Suppes and Atkinson. One aspect of this project was an
attempt to improve the r?ading shills of 12,000 fourth

to eiaht grade students. The reading abi{}ty of these
staudernts was increasing at the rate of 5.4 months per
pupils for cach ten months of reqular classcoom ins’.ruct-
00, Using computer tutorials the averaye increased

Tt 4.0 mont' amprovement per 8 months of Instruction.
These resua.s were verified by the National Institute

of Fduretion and the National Testing Service.

Many educational establishments have been impressed by
the si?v offects of using CBE. It has removed the fear
of romputers and it is seen as a way of preparing those
studonts who will not be studying Computer Science to
live in the "Information Aue™, When the micro-processos
has bLecome as common-place as television sets those who
have not learned to use the computer as a tool will be
as functicnally illiterate as those who have difficulty

with reading and writing Eoday. .
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The éesgrgpncu of Interest in CRE

There is a noticeable resurgence in the level of
CBE activity during the last three years. This resurgence
was brought about by the increase of micro-computers
whose priee performance ratio continues to ifprove drama-
tically, Computer hardware is now more reliable, smaller,
cﬁeaper and more powerfdl than ever pefore.

This resurgence ts more effective than earlier
efforts because it is tending to adopt certain principles
and ideas based on the experience gained in the past.

When to use CBE: CBE ghould only be used to solve a
specific instructiconal problem where it can provide a
unijue solutioh or compare favourably with other media.

How to use CBE:  Any proposal to use CBE should have the
support of department head and a number of teachers. The
user or target audience must be clearly tdentified. The
usage of the packade should be spread over a period. The
use of the package must be mandatory rather than optional,

Records must be kept to support evaluation procedures.

How to identify good Courseware:  The package used
should be educationally sound. It must be relevant to

the students® needs and appropriate for his learning
objectives. It must contribute to the learning process
and 1t must be stable when field tbsted.7 It should be
easy to use and not regquire any knowledge of computers.
1t should be "bullet proof® or capable of withstanding a
hyperactive teonager bangingiall the keys at the same
time. The user instructions shaguld be screen based,
clear, concise and in a standard format. Following
these guidelines will not guarantee success but fallure
to do 80 will gquarantee problems.

How to _Evaluate a CBE Package: On recedpt of the
material the quthor's objectives must be checked, The

~
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tes:her should check that he has the correct camputer,
operating ayatem, peripherals and machine characteristics
for running the package. The teacher should then use the
package in three modes - as a bright student who uses
the package intelligently, as a difficult student who s
tries to deliberately crash the packate and as a teacher
exploring all the nooks and crannies. The teachers’
assesssment should then be written up in a standard form.
If the package is not suitable it should, be returned
promptly to the supplier with the assesshent report
indicating the problem enclosed. Reputable suppliers
will refund any monies paid for packages which are later
found to be unsuitable.

How to benefit from the work of Others: Educational
concortia as well as groups within the professional

associations of academics are setting up resource centres
to provide peer evaluation, publication and distribution
mechanisms for CBE materials.s

Caution: I am worried by some of those now working on
CBE systems who think that they already know all the
answers.9 We are only beginning the task of learning
how to use computers in education. We must be repared
for many more years of trial and error.

The Future of CBE

The amount of CBE material in use at any level in
the world is trivial at the present time, The next few
years will see a sharp rise in this activity as more
effective courseware and less expensive hardware becomes
available.

Resulting in part from the fate of past predictions,
forecasts of the future have become auardedly optimié%ic.
Most writers woul.l agree that the remaining hardware




barriers will be resolved in the near future. Work-
Stations will accept voice input and output, interactive
television, video disk sysiems and satellite communicat-
ions. Personal computers will ba powered by batteries,
use a flat screen non CRT display, have maus-storage
facilities with no moving“parts and have the reliability
of televisions. It will also cost the esquivalent of
today's colour televisions.

A recent Amerxican atudy1° on the impact of tech~

nology, stresses that the "Advanced Information” society
of the future will place a premium on skills oriented
towards the creation of new knowledge and the design of
‘new technologies. The educational need of such a society
will constantly change and lifelong retraining is
axpected to become the norm for many pééple. Computer
Based Education as part of the more global Information
Technology of the future will play a major role in
overcoming future educational problems.

Atkinsan” for example Bees the spread of CBE
packages for use on powerful home comuters. These
packages will he purchased or leased outside the usual
educational framework but they will be able to compete
sith traditional educational estéblishments on a cost
effective basis. ’

L

As some traditinnél institutions become involved
with Information Technoloqy they will have to consider
bow they should change or what would happen if they
resisted Lhe pressure to ch#nge. As new powerful
learning resources become available around the clock for
use in the home or ;he classroom we can expect changes
in the curriculum, in course Structure, in grading:
systems and in certification procedures. Many teachers
will shift from being delivers of courses to become
designers and developers of courseware., Teachers will
5till be needed to handle those who cannot cope with the
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new learning situation but it i iikely that there will
be less time spent handling large classes and more time
spent with small groups. The rise of new types of

xnat%tutions plus the changes in existing formal instit-
utions will eventually lead to a new educational system.

Conclusions

The present level of Computer based Education and
it's growth over the next ten years are of vital import-
ance to the teaching profeszion at all levels. 1In
keeping with its declared purpose I would like to see
the Educational Studies Association of Ireland establish-
ing & group to monitor thé educational impact of
Information Technology. Your Society will then be
capable of offering a professional advisory service to
thiose who wish to apply the compiter as an effective
egucational tool nsther than a toy for the technician who
wishes to impress others by his use of gadgetry.

The changes in our educational system will take
place whether wv' like it pr not. Those with ability and
cdourage must come forward now to guide their profession
du:inz.what promises to be an exciting if at times a
turbulent period.
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‘THE DEVELOPMENT AND VALIDATION OF COURSES IN BUSINESS
STUDIES LEADING TO NCEA AWARDS: 1972-1982

Anthony White

This paper attempts to take an overview of the . :
developrment of courses in Business Studies over the pe:iedi;
1972-1982 4in that area of higher education which falls

~vwithin the responaibility of the Naticnal Council for
Educational Awards. It examines the xationale for the ‘
development of courses in bnsiness studies and the procasﬂ‘i
. "~ by which they were validated and assessed., It also makes
,some tentative judgements about the effectiveness of the
' courses and also as to how they may develop within the N
coming decade,

L € .

Numbeés of Student Awards

It is necessary initially teo plac® Business Studies
in context within the overall picture of NCEA awards and
courses., In the period from 1972 to 1982 NCEA made
18,306 awards to students. Of these, 4,747 were in the
generaP area of business and social studies. In other ,
words what is classified as Business Studies accounts for-

v slightly over a quarter of all awards made, a smaller
segment than engineering and construction within the NCEA
system, but considerably larger than science and para-
medical studies, art and design ox education and general

. studies. ’

=t

The percentage breakdown of the levels of award in

Buslneﬁf Studies for the first ten YEars wasg
' ]

-
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One Year Certificate: 131,38 {One Year)

Rational Certificate: 57.0% {Two Years)
National Diploma: 23.9¢ {Thxee Years)
¢ Degrees ) : 5.8% {Four Years)

From this it can be seen that over 80 per cent of all
awards were st Naticnal Certificate and National Diploma
ievel, (These twp areras are expected to remain around
75-80 per cent of all NCEA awards in the coming decade.
What is likely to be seen is a d¥op in the humber of One
Year Cextificates and a sizeable increase in the propoxrt-
ion of awards at deqiee level.) '

These figures refer to twelve institutions: the
National Institute for Higher Bducation, Limerick, the
nine regionmal technical colleges, the Dublin College of
Catering and the College of Industrial Relations, (It is
only in this year that the first awards will be made at
the Natiopal Institute for Higher FEducation, Dublin and
the College of Commerce Rathmines.).

Courses .

In the Business Studies area there are currently 59
approved programmes or courses. {In passing one can say
that this 18 a conservative figure. If one were to
consider the various options and electives open to students
within these progsefmes one could multiply that figure two
or three times. This is a valid peoint, because guite often
in the process of course evaluation individual options or
streams within a programme will have to be looked at
separately by a group of assessors. In many progranmes,
even at National Certificate level, students can have a
very varied menu of subjects from which to choose.)

The courses in business studies £all within three
general categories - General Bu.iness Studies, Secretarial
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Studies and Hotel, Catering and Tourism Studies. As it

is intended to concentrate on the general business studies
area, a few words about the other two are required here..
The last two areas have accounted for about 35 per cent
of all awatrds in business studies. Their main difference
from general business studies is one of emphasis. In
hotel, catering and tourism there tends to be considerable
coverage of craft skills even inr couxrses which are prim-
arily of a management nature. There {8 & similar difference
with the secretarial studies courses in that there has
been a stress on typing and shorthand which are ;lso .
primarily skills areas. However, these courses are
currently undergoing reassessment and in some the skills
requirement is being reduced and this in turn, 1s likely
to bring them closer to the mainstream of business studies
cqurses. However, this is a separate issue which would
deserve a paper of its own.

:

objectives and Rationale for Business Studies Courses

1f one looks back at the published documentation’ :
at the time the Regional Technical Colleges and the
National Institute for Higher Education were being
conceived in the late 19608 and early 1970s, it is clear
that one of the primary concerns was todﬁrovide an
adequate supply of engineering and science technicians and
technologists for what was then secn as a shortfall in the
manpower needed for economic growth and for attracting
foreign industrial investment. The planners at that stage
were much clearer on both the importance and on the
requirements in ‘the engineering and science area than they
wes¥ in the general area of business studies. However
this pattern is by no means unique to Ireland. Although
business studies will normally bea comp&nent part of Qny
development of technicikl and technolegical education, its
rationale is guite often less explicit than in the



” engineering ox science aress. If one esamines Peter i
- Venables® major uorkz on the British technological if
- untversities, it is striking how little he has.to say ’ \ |
- about business education as compared to engineering amd -
. the sciences. Likewise, if ons inspects Charles Carter's
. book on Higher Education for the Future ° a similar
~Qu»contrgst can be made. One could cite similar examples e
- from elsewhexe. : *

- Inevitably given the less explicit rationale for ;
- business studies and the fact that a creature such as v
. the "business technician" presented rather greater problems ??”
{ of definition and acceptsbility than a science or an ;
. engineering technician, course aims and objectives in the
early years tended to be influenced very much by the
requirements of existing institutes, particularly the
professional accountancy bodies. The structure and content
' of business studies were coloured by the more advanced
examination regquirements of the acdountancy bodies for
which the National Certificate in Business Studies provided
a foundation. The early developments at National Diploma
level were also almost exclusively in the area of account~
}mcy and management finance, It is only within the last
four or five years that at the national diploma level
there has been a counter-balancing development of special-
isation at diploma level in areas such as marketing,
~ personnel management, industrial relations, banking and
«  agribusiness.

Because of the rather problematic nature of defining
a rationale for certificate and diploms courses in business
studies, and because there was always an inherent danger
that they would not be seen as educational experiences or
 terminal qualifications in their own right but rather as
a passageway to some othar gqualification, the second Board
of Business Studies at NCEA devoted some time to setting
down guidelines4 for the National Certificate course.,
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These guidelines were published in 1979. On the gquestion .
of the aimm and objectivas of these two year NCBS conrses,vj
it was decided that "NCBS courses should meet the :
fundamental aim of providing learning experiences which
would enable students gp acgquire;

{i) a preparation for employment

{i1) an education for general personal development,
which would also help them in adapting to
change, and *

(114) a foundation for further study.

These gquidelines alsp stated that the courses, though
emdodying "immediate usefulness” should-also provide the
framework for “long-term usefulness®.

If I could perhaps give a personal view on how well
these ainms have been met or how seriously they have been
taken, I would say briefly at this stage that the courses
appear to have been surprisingly effective insofar as
they are a preparation for employment. This point is
returned to later.

With regaxd to general personal development it is
argued here that the courses have atruck a reasonably
good balance between the narrowly vocational and the broad
general curriculum. At one stage in the mid-1970s
Business Studies, in conmon with every other area within
the NCEA, was embroiled in a pfotracted debate on the
rale of complementary studies within courses valtdated by
RCEA. In wmy own view business studies have emerged rather
well out of this in that in most courses students have
been exposed to studies in communications, behavioural
science, economi&s and law which, ss they are taught in
most colleges, do provide a solid base of general education’
with, in most cases, a practical and vecational component.
This is not to deny that teaching progranmes in some of the
more applled disciplines like acccuntancy, marketing data
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processing and languages may also contribute to students’
general development. Indeed NCEA courSe assessors are
enjoined to ensure that courses vide what has come to
be called an "integrated educational experience™, Now
obviocusly how successful any individual comrse is in
providing this must be a matter of judgement and must
depend on a cluster of different factors, such as the
quality of the people teaching the course and the academic
leadexrship provided by the institution conducting it,

With regard to the third aim - the foundation for
further study - this is perhaps the area most susceptxble
to a hidden curriculum. For students who did not do well
at Leaving Certificate NCBS and, more particularly,

speCiiic dipioma COUrSCS provide a mecond chance fo¥ those
who aspire to professional qualifications, particularly in
thi: area of accountancy. Onee again, of course, the
danger so inherent at second level can re-emerge. What you
are studying is not valuable in itself as much as for what
it can help you to proceed to in some other course of
study. In my own judgement there has been something of
a move away from designing courses primarily to meet the
exemption requirements of professional bodies. One could
instance the redesign of syllabl in individual courses as
an example of this. In other words it is arguable that,
while these courses provide a foundation forx further

study {and, indeed, there are numerous students who have
continued successfully to degree~level and professional
studies) there has been‘a greater realisation that for a
mujority of students these courses are terminal awvards

and that it is more important to concentrate on the
present than on the hereaiter. There has been therefore a
s_ight shift in terms of the basic aims of the courses,
and preparation for employment and personal development
have had a higher emphasis as a result.
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validation n{uggglaqg

Before examining the situation with regard to the
effectiveness of the courses in terms of how they helped
students to obtain employment, a few words are required
abput thr process of validation. Since its inception the
Council has considered about 200 Hriften submissions for
courses in busineass studies. From the beginning the
procedure has been for courses to be designed by the
Staff in thescolleges who were to teach these programmes.
The Council has never acted as an examining body nor has
it evexr involved itself in drawing up syllabi. Once
courses are designed by a college they are submitted to
the Council for evaluation and validation. The detailed
gvaluation of courses is not undertaken by wembers of the
Fnuncxl, but it is delegated to an appropriate Board of
studien, The Boards of Studies in turn delesate the
detailed evaluation to pipels or boards of assessors
whose recommendations are subsequently considered by the
goards of Studies and the Council. Individual panels
or boards of assessors have varied in size from two to
nine members, although four or five has been the normal
membership range,

In asscembling these groups of assessors there has
always been an atiempt tuo have a mix of prople -
educationalists, members of the appropriate professional
body or bodies who may or may not be teachers, and other
asscEs0rs who are not trachers or educationists but who
have a relevant industrial, trade or consunper interest.
It is worth referring here to the latter group. One of
the innovations in the educational system brought about
by the Council's existence has been the close involvement
in the evaluation and assessment process of individuals
who are not professional educators. For NCEA they bave
acted as both course assessors and extern examiners. My
own view is that they have cnﬁiftbuted considerably to

~
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curriculum development and to ensuring that courses are
“hrnadlr speaking responsive to whatever changes occur

in the market-place. This has not been a process entirely
without tension., Businessmen may not always be tutally
realistic in their expectations of the education system.
Nevertheless the cooperation beptween the schools and the
world of employment has been arguably one ¢f the most
frusitful outcomes deriving from vaildation of this sort.
There have been quite a few instances where colleges have
been encouraged and, in some case, prodded into venture
into which they would not otherwise have entered (such as
industrial placement) which in general have been to the
benefit of students. : ' -

Where thexe is such a diversity in the profile among
those who actually carry out the evaluation p:ocess;
there can always exist a difference in pergpective, if
not in basic assupptions, among tge assesmors. Oie of
the functions of the Boards of Studies, and indeed of
NCEA staff members who participate in the visits to
institutions, i1s to attempt to maintain consistency and
coherence and to eliminate arditrary judgements as far as
possible. Sy its very nature the NCEA is intended to
harmonise the standards of courses at the same level in
8o far as i1t can. This is not esasy in a system which is
essentially a devolved one, where the individual syllabﬁ;
18 drawn up by separate groups and where the assessors
are drawn from different backgroﬁnds.

1t was partly because of this that NCEA had to draw
up some basic criteria such as the Guidelines for the

Evaluation - ! Study Cﬂurseﬁ,s the primary degree criteria6

and the Guidelines for the National Certificate in Business
Studies. what has emerged over the decade is that there

is now virtually a core curriculum at Nattonal Certificate
Level in Business Studies, so that every student with a
National Certificate can be taken' to have studied Aspects
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of accountancy, economics, law,, business administration,
mathematics and statistics, behavioural science and
communications. Within the next two years it can also

be assumed that every student will have studied data
processing or computer studies. FEach student will have
taken six subjects in each year and in one of the years
each of the above subjects will have been taken. In
addition the students will have taken a range of elective
subjects and those curreantly on offer include marketing,
personnel, costing, office administration, typing,
management principles and practice, taxation, organisation
and management, French or German, computer programming,
management information systems and systemns analysis. As
colleges have grown in size they have been able to extend:
the range of elsctive subjects which they cdn offer
students on certificate courses (and even more so0, this
has been true at diploma level) but at the same time there
has grown an tntormai consensus on a core curriculum which
has begun to estadblish itself at certificate level.

Employment of Award-Holders

The success ox failure of courses which are explic-
itly vocational must be judged largely by the ability of
students to get jobs at the end of them. 1In recent’yenrs
the Council has carried out surveys of those receiving

awards and it has published data for the years 1979, 1980

and 1981.7 The survey {s carvied put in the period
December to February, some six months after students have
completed the courses. Over these three years thexe was

s remarkable consistency in the pattern of responses from
Husiness Studies students. 1In all three years just under
two-thirds of the students had obtained full~time employ~
ment, and each year 22 per cent had gone on to further
study. There were two sSignificant facts about the figures.
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The pumbers of those proceeding to further study
immediately were consistently lower in every yvear than
the average for NCEA awardhoiders and the numbers obtain-
ing full-time employment directly from businest studies
courses was higher than in other areas, including the
areas of science and engineexring which were focused upon
at the time of the setting up of the RTCs, and more
recently focused upon by the Manpower Consultative
Committee. There are nothing but the most tentative
figures for 1982, but again it would seem that the
employment opportunities for award-holders in business
studies have held up. extremely well in vhat was unquest-
ionably the most adverse labour market conditions since
any of the colleges under consideration were set up. In
the present severe recession nobody can afford to bs
complacent but it 15 heartening for any of those involved
in the business studies area that these students are able
to ocbtain emvloyment soon after graduwation, and it would
appear to indicate that those who planned those courses
had identified their morket and had identified a need
which was waiting to be tapped. It would also appear to
indicate that the fundomental aim of providing learning
experiences which would enable students to acquire a
preparation for employment is prima facie being achieved.

What sorts of jobs are these successful students
deing? fThe rescarch on this topic is fragmentary,
although there is unpublished material from at least four
colleqes which gives some picture of the career progress-
ion of the gyraduates. 1In the abscnce however, of any
co-ordinated research on the colleges concerned one is
relying to an extent on the anecdotal and it would appear
that there is a very fruitful arca of research here.

Such a picture as we do have would indicate that a

very consideratle sumber of the successful students have
* H

found thelr way intoe the accounts function in firms of a
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variety of size and undertaking, both manufacturing and
sexvices. A sizeable number work inthe general adminis~-
trative area with a number in marketing, production,
personnel and computers. The range of employments taken
up by these award-holders varies widely. While the
majority would appear to slot,  at least initially, inte
the lower and middle ranks of organisations as accounts
or wages clerks, many more find their way into being the
office managers in small concexns and it would appear
that the broad range of subjects covered at the level of
National Certificate in Business Studies has been unseful in
preparing people who have the necessary kind of versa-
tility. It would seem too that in some colleges t} s
a substantial proportion of students who cvome from small
family businesses and that the general business studies
course appears to have been identified ar a useful prepar-
ation for managqing these. As to how many have actually
set up in business on‘their own, again we are relying on
the anccdotal. The numbers currxently appear to be very
small, and it would seem true to say that the vast
majority of students have been educated to become
employees rather than employers.

Future Developments

The first doecade has seen a consolidation at the
level of National Certificate. The areas of expansion,
in terms at least of subject provision, in the next decade
are most likely to be at the level of National Diploma
and degree. 1t has been noticeable in recent years that
some colleges have attempted to mark out particular
gpecialisms which are reserved for diploma woxk or are
provided as optionr in the second half of degree courses
in business. It is likely that even in recessiocn times
not all of these niches have been identified. No college,
for example, has vet identified purchasing or materials
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. management as aﬁpxopriate specialisms for the third year
of a course, though materials management appears to be a
very important specialist area at a time whan profit
margins are squeezed.

One would also hope to see a greater number of
specialisss in the agribusiness area. Agriculture is the
country's single biggest resource, it is an area which -
for & variety of historical and administrative reasons
has operated largely outside the mainstream of the
education system, and one would hope to see in the future
a greater mag:ving of business skills and techniques with
agriculture and agricultural production.

The number of awarde in business studies which have
been made for psrt-time study has been very small and
one would like to think that this will grow. Or2 cannot
be altogether confident about this at a tlné of recession
because evening courses can he expensive to mount and
organise and not as easy to plan as full-time courses.
Nevertheless they are important not only in justice to
those who missed out at the end of second level education,
but because some of the areas of business education are
. very amenable to part-time study and contribute handsomely
both to the development of the individual and to the
general level of competence and skills available in the
workplace.

Finally, it is to be hoped that the next decade will
see the development either of full courses or of modules
that deal with enterprise development, entrepreneurial
skills and small business development. Some of this
obviously must be specialised work which is currently
dealt with 1n intensive short courses by bodies like
Shanaon Development, However, it seems imporxtant that
these subjects are not left entirely until after students
have left third-level education. Because of the recession
it is now truer than it would have been five years ago to
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say that the majoricy of the best and most talented of

our young paople are proceeding to higher education. It

18 a truism to say that providing jobs and work for this
enormous youth population is probably the biggest and

most important task facing the country at the present

time. It is also the case that to a very large extent

we are on our'oun and that it will be our own initiative
and enterprise that will see us through this challanqe
Experience elsewhere would indicate that it is 1ncreaslngly
going to be swmall rather than large business that will
provide employment. Identifying opportunities and open~
ings and knowing how to capitalise on them is. therefore

of great importance. If so many of the most talented of

our young population are in the higher education system,

it is there that some of the seeds for this must be sown.
It s not suggested that anything othex than a minoxity

of students in business studies, or indeed in science and
éngineerinq, are going to become the entrepreneurs of the
future or that all business studier courses should be
re~routed in that direction. But it is going to be ‘
crucial that those who have the flair and the spark should
at least be given the orientation and shown the possibility.
This is arguably the biggest single contribution that
business studies could make between now and the end of the
century.
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e - . ECONOMIC RECESSION: RESTRAINT OR OPPORTUNITY
‘ ' - FOR BIGHER EDUCATION?

Daniel O'Hare

»

Objectives
The objectives of my paper are: s
»

~ To ‘provoke you to think positively in these

times of financial constraint

~ To suggest a number of 1nsué§, armed with
which we could seek support .

=~ To challenge you and other higher education
institutions to espouse some or all of the ideas

® To challenge Government to fund the initiatives,
as a demonstration of its support for change:

Preamble

I undertook a visit to the United States a little
wvhile age. In the course of this visit I met senior

staff at MIT, Southern Methodist University (SMU},

Stanford and University of Mid America ~ State Univers}&y
Nebraska (UMA-SUN). At NIT, SMU and Stanford I discovered
that Engineering courses were being taught on-campus and
via T,V. links to industry in the locality and that
videotnpés of these and other programmes were pooled,
shared, exchanged and hired amongst a nation-wide grouping

of Universities.

- At UMA-SUN I discovered that a consortium of approx-
imately six universities in different States had been

formed to provide courses by Distance Education.

*
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wondered why aimilar ventures did not appear to have
developed in Ireland.

What, you may ask, have thess stories in common
with my paper today. I believe that they are relevant
because in them is an inferred cooperation and sharing
between institutions; there is innovative experiment-
-ation in teaching method®or approach; there is a
sensitivity to cost effectiveness - to mention but a few
issues.

Introduction ' *

The substantial characteristic of Irish higher
education over the past decade has been its expansion

and diversification. New institutions were ated and

expanded rapidly; older inatitutions expan also -
and we were all preoccuptied with that growth and that
diversification in discipline, levels and types of
COUrEes.

We seemed Lo have convinced ourselves that we were
creating a vast higher education system - it is
certainly substantial in relation to our national
population - but we tended to forget that our combined
higher education system was no larger than many individ-
ual institutions in some other countries. Then »
recession and cutbacks came thundering upon usl There
were our cries of 'crisis' -~ and, I agree in a most
heartfelt way with that cry (a personal comment from me
as bead of a new developing institution which is engaged
in an 'Irish Exercise' i.e. developing in a contracting
situationt). So, then, why did I entitlie my paper as I
have done?

1 believe that the current climate may provoke
actions and responses which logic and open debate might
not have otherwise provokeds this financial crisis has
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and i{ncreasingly will facilitate or produce a dynamic
at local and national levels which will question the
hitherto unquestionable. Ome such active debate is }
already well known to us -~ namely, the need for o

- Bumanities/Arts programmes in higher education., In

mentioning this topic I do not mean to infexr that the

- Arts are les® than vital; quite the couwtrary. I helieve; {

though, that there is now an opportuntiy for our Afts .
Faculties to guestion, to examine and to articulat® their .
role and function - dare I use that latter term;.a firm,
£lear, unambiguous policy for the-support of Arts could
be the resuit and, when adopted, would be the hasis for
considerable progxess. ' ~

Opportunities’

what nther opportunities are there for the higher
education sector? There are many, in my view, and I
will 1list a fairly conservative number of these and
refer briefly to each.

1. Interinstitutional Cooperation in Providing
integrated part~time and post~experisnce courses

The history of Adult Education provision has been,
to a large ‘extent, intextwined with the Vocational
Education system: other agencies have made their
contribution also. More recently, the Adult or
rart-time Educatton provision has developed two
major emphases:

~ general adult education

4
- post-experience and qualification-based
programses.
The extent to which the higher education sector -
excluding the VECs and RTCs ~ has responded to these
needs has not been tremendously impressive to date.
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In our current economic climate there is a real danger
that such programmes as exist might be curtailed, and

»

that would ba unfortunate, _ ,

Anothér feature of this part-time course
provision has been its disjointed, non-integrated angd
non-coordinated nature; these features could be seen
ag the outcomes of flexibility emanating from
institutions. My view is that there has been much
duplicationtand fragmentation. In short the public
has been poorly sexrved; these comments are meant to be o
a factual statement on the overall situation not a
criticism of the activities of Extra-Mural Departments

A and Colleges.

My suggestion is that the recession with its
consequential tightening of purse~strings should

persuade higher education institutions to devise ¢
integrated and structured programmes for their ‘
surrounding city, county or region, -~

I would like to refer to the Greater Dublin area
as an example. 1 propose that UCD, TCD, St Patrick's
College Mapnooth,-DIT, NCAD and NINE Dublin, should,
togethe;f devise a pa;t¥t1me integrated programme of
courses across the broadest number of disciplines for
the Greater Dublin Area on an annual basis. The
institutions would then decide which College would
provide modules oxr full courses within the full
proygramme.

Need I elaborate further! 1 can think of
pstacles to the implementation of*ihis idea. However,
my opinion, the benefits which the population would
deWgve from this approach would justify the effort
whi the Colleges would expeng. Do we not owe that
much to our community? ‘
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2.

Shared Developmentd of Distance Education

Economic recession has been an active partner in the
development of the Distance Education iflepa in Irsland.
It has - to a certain degres ~ indicated that we should
devise a model for Distence Education which is very
consciously cast effective in our small country,

The results have been extremely encouraging to
date - 1,000 students enrolled on the Computer
Programming course, attending at 20 local centres for
elements of that course - in schools, National
Institutes, University Colleges, Regional Technical
Colleges, industry, prisons and libraries, and all this
organised by twd full-time staff.

The cost-effectiveness of this form of education
is self-evident. However, what is less apparent is the
role which all ‘nstitutions must have in its further
development.

The cost conscious approach, the emphasis on,
quality, on smooth, integrated administration and on
the excellence of multi-pedia materials - all of these
dictate that a central facility 1s a sine qua npon.

The particulay national novelty of this statement is
made most challquing by the desirzbility and necessity
for NIHE Dublin to (nvolve all institutions in a
meaningful, non-cosmetic and real way in the develop-
ment of the National Distance Education effort,

New Role for Academic Staff

We are all very well aware of the effect which
recession has had on steffing levels in our institut-
ions; embargoes apply in most Colleges and these are
causing much hardship and difficulty. sHow then, yon
might ask, can such an issue repxesent an opportunity?

.
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I believe that the embargoes on staff recruit-
ment have heen introduced as & general measure without

- any . -specificity.  Unfortunately,. too many of us are

precocupied with reducing the pay element in recurrent
budgets for highc. education to “an acceptable level”

in the interests of cost effectiveness. However, there -

is a major defect in this thinking - it has not
extended to the establishment of any study on increas-
ing the effectiveness of staff output; more crudely -
the pay element in College budgets may be reduced to,
say, 60 por cent of recurrent budgets but there is no
professional assessment being made as to how the
greatest return can be obtained from this reduced
figure. There is a real opportunity in my view in this
situation to study and to anticipate and plan a new
role for the lecturer. New technelogy, cost effective
and reducing in cost while the cost of labour increases
apace, surely must have a greater impact if it is
anticipated, nurtured and quided.

T Ietus reflect on the change, or rather lack of
change, which has characterised the lecturing profess-~
ion over the past 50 to 100 years. Students still
leave home, travel hundreds of miles tocampuses, file
into lectures, much as they did in 1900 and before.
Will future generations be fascinated or even amused
at our lack of foresight? Can we grasp this opport-~
unity which recession and new technology provoke?

I have spent some time, not enough, 1 appreciate,

on what I consider to be significant opportunities.
There are 50 many others that 1 would have to speak
for gquite a fow more minntes to introduce ecach.
However, I believe that discussion might be a more
productive way to explore these possibilities rather
than an extensive exposition on each way. 1 will,
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therefore, briefly list other opportunities and allow
your interest and their attractivenesa, if any, to
develop them further.

ADDITIONAL OPPORTUNITIES

1

T.V. links between Colleges in order to share
specialist lectures and lecturers.,

The advent of cable TV will make it extremely simple
to transmit lectures from one institution to another,
I consider that this will open up real opportunities

" to rationalise the provision of academic staff

between institutions. For example, a specialist
lecturer in 'Japanese Export Narketing' could lecture
the final year B Comm class in UCD while final year
BBS students at TCD, NIHED and DIT could tune in and
alse communicate with the lecturer.

Rationalisation of Librarv development betveen
institutions in & locality.

Consideration should be given to enhancing gooperation
between all Libraries (including technicel libraries)
regarding periodical holdings for instance, could
reiease funds for other purposes.

»

Joint studies on Decision Support Systems in Higher
Education.

I believe that joint studies on Dectgion Support and
Control Bystems ‘in Higher BEducation could lead to
better financial, puréﬁaaing and planning systems in
our higher education system.
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9. Joint studies on the four-texrm Academic Year of Dual
throughput.

ERIC

Aruitoxt provided by Eic:

Much comment on this issue {8 ill-informed, in the -«
absence of proper studies and data. The higher
education sector should establish a group to study
these i1ssues and report on them to a public seminar.
The result could be to reaffirm the status gquo;
alternatively, a moyre cost effective model for the use
-
of buildings.

A

The joint marketing by professionals of the research
expartise of higher education staff. P

T would advocate the establishient of an office
entitled the Ixish Research Institute whose function
it would be to market the research expertiss of the
higher education sector at home and, partirulary,
abroad. Funded from ceontract earnings, this office
would consist of, say, four persons. The idea is based
on what 1 believe to be an erroncous expertation that
good resedarch physicists, biologists, and electronic
engineers should be'equally good marketing people,
good at identifying where commercial opportunties for
research output lies (.. IRI should be given an
initial 'pump priming' amount for, say, three vears
during which,time it should become self-fipancing:
otherwise, 1t should be elimtinated. 1 also believe
that IRI would be more acceptable in most countries
than UX or USA agoncies, such as Stanford Research
Institute {(SRI}. This initiative could unlock the
resgarch cxpertise of the Fagher Fducation sector for
the support of Irish industyy; it could alse be a
considerable ecarner of foretgn currency; and {t would
alsp enhance Ireland's tmage abroad as a centre of
research epxpertise and alse enhance IDA's task in
attracting areign investment,

by

)
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7. Joint production, acquisition and ggdifxcatiun of
learning materials.

A central clearing house, loan centre and evaluation

rentre for audio-visual learning materials, for all

levels of the education system, {perhaps in associat-

ion with the Distance Education facility) would have .
great potential savings while enhaneing the quality of
education.

8. The shared provision of special topic courses for
research students,

I have been impressed by the US Qraduate School

- spproach to requiring students to attend special
courses 4n order t. brpaden and strengthen the
knowledoge of poatqruduate students. It is my view
that our postgraduate research programmes could be
strengthened 1Naeasu5ably by requiring s‘Pdents to
attend series of lectures in their discipline,
broadly defined. In view of the relatively small
numbers of research students in any one higher educ-
ation institution a joint initiative between UCD, TCD,
Maynooth, NIHE Dublin and An Foras Taluyntais should be
undertaken, as an initial venture.

9, Joant provision of staff development piogramme:. - for

administrative, support and academic staff.

10, Joint study on stident fees, loans and support systens
and their coffects.

Perhaps 1 can summarise my presentation in one
sentence: economic recession provides us with the greatest
opportunity of all ~ real inter-institutional cooperation.
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5.
6.

7.

A_SUMMARY OF OPPORTUNITIES

Inter-institutional ccoperation in providing
integrated part-time and post-experience courses.

Shared development owi Distance Education.

New role for academic staff (S5tsff development, new
technologyl.

Sharing resources and effort

-~ T.V. links for specialist lecturers
~ Admission ¢to higher education ’

-~ Research effort {Universities, AFT, AFF, IIRS...)
- Library Development

Joint study on Institutional Research

Studies on unit costing and cost effectiveness
{including 12 month year, rational approaches to SSR)

Centralised, joint production or acquisition and
modification of learning materials (CAI, VCR,
laserdisc, Cable T.V., local radio).

Development of an Irish Research Institute,
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RITUALS AND SYMBOLS AS CONTRIBUTORS TO THE CULTURE 'j%
OF NORTHERR IRELAND PRIMARY SCHOOLS

Pominic Murray

Introduction

The data for this paper were collected by means of
~ participant observation in two primary schools in .
Northern Ireland. A period of six months was spent in 'j
each of two schools, opne Catholic, the other State. S
There is enough evidence existing to justify state schools
being described as Protestant establishments and through~
out this paper the terms State and Protestant should be
taken as being synonymous.

~
'

This paper is about culture in Northern Ireland and
the possible influences on, or reactions to, culture
displayed by the schools. The impression may be given of
the existence of only two cultures in the Provincéd
comeonly referred to as Catholic and Protestant cultures.
While therehis abviously a strong link between religion
and culture in Northern Iscland, 1t is quite erroneons to
present them in terms of such a stark dichotomy. There
are in fact many ’grey areas’ which are probably more
important to comprehend than the extremes. Therefore,
although the time available here allows only reference to
Le made to the two broad and popular views of cultucse in
NWorthern Ireland you should remain aware of the existence
of many more. See Robinson (1980) and Lyons (1879).

Another aspect of culture requires comment at the
outset.  An attempt was made throughout the research to
distinguish between the character and culture of schools.

1 define character as the atmosphere in any school which
is unique to that schoel, This unigqueness can be due to
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the area in which it is located, {ts particular principal
and staff or its age dr structvre. Culture is Been more
in terms of climate within the school which is a function
of the community which the school serves.

This is a4 vital distinction to make although
unfortunateiy it is one which has been often overlooked
in cultural analyses of education in Northern Ireland.

The most immediate impressions formed by a stranger -
entering a wcheol are engendered by the symbols displayed
and rituals enacted within it. Despite the fact that in
many cases such stimuli are obvious, it should not be
assumed that they provide superficial imformation only.

The rituals and symbola themselves are merely the
instruments through which deeper value positions arxe
eonveyed and to which meanings are apportioned.

P

For the purpose of this paper a symbol is defined as
an object which is displayed to eveoke images and meanings
designed to influence attitudes and values and thus
structure behaviour. 1In this sense ritugl (s also a
symbol but is more active and participatory, It implies
involvement and identification of members of the group for
which {t has specific meaning. In the case of schools
these meanings may be communicated to, or understood by,
members of a particular school only. In which case they
can be said to preserve the character of the school.

Such a case 1s demonstrated by the yearly pageant
in Rathlin which highlighted different aspects of the
school's lonag historic past. Pride was expressed in its
traidition and children were made aware of the distingt-
iveness of the school which dates back to the plantation
of Ireland. The pageant concluded with the rousing
musical exhortation - "Lets be proud of our story and
our past glory”. In the dim assembly hall parents, many
of whom were past pupils clasped hands with their
epraptured offspring. There was an almost tangible feeling
of belonging to a sentimentally exclusive fellowship.
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Symbols in schools bowever, can have meaning for a
much larger group who may heve no direct contact or
relationship with that particular school, The 6' x 2§%°
papal flag hanging in St. Judes, is a case in point. A
Roman Catholic entering St. Judes, even though he has
never done so before, would be made immediately aware
that the school was part of a more general system of
which he had had experience. He can therefore prcceed
to operate on the assumption that both religious and
cultural valuea which he himself holds will be reflected
and cherished within that school. Symbols, therefore,
can stimulate subsequent hehaviour. ‘

Such 'cues’ are important in Northern Ireland where
at any gathering, members will assiduously attempt to
determine the :eligious affiliation and hence political
and cultural aspirations of the others. There is nothing
insidious in this process, it is simply & means of
avoiding possible embarrassment. The more visible the
synbols displayed the more this identification process
is facilitated.

There is, however, another significant outcome
which such cvert symbols may precipitate. Protestants
entering St. Judes, being confronted by the Papal Flag -
or indeed Catholics observing the large Union Jack out~
Side Rathlin (both are of equal cultural and political
significance) may well have their sterecotypes of the
other type of school confirmed., These stereotypes are,
by definition, based on superficial observation or
heresay evidence. Miss Jackson, who taught P4 in Rathlin

confided in me:
when 1 saw all those statues and things
in St. Judes it mace me wonder just
what exactly went on there.

Mr. white in St. Judes was more outspoken:

&
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They fly the flag down there (in
Rathlin) to show that they are more
British than the British themseives.
I1t's also to let us know that they

are the lords and masters and we shouid
be continually aware of it. I wonder
what would happen if we tried to fly
the Tricolour.

Those observations demonstrate well the dangers of
symbols in a segregated society. Individuals, not being
privy to the meaning structures of those for which the
symbols are constructed, must therefare, interpret their
display at » superficial level. By the very nature of
rituals and symbols they must be clearly visible. 1In
Northern Ireland, however, visibility can be perceived

a4s provocation.

In St. Jude's for instance, members would go to any
lengths to avoid giving offence and considered it quite
natural to display "statues and things® in a Catholic
school. 1In Rathlin, many of the teachers were unaware
that the Union Jack fluttered daily outside their school
and in fact could not have cared less i1f it did not not.
They also found it quite incomprehensible that a state
school, in Britain, flying the British emblem, could
cause offence ...

1f they (Catholics) want to stay out,

well that's fine with us. Rut how can

they object to us showing that we want

to stay in?
These comments, and many more on the same topic suggest
that more cognisance may be taken of symbols by those who
are observing them than by those who consciously or othex-
wise are displaying them. Why then do such symbols and
rituals continue to exist? An attempt to answer this
qurstion {s sttempted under four main headings.
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1. THE SYMBOLS AND RITUALS THENSELVES

The choice and presqntation of books was seen to be
symbolic of what each 1 was Erying to do. A body
of research exists in is field with regard to acadenic

. {oxr *set’} books. However, I cgpsidered it more
appropriate to study what might} perhaps unfairly, be
described as peripheral reading, {.e. library books and
those which have been collected over the years and |
surround most classrooms.

. It must be sald at once that there was a marked
difference in essence and tenor between the literature
available for reading by the pupils in the two schools.
A selection of three broad headings demonstrates this
difference.

{a) Religious Bocks: In Rathlin these were sxclusively
biblical 19 nature - 'Stories from the Bible’, 'The Bible
for Children' were Eyplcal texts. In St. Judes every
religious book was specifically Roman Catholic, they
varied from academic - 'Religious teaching in Catholic
schools' to almost proselytising material such as 'The

Far East'® and *Africa' which one teacher left in the
classroon because - "you never know when they might

spark off a vocation". \

-

the schools demonstrated interesting differxences in
emphasis. In St. Judes there seemed to he a strong
attachment to Rome - 'The Vatican and Sistine Chapel’,
“A Visitor to Rome', 'The External City', 'Roma, photo-
graphs', In fact there were many moxe books about Rone
than there were about Belfast.

{b} Geoygraphic/Travel Books: Again under this heading \\\

These kind of books were replirated in Rathlin,
however, in this case the centre of attraction seermed to
be London - 'The Book of London', 'Come to London' give
some of this flavour.
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U 1e) Mistoric Literatures. In Rathlin the vast majofiiy

i Carta', ‘The Crusades', 'Great Men and ¥omen from
' Britain'e Past', 'Norman Britain' in proliferation.

21ff»~<iuah85 Here such literature tended to *be strongly Irish

_?ffof‘sach books werz strongly British in content with books
 such as 'The Gunpowder Plot', 'Warwick John and the Magna

.+ Books on these subjects simply did not exist in St.
‘in‘vontent and indeed nationalistic in nature ~ ‘0 Connell,
man and boy', 'The Republic of Ireland!, 'Ancient History
of Ireland', 'Irish Myth and Mggic'. It.is interesting

te note that all of these hooks treated Ireland as a unit
of 32 ‘counties rather than recognising Northern Ireland as - i
a separate entity. -

At a symbolic level, therefore, the casual literature
in poth schools seemed to encourage the cherishing of
cultures which had their roots outside Northern Ireland
itself. This may have important implications since it
may portray these cultures as being all the more incom-
patible having little in cOmmon historically, tradition-
-ally ur geographically.

Obviocusly in this section I can only give a flavour /
of the casual literature in both schools. I might,
therefore, be accused of being selective in order to

§

ketter demonstrate my point., This in fact is not correct.
Throughout the research every bock in the 'caéhal'_
category was recorded., When these were tabulated it was
quite extraordinary how culturally specific and indeed
exclusive such literature was. ’

Other rituals within the schools demonstrated a
similar disparity. Prize day in Rathlin is a case in
paint, The occeasion also had strong cultural undertones.
in the first place the platform part was composed of
establishment figures; the management committee, the
chiof officer of the Education and Library Board,
Ministers of the three major Protestant groups and .
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representafXees of the London body who bad founded the
school. All of these represented successful members of
the cultural group to which the pupils belonged.

Proceedings commenced with a reguest by the
principal that ‘

To show our Loyalty, lets sing our
Naticnal anthem. (God save the Queen).

which was complied to with gusto.

Mr. Long also ended his yearly report with the
claim
It is great honour to wear t motto

of t ity of London on our uniform.
We do so with much pride.

These two ex;Qples of action within Fathlin were
perfectly natural recognitions of a shar+d cultural
ident ity in the school. They served to band the members
as past of a broad {i.e. British) community but also to
emphasise the school'sdistinctiveness in terms of its
unusually close links with London.

Whilst one might vxpect the latter function to
differ from all other schools, it must be emphasised that
neither aspect would ever be enacted in 8+, Judes, nor
indeed 1n any Catholic school, where members lack any
surh affinity with either monarchy or the site of such
rule. This may svem a gross over generalization but it
is onc that can be made with justification., It is in
fact gencrally accepted in Northern Ireland that
Protestants <ling to a British identity and Roman
Catheolics to a vaguely Nationalistic/Catholic ideal.

in fact formal ritual within 8t, Judes tended to
emphasise religious identity and monthly Mass was the
most power ful. Here emphasis was placed on the strong
bond that should exist amenag Church, parents and school.
The Church thercfore was the unifying factor among all
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Catholic schools. Sueh ratual tn the school, in
emphasising this global collectivity, could be said in
the context of this discussion to be predominantly
cultural in content. The pupils were being made aware
that they wure members of a much larger family,

May God our Father bless the families,
teachers and the priests in this
parish ac they hand on the faith to
) the children . . . May the Holy Spirit
* guide our hearts and strengthen oux
wills so that we may all grow as one
family of God.

This relatiunship between Church and school was constantly
reinforced.  The instructions for the Offerxtory procession
of one Mass demonstrates the point
.. Parents,teachers and pupils fdrm an
Nf feratory pracession bringing bread and

wine, flowers, somec symbols of school
work e.qg. books, etc,

All selicious ceremonies and rituals proceeded during
sct.ool time - Mass, First Communion, Confirmation,
Confessions wto. trok place in the adjotning church during
school bours.  The school closed for all major Church
holidays, a fact which secemed te provide the most graphic
evidonce to the pupils of both schoois that “the other
school was differeont™.

Less public were the internal religious symbols and
rituals, The Parish priest visiting the school every year
tor distrilate ashes to every pupil and teacher on Ash
Woednesday. Classes stopping for praver, as the angelu
Lell, which could be heard clearly from the parish church
fifty vuards away, pealed out deolefully every day at 12
o'cluck, This tuended to emphasise both the physical and
reixgicus affintty of Church and school. The rota of
altar Loys tor Parish Mass on the main school notice
board, Pravers and Church announcements at assembly, all
served to hiyl laght the natural and inteqral presence of
Cathulicism within the sch 1.
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Aruitoxt provided by Eic:

This concept, which is central to the argument for
the retention of the Catholic school system, was also
stressed within the formal curriculum., Preparation for
First Communion formed apart of religious tnstruction
classes {and in fact many other classed as the event grew
more imminent). Reliyious Education was in fact the
teaching of Catholic doct ine,

Further evidence of the Church/School link was
observed in Miss Elder's classroom. During the month
May there was a small alter introduced which consisted
of flowers which the children brought in daily and a
large statue of the Virgin Mary. Surrounding these
symbols were pupil essays about the Blessed Viragin which
has been marked and vraded in the normal way.

All of these demonstrations rot only highlight the
links buetween Church and schoel, but also confirm the
Catholicity of the school itself. This fact har polit-
ival and cultural ramafications. Apart altogether from
the historic Catholic connection with Nationalism the
factr that Catholicism is emphasiscd inevitably allies the
schonl to Cathelic lreland, In reality this means the
South of Ireland and ideally perhaps a United lreland, In
other words, the emphasis on Catholicism can be scen (and
indevd a8 seen) as a political acclaimation. Thus, while
the Cathiclic Hierarchy may defend their schools on
reliaious grounds, many Protestants, including the staf€€
in Rathlin, perceived them to be strangly political in
nature, Every ritual and symbol observed or heard about
1n Uatholic schools, reinforees this per.eption.,

whale rirual in St. Judes can be s3id to reflect a
Ratiovnal identity subsumed perhaps in the mantle of
vi-dryion, no such anbiguity was obscerved 1n Rathlin's

deponetration of a Britaish affiliation. Here ritual at

A cultural level was visably and self avowedly Britash,

As already nated, the emblem of Britain as flown dally




N

.

- the attitudinal

TR

~ outside the school. State schools in the area axe
' required by the local Education and Library Board to
_Ataplay this symbol. Such a formal requirement would

sgem to suggest an official desire to aither publicly
aftirm the link with tain or to consciously influence
ttons of pupils within. It would
seem that neitbérx of these intentions will facilitate a
Catholic acceptance of the official ¢laim that state
schools are open to all and thus alrsady integrated.
Cathnlics perceive them to advocate a cultursl position
Yyhich is .anathema to the majority of Catholices,

Less visable to ocutsiders was the internal symbols
and ritual in Rathlin which also emphasised a British
culture. A 5' x 5' memorial plague was affixed in the
P& classroom on which was named all the past pupils of
the mschool who had fought in the "The Great ¥Wars®, sonme
of whom had made the ultimate sacrifice. These mer. had
fought in defence of the country of the present pupil
population, i.e. Britain, and were being honoured for
doing so. Thus the emblem provided an example of a
symbol which constructs a framework of meaning over and
beyond its objsctive self. It evokes a sympathy and
empathy with others who had strxiven to maintain the
security of the cultural group to which the pupils also
helonged,

Cultural identity however, would hardly be construct-
ed or indeed significantly influenced by any one symbol
or ritual, It is rather the cumulative effect of the
myriad of such stimuli which may affect the attitudes
and hence behaviour of pupils. The impact is likely to
be greater the more putlic and concensusl the stimuli.
That is the more members of the social group who actively
take part in it. Special assemblies in Rathlin provide
a good example of this,




On Commonwealth day, the whole of assembly was
devoted®to this topic. A letter from the Queen was read
cut to the pupils by Mr. lLong, He also delivered a brief
eulogy about the Commonwealth., One of the Ministers
present gave a homily about the Queen and the good words
she carried out for her subjccts. The proceedings closed
with everyence singing a vesrse of 'God Save the Queen’.
Assembly broke up amid a festive atmosphere. All pupils
from P! to P7 were united with teachers and clergy in a
common identity within a Commonwealth family,

While this particular aspect of sorial action within
Rathlin scemed both natural and enjoyable, 1t is incon~
ceriveable that dnything comparable would ever he epacted
in 8+, Judes. When I described the ritual to staff there
it wis tiecated with derision. ‘Miss Elder articuelated the
yeneral feeling:

what has the (reat Commonwealth eover .

Jone fer us? British Colonialists have

milked Ireland dry for centuries and

yet you still get people who applaud

them for §t. T think they are mad or

stupid. In Rathlin they get people

coming over from London every year and

dishing out a few prizes to the natives

and they are treated like God Almighty

... Have they no pride at all? God it's

pathetis!
The general intensity of reaction in 8t. Judes was impress-
ive, It demonstrated graphically the perceptual and
cultural wgulf that existed between the twe establishments
ami very probably hetween the two separate aystems of

svhouling operating in Nourthern Ireland as o whole,

2. THE INTENTIONS OF THE PRESENTLR

In St. Judes there sccmed a clear purpese in the
emplovment of ritual, i.e. to emphasise the Catholicity
fwith a large and small 'c*) of the Church, home, school
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trinity. This aspiration was demonstrated by action
throughout the whole schopl and was as obvious to an
outside cobserver as it was taken for granted by the
school members. Implicit in this emphesis on the values
of the Catholic home and school was the reinforcement of
‘a Nationalist culture and identity.

In Rathlin there seemed to be more ambivalence in
this respect., While there w re rituals and symbols
presented which accentuated a broad Protestant {or
British} identity, there appeared to be a greater concern
for demonstrating that their school was unigque apd in
fact better than any other within the general State
system.

As obsorvation proceeded it became apparent that in
St,.Judes, ritual and symbols oxisted predominately to
emphasise the culture of the school. In Rathlin such
activities seemed mainly designed to demonstrate the
distinctive character of the institution., This may well
be explained by the differing rationales of the two
establishments.

The official rhetoric on Catholic schools has
invariably posited salvation higher than education. It
is not surprising therefore, that any such school attempt-
ing to attain this joal will in fact emphasise its
Catholicity rather than its educational process, Since
this Christiap objective is presumably not competitive
the result will be the formation of a distinct collect-
tvity of al, <atholic schools sharing this common goal.

Rathlin. on the other hand, being part of the more
secular State system of education can, be seen to exist
in a more competitive market. In a society which tends
to view education in academic terms, a successful school
must demonstrate its academic excellence. Whe greater the
efforts made to establish such kudos the more distinct the
school will become as an {dentifiable entity,
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However, Btate schools are at the same time
Protestant in nature and it i8 to be expected that they
will reflect the general cultural aspirations of that
group. Hence the duality of ritualistic practice in
Rathlin, .

This analysis with regard to the two thesis schools
is rather touo general, suffice it to say that examples
of ritual in St, Judes which emphasised character were
rare ~ in Rathlin they were myriad.

i, THOSE FOR WHOM RITUALS AND SYMBOLS ARF CONSTRUCTED

The case for children attending St.Judes (s clear,
quite simply it is the local Catholic school in the
aread,.  Parents send their children thera because they
have miade the moral decision that their children should
be brought up as Catholics. Twemore visable evidence
that exists within the school that it is striving toward
this end then the less conflict there will be between
patent and school, Ritual then serves to bind these
peupls into a rommunity. Their meaning is clear and

Sthetr purpose accepted.,

Although Rathlin is a Protestant school (all staff
are Protestant and only six pupils are Catholice) it is

. not homogenously so. One factor which unites the vast

\ majority of Protestants in Northern Ireland is a claim

to be British [Robinson, {(1980); Russell, (1972)), This
aspert of schooling was evident in Rathlin and other
State schools which the researcher has visited., Rathlin
howiver, has o longer hictory and tradition then most.
1t wan tounded in 1709 by a aroup of people who were
appalled Ly the "lack of learning” in the area. It has
Btrivend over the years to eﬂtnhlish an indsvidual or
unigue character based on academic excellenve.
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The success rate in the 11+ examination is 20 per
cent above the National average. This statistic dtself
becomes a symbol which communicates meanings to parents
of prospective pupils about what the {nstitution is
trying to do. Rathlin therefore, has an appeal for a
section of the community who value academic emphasis in
schoole. This appeal is reinforced Ly rituals within
the school where the head boy or girl are appointed
solely on academic criterion and, by the momrc powerful
ritual observed in either school, prize day where the
overwhelming majority of prizes rere avarded for
academic achievement.

It can be argued therafore, “hat rituals and symbols
are important not only for individuals within an
Institution/school but als> for prospective members who
are attempting to determine which institution might best
reflect and encourage their own attitudes and values.

4. OBSERVERS WHO ARE NOT FAMILIAR WITH THE MEANING
STRUCTUKES OF THE RITUALS AND SYMBOLS

Rathlin, being a State school is legally non~
denominational. It is, however, attended almost eXxclus-
ively by Protestants who acclaim Unionist ox British
aspirations. The schopl, therefore, in common with other
State schools, is placed in the invidious position of on
the one hand atuemptinag to reflect or reinforce the values
and attitudes of a broadly Unionist culture yet at the
same time avoiding being secen as being exclusively
votestant . The Union Jack flying outside Rathlin
p.ovides a good example of this dilemma. When conridered
at all, the staff there considered that it was perfectly
naturai to hove such an emblem in a school which was
loca:sd in Great Britain. One teacher zcticulated the

mood ¢ N
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1 don't Xnow why you are making such a
fuss abour the flag. Why shouid we
apologise for flying it? NWe are a State
achool and the flag is the emblem of the
state. (Laughing) Would you rather we
flew the Tricolour or the Bammer and
Sickle? ,
The fact that I had not been "making a fuss® nor suggest= :
ing that apologies were required and the defensive tone
used, sudgested that the teacher was aware that possible
offence could be taken by the exhibition of the emblem.
In fact it is true to say that in genexal, and certainly
among the staff in St. Judes Catholics equate the Union
flag with Britishism and thurefore Protestantism. The
reality of thom therefore, is that Rathlin was a
Protestant achool.

The principal and staff in Rathlin vehemently denied
any such assertion. They claimed (rightly) that their
school was open to all, However, every ritual and synbolb:
which demonstrates their natural British aspirations ‘
simultanecusly reinforced the Catholic convicttion that
State schools were Protestant establishments and actively
sought to maintain ap exclusively Protestant natuxg, This
perception can lead to quite extreme positions being
adopted. The parish priest of St.Judes, shortly before
lzgtrived, refused to allow the school choir to partake
in a musical festival which was taking plage in a localf,
town hall simply because the Union Jack was flying outsida
His reason, given to staff was:

If they {Protestants) make it clear
that we are not welcome, then why
should we disappoint them?

The fact that none of the other cholrs had any
responsihil ity for the display of the symbol nor, it
would seem, would the vast majority have noticed its
absence, is irrelevant. The point is that for the parish
priest at least, meanings were attached to the object so
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that it was seen as a provocation. fThis then was the
reality of the situation as far as St.Judes was concerned
and social behaviour, in the form of a boycott, ensued.
Miss Jackson who had previously mentioned to me that she
*wondered what went on in Catholic achools® elaborated

on this point in a later discussion:

We play St. Judes often in games and
we visit their school regularly. I
never fall to be impressed by the
plethora (sic) of religious pictures
and icons staring at you around every
corner. It's hard to escape the view
that a special show is being put on
for our benefit ... this doesn't Jjust
apply to St.Judes of course, but they
must know that these are the very
things that we have objections to yet
still they are flaunted everywhere.

1 asked what this "Special show" might be for:

Oh I think to demonstrate their
separateness and isolation from the
state system of education... I suppose
this might be fai{r enough but in
general in Northern Ireland I think
that Catholics don't want to have
anything to do with the State. That's
why they are so against integrated
education.

Here then are exanples of symbols being misinter--
preted by individusls for whom’they were not constructed.
1 put Miss Jackson's views and other similar ones of
Rathlin teachers to the staff in St.Judes. They reacted

unanimously to the intolerance of the opinions. HMr.White
was most outspokens

We are a Catholic school. Statues and
holy pictures are part of the Catholic
way of life. They are, in this schoel,
for the benefit of the people within the
school not for any outsiders who might
visit us., If they take offence well
thats too bad but it is also irrelevant.
I think that it is typical of the

general Proter tant approach to Catholics-
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~ why should our religion offend them?
I think they would prefer that we
didn't exist at all}, .

The point is that there seemed to be no intention
to offend anyone by the display of rituals or symbols.
It was simply unfortunate that they were perceived in
this way by ocutsiders.

Here then is an important, and often overlooked
aspect of ritual. It may act as Bernstein (1971) and
skilbeck (1976) suggest, to bind people together as a
distinctive collectivity or to preserve an identitv.
In & segregated mociety however, served by segregated
sthools, it would seem that the more distinctive they
are then the more suspicion and intoplerance is engender-
ed in outside observers who neither understand nor
tdentify with the more overt signs which contribute to
this distinctiveness. Whatever the intentions of the
group, it would appear that distinctiveness is inter-
preted as exclusiveness and hence with suepicion.

It is unfortunate that within the two schools suech
4 gulf exists between intention and perception, since
it is oh the basis of both of these that social reality
is constructed. At the level of ritual in the two
schools, such realities would seem to be poles apart.

It must be stated at this stage that it would be
naive to suggest that in the Northern Ireland context,
symbols were never intended to be provocative., On the
basis of observation and discussion in both schools,
however, it seemed that perception of a provocative
intent grossly exaggerated and misrepresented the intent-
ion itself. This may well also be true of the society
in general.
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A STUDY OF LEAVING CERTIFICATE STUDENTS' PERCEPTIONS
OF TEACHERS' ATTITUDES TO LEAVING CERTIFICATE

I. Design

Madeleine 0O’Shea

Thia paper is extracted from a larger studf which
investigated the attitudes of Leaving Certificate students
to the Leaving Certificate examination. Three schools

cooperated.

School A,

school B,

Scheool O,

3

Rl

co~educational, largely unstreamed and
non-selective in intake.

a single-sex girls' school, streamed and
feo~paying.

4 single-sex boys' scheool, strictly
streamed and exercising selective entry
procedures based on predicted academic
ability.

All sixth-form students in all three schools partic-
ipated in the study. {n = 196). The two instruments
relevant to this paper which were used in the main study

were:

{a) a 5-point Likert scale consisting of 30 statements,
{the scale was constructed via collection of an
item-pool and refined in a pilot-study).

{b} an open-ended guestionnaire of 12 items designed
to elicit clarification of students’ attitudes to

items included in the Likert scale.

¥

Five statements on the Likert scale and four questions
on the‘huestionnaire elicited data relevant to students’
perceptions of their teachers' attitudes to them and to
their preparation for Leaving Certificate.

-
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. Each school provided a breakdown of students in the
sample into high, medium and low ability groups. .

II. Results and Analysis

A. The Likexrt Scale: The five items which elicited
student perceptions of their teachers’ attitudes were
items ®, 12, 18, 24 and 30. '

1 151828
) 3|18 |28
HIHEHEI
un|ff{o1 21883
dtnli v 2 ot | s
us |s{o|la]av
6 Most teachers help to reduce wﬁu
my anxiety concerning 1 2 3 4 5

Leaving Certificate.

—

12 Teachers think that Leaving
Certificate is the most 5 4 3 2 1
important facet of a seundior
student's life.

18 Teachers use Leaving
Certificate to instil fear 8 4 3 2 1
in students.

24 If I have confidence in the
teacher, I feel less anxious 1 2 3 4 5
about the examination in his/
her subject area.

30 I would like to see Leaving
teachers' assessments of work "
done during the years.

To yuard against the “acquiscence set” (Martin, 1964)
items 12 and 18 required reverse scoring. Total raw
scores could range from a maximum of '25° to ¢ minimum of
'5'. High scores indicate pexceived pressure from
teachers while low sceres suggest perceived teacher
support and co-~operation.
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Ttem analysis produced the following table of means: f~

TABLE WO. 1
Table of means on ‘teacher' items
X
Item pumber 6 12 18 24 30 rptal.vf
Total ' ;
population 3.78 | 3.90 | 3.36 | 3.91 | 2.17 |12
Total girls 3,97 | 3.63 | 2.89 | 4.00 | 2.0 15.55 |
Total boys 3.69 | 4.02 | 3.57 | 3.83 ] 2.22 [17.33 |
School A 4.02 | 3.79 | 3.43 | 3.98 | 2.36 |17.58 1
School B 3.9¢ | 3.63 | 2.79 | 4.08 | 2.05 | 1651,
school € 3.53 | 4.11 | 3.84 | 3.78 | 2.17 | 17,23

Apart from item 30, high scores dominate this table.
There scems to be strong agreement among the students in
the sample that they experience pressure and domination
from teachers in their preparation for Leaving Certificate
rather than assistance and co-operation. The consistently
low scores on item 30 suggest equally strong agreement
that they would still prefer teachers' assesspents of
their work to the more impersonal assessment of Leaving
Certificate,.

Scores on item '6' were compared with scores on a
similar statement in the main study (O'Shea, 1980} which
related to parents: "My parents help to reduce my
anxierty concerning Leaving Certificate™. This comparison
indicated that boys found parents incffective in helping
to allay examination anxiety and teachers even more
ineffective. Girls tended to find parfents belpful in
reducing their examination anxiety; thelr scoxes on item
'6' Lwre suggest that they find teachers generally
unhelpful.

<6y
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‘ Scores on item '24' confirm this trend. ¥ith one
.. ‘exception (and even in that instance - School A - the
- geduction {s very small) these scores are higher than
" scores on item ‘6'. Students in this sample raport

. consistently that having confidence in the teacher does

" not reduce their examination anxisty sven in that

.. teacher's subject area.

. Scores on item '18' were also compared with a

%" similay statement in the main study (0’Shea, 1980) which
‘ related to parents: "parents uss examinations as
disciplinary agents {i.e. excuses for curtailing parties,

© soeial functions, etc.)” Students' scores suggest

ir belief that teachers use Leaving Certificate to
instil fear in students (Item 18) to a greater extent
than parents use Leaving Certificate as a disciplinary
agent. Here again a divergence of opinion emerged
betwean the pexceptions of boys and girls. Boys tended
to believe that teachers use the examination to instil
fear: girls tended to bdelieve that they do not.

Boys and girls agre& that teachers consider that
Leaving Certificate is "the most important facet of a
senior student's life™ but again boys record this
opinion more strongly than girls,

Analysis of resuits according to students’ reported
ability levels vielded the following breakdown:

-
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TABLE No.

2

Tahle of means on 'teacher' items classifisd according to

reported student ability.

: X
: high ability {n = 58}
item Number 6 12 18 24 30 | Totar
Total f
population 3.9 | 4,02 ] 3,38 | 3,97 | 2.35 | 17.55 .
Total girle 1.76 | 3.29 | 2.71 | a.2a | 2.12 | 16,120
Total boys 3.98 | 4.32 | 3.66 | 3.63 | 2.41 | 18.20%
School A 4.09 | s.00 ] 3.47 | 4.00 ] 2.563 | 18,95
School B 3.85 | 3.15 | 2.62 | 6.08 | 2.31 | 16,01
School ¢ 3,85 | 4.46 | 3.69 | 3.85 ] 2,12 | 17.97
medium ability (n = 75)
Total B |
population 3.63 | 3.77 | 3.39 | 4.07 | 2.04 | 16.90
Total girls 3.86 | 3.62 | 3.03 | .17 | 2.10 | 16.78*
Total boys 3.48 | 3.87 | 3.67 | 4.00 | 2.00 | 16.96*%
School A 3.94 | 3.65 | 3.53 [ 4.24 | 2.10 | 17.54
School B 3.80 { 3.56 | 2.92 | 4.12 | 2.24 | 16.64
School € 3.33 | 4.00 | 3.67 | 3.94 ] 1.82 | 16.76
low ability (n = 63)
Toral
population 3.84 | 3.94 | 3.30 | 3.73 | 2.17 | 16.98
Total girls 4.38 | 4.00 | 2.88 | 3.94 | 1,88 | 17.08%
Total boys 3.66 | 3.91 | 3.45 | 3.66 | 2.28 | 16.96%
School A 4.06 | 3.82 | 3.29 | 3.82 | 2.2¢4 | 17.23
School B 4.43 | 4.07 | 2.79 { 4.00 | .93 | 17.22
School € 3.47 | 3.96 | 3.53 | 3.56 | 2.25 { 16,75

*Total girls’ scores,
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The differenco in pattern hetween the total scores
for girls and boys merit attention. Girls' total scores
iicrease from high through medium to low ability students;
boys® scores decrease on the same continuum. It would
seem that high ability girls have most favourable
perceptions of their teachers’ assistance to them in
preparation for Leaving Certificate while high ability
boys have least favourable impressions of thelr teachers.
Altcernatively low ability girls and high ability boys
experience most teacher pressure. Since boys in the
schools in this sample have a majority of male teachers,
while girls in the girls' school are mostly taught by
female teachers, it is tempting to speculate whether
these results suggest an actual difference in the
attitudes of male and female teachers. The pattern
divergence may imply that male teachers concentrate
principally on t° » more able students, while female
toachers exert more pressure on the less able.

Responses to item "30' show that all ability groups
indicate preference for teachers’' assesswments replacing
Leaving Certificate. High ability boys and yirls
indicate least preference for such change, though their
inclination is still positive. Medium ability boys and
low ability girls show strongest preference for teachers’
assessments. It may be worth noting that low ability
girls show strongest perceptions of teacher pressure and
strongest prefeience for teachers’ assessments replacing
Leaving Certificate,

B. Analysis of respondents’ scores in the 'teacher’

group in the open-enced guestionnaire: Questions 4,
5, 7 and 9 elicited responses on student perceptions of
their teachers' attitudes to them in preparatton for
Leaving Certificate.
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Q.4 Many people have interest in your examination.
Will you indicate how these 'others' help your
studies? (b) Teachers.

Q.5 what are the factoxs you experience as
militating against your studieg - (b} at school?

Responses to these two guestions were analysed
together as students presented mainly positive feelings
on 0.4 and negative feelings on Q.5. Taking either get
of responses separately would present an unbalanced
picture of students' reported perceptions.

Virtually all responses on Q.4 recognised the
teachers’ central function and role in teaching the
course material. Typical of sush responses were:

"They (i.e. teachers) hef; me understand my
work®. '

"Teachers help by teaching, by making the subiect
reasonably interesting, by suggesting work”.

"They provide the material r me to study and
help me to overcome errorg "Hithout my
teachers, I would have no change of getting my
Leaving Certificate®,

Apart from the basic teaching function, students
isclated six constructs as teacher attributes helpful tp
them. All six seemed important. Hence the list below
is not in rank order:

Encouragemant from teachers to do well.

Additional help from teachers when
required/requested,

Interest shown in student’s welfare and
in his fauture.

Advice on studying.
Advice on examination strategies.

Constructive feedback.
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Responses to 0.5 generally concentrated on unhelpful
teacher attributes. Poor classroom management wag a
prominent theme though, not surprisingly, no student used
"this term. Students commented on being hindered from
concentration in class by other students 'dossing’,
disrupting the lesson, or deliberately refusing to
participate. Five other unhelpful teacher attributes
erpexrged:

Perceived lack of teacher interest/
concern for the individual student.

Destructive feedback/lack of
encouragement .

Excessive amounts of homework combined
with failure to appreciate that the
student was coping “with six other
subijects®.

Homework set but not checked, or
inadequately chevked,

Boring classes.

Responses on questions 4 and 5 have not been classified
Oh a8 percentag. basis. An attempt to do so proved
meaningless, as virtually all students differentiated
between teachers:
"Some teachers are qenuinely concerned about

our results and futures. Some have not got
a clue and couldn’t give a damn”,

“The teachers who help me are those who treat
us as individual people. There are others
who think we are a qgroup of objects sitting
there, taking information®.
Two continua seemed to dominate students' differont-
iation bhetween teachers and the twp were not seen as

mutually exclusive:

{a) Competent teachers who provided stimulating/
interesting classes v. incompetent teachers

~
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in whose classes boredom and/or lack of
diseipline led to "messing” and “dossing™.

{b) Teachers whose personal concern for the
individual student was perceived v. teachers
who were geen as not caring about students’
walfare.

Only ane difference emerged between the respoases
of boys and girls, Many girls in the girls' school
commented on teachers thenselves becoming "uptight® and
anxious as they came closer to the examination. Typical
of this set of comments ia: :

“Some teachers at this stage in sixth year

have got ¢ bit nervy and this comes across
in class”™. -

No comment of this kind was presented by the boys.
Q.7 1In what ways do you consider that your resulte

in Lwaving Certificate are important to your
teachers?

Three construct ; dominated student responses:

{a) Teachers are interested in Leaving
Certificate results on their own
account.

{b) Teachers are interested in Leaving
Certificate results on the students’
Aaccount.

fc) Teachers arxe not concexrned about
students' results,

Analysis over the entire population in the sample
gave the following resultss

TABLE No. 3
Returns on Question 7 38 percentages of the total
population
Construct {a) {b) {c)
65% 248 11%
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Breakdown on a school basis yeilded the following
tables

TABLE ND. 4

Retarns on Question 7 as percentsges of each
' schoo! populacion

-

| Constrict {a) (k) ic)
School A 71 23 6
School B 62 23 15
School € 63 26 13

Students in this sample obvipusly show overwhelming |
agreement that teachers are interested in their Leaving
vertificate resulis. However, the value they attach to
surh intercst seems to depend principally on their
attribution of causality. Wwhile more than 85 per cent of
students in sll three schools indicate their bhelief that
teachers are concerned, only a guarter of the population(s)
consider that the st dents’ welfarn is the primary focus
of tearher concern.  Some typical responses were:

“Results are ipportant te the teachers

because Lhis reassures them that they .
have tought their subjects well®

“Their {i.e. teachers) efficiency is
measured upon the results they can get.
Therefore, results are important to
them” .

"Results are important to teachers
beeause if we failed, teachers would
lose thelr jJoLs™.,

"Some tvachers ave denuinely interestoed

for my sake”.

Q.4 Do you think rlass tests, 'mock’ exams, wvic.,
Lelp your preparation for Leaving Certifivate?

Please give reasons for vour answerx.
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88 per cent of the total ropulation recorded their
opinion that class tests and 'mock' exams were useful
to them as preparation for Leaving Certificate, Break-
down on a school basis revealed that this opinion was
constant across the three schools in the sample.

TABLE NO. 5

Table suowing percentage of each school population
which favoured class tests and ‘mock’ exams

2
School A Schoaol B School €
! 87 89 88

Reasons presented by students to justify thelr
beltef that class *ests and 'mock' exams were useful to
them were:

These tests and 'exams' helped them to
phase their revision programmes
realistically.

Tests/'exans' provided practice for
Leaving Certificate.

Tests/'exams' helped them to study by
setting short~term goals.

Tests/'exams® alerted them to areas of
weakness while there was still time to
effect corrective procedures.

Testu/'exams' provided practice for
cuping with examinatior. guestions
withiu specific time limits,

The small number whoe rejected class tests and
‘mock! oxams gave the following reasons for rejection:



Such tests/'exams’ "upset®” them,

They were unlikely to get the same
questions on a Leaving Certificate
paper which they worked on in .lass
tests or 'mock' exams.

Teachers gave unrealistically low
marks on class tests and. 'mock’
exams.

Some typical student comments were:

*Tepts and 'mocks' give you a change to
see how to answer a Leaving Certificate
question. Also, if you are going to make
a mistake, it is far better to make it
during the 'mocks' than during the real
thing®.

"Tests and ‘mocks* give you some idea of
how you are getting along. If you do
badly, it gives you more reason to study
hardex™. ’

*yes, I do think they (i.e. class tests
and 'mock’ exams) help. They give you an
idea what the real exam is like. You get
familiar with the layout of Leaving
papers”.,

*1 do not like tests and ‘mocks’, but they
help me to organise the information that
% "1 have learned (sic) and find out how
much more I need to learn, Sometimes
when I have thought I knew it all, I found
T didn't when I came to write it down
during a test”.

"1 don't likc tests and ‘mocks’ because they
upset me and build up pressure and tension®.
Many students showed their ability to differentiate

between their cognitive and affective approaches to
class test x/'mock' exams, These students recorded that
they did'not like pr enjoy such tests/exams but that
they appreciated their value as  preparation for Leaving
Certificate,

267 277




11XI. Discussion and Conclusions

Students in this sample were concerned with
teachers' perceived interest/lack of interest in them
as individusal people, and sesmed to consider that this
element was an important factor in their preparation for
Leaving Certificate. They did not consider that such
interest was a substitute for effective teaching but an
important element of teaching successfully. Yet less
than one~quarter of this population considered that
students’ welfare is a primary focus of teacher concexn.
Dale (1974) reported that a major complaint by some
students in his large samples was "the impersonality of
pupil~teacher relationships in some schools® and he
concluded that this factor was so important to students
that it was "vital for schools to meet this need for
individual recognition™. wWhile thexre can be little doubt
that most teachers get personal satisfaction, and
probably reassurance, from "good” Leaving Cerxtificate
results, other motives attributed by the students were
quite inaccurate. No material or status benefits are
received by teachers because of "good” results nor need
they fear demotion or reduced income 1f their students’
examination resvlts are poor. It may be that & better
public relations job could be done by teachers and that
improve&lconmunicntinn of teacher-motives and teacher~
objectives might benefit student-teacher relationships to
their mutual advantage,

"We who teach have to see that not galy
dn we care but that it is clear to the

]
pupil, that we care™. (y.nh1in, 1974).
Results discussed here suggest ‘hat we should also
comminicate why we care.

Students perceived teachers as ineffective in
reducing examination anxiety. Confidence in a teacher
did not reduce their anxiety even in that teacher's
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subiect. Further investigation in this area would seenm
interesting, One could speculate that the Leaving
Certificate students are anxious about the imminence of
evaluation, the affectiveness of their prepacatory study.
their capacity to cope with exanination papers and that
these concerns are quite separate from perceptions of
teacher competence., It is possible that a wish not "to
let down” a respected teacher could increase anxiety., It
is also worth considexing that while these findings
indicate that confidence in a teacher does not reduce

"atudent anxiety, lack of confidence in a teacher might

still be a factor in e¢scalating anxiety.

Students perceive teachers as agents of pressure.
Many public pronouncesents in the popular press and in
teachers’ publications (Astir; The Secondary Teacher)
indicate that teachers would respond that the Leaving
Certificate curriculum and the Leaving Certificate
examinat ion exert the pressures and that they are power~
less to counteract these. While accepting the validity
of the need for curricular and examination reforms
{Heywood et al, 1981}, I would urge that it is also
important to recognise the intequpendence of the
curricular and pastoral elements in secondary education.
Attribution nf causality is crucial to reactive behaviour
(Hoidex, 1958) and few of us would doubt that adolescents
tend towards reactive behaviour. The D.E.S. Report (1979)
on secondary education in England provides strong
evidenos that curricular and examination reforms were
less than effective in improving the quality of education
in secondary schools. This has veen particularly true in
the lower socio-economic groups {Rutter and Madge, 1976).
Rutter ¢t al {1979) provide hard datae attesting to the
differential effects of different school environments.
The pastoral element of teaching has been bedzvilled in
JIreland ~ as in Britain and the U.S5. - with wishy-washy
concept s of hand-holding and the easy dishing out of
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dollops of sentiment. Hence, it is probably important
to stress that real pastoral care of students envisages
specific programmes and Structures for the teaching of
specific skills, the skills of time-management {Hopson
and Scally, 1979), study-skills and examination .
technigques (Hamblin, 1981), the art of thinking (DeBono,
1970) as well as the social skills of communication and
self-presentation. The P.A.C.E. progrzmme seems to be
a first step in recognition of the teaching of these
skills as valid educational objectives.

Students value class~tests and "mock’ examinations.
The findings here that BB per cent of the total population
recorded their opinion that class-tests and *mock’
examirations were useful to them in the context of
preparation for Leaving Certificate may be interesting
to those teachers and parents who express doubts about
their value., The reasons I have heard for such
reservations are that such tests can discourage students,
that poor results in these tests erode student confidence
and that valuable teaching time is wasted. In this sample
at least it would seem that the consumers' perceptions
are favourable. 5Student perceptions seem congruent with
Bloom's (1976) findings that constructive feedback and
coriective intervention greatly assist the learning
process.

Raven (1974) isolated similarities and divergences
in pupils' perceptions and teachers' est imates of pupils’
perceptions in the junior ovele of post-primary schools
in Ireland. Greatest divergence emerged in the areas of
school work and public examinations.

"reachers in fact underestimate the
proportions of their pupils who will
think thetr subjects are useful and
they underestimate the proportion of
their pupils who will say it is ‘very
important' to them to get through
examinations;: whereas 72 per cent of



puptls saild that it waa very important
to them to get a good examination
result the teachers eatimated the
percentage of pupils who would say this
at 58 per cent. ... It may be that the
reason why they iunderestimate these
proportions is that they project their
own feelings onto their pupils”

and again:

*Teachers underestimate the serious

mindedness of their pupils: they

overestimate their interest in pop

nusic, dancing and starting work as

soon as possible, and they undex~

estimate their concern to have a job

they like doing, to be able to apply

what they have learned at school, thetir

concern with their families, and their

concern to get a good examination result”

There were indications that Raven's findings on the

priorities and concerns of student3 in the junior cycle
of post-primary schools were valid for the senior cycle
students in this study. These Leaving Certificate
students suggested strongly that teachers are perceived
as significant others in preparation for Leaving
Certificate in a far wider contest than as purveyors of
knowledge. Students indicated that their perceptions of
teachers' attitudes were salient affects for them.
Relevant data on teachers' perceptions had not been
collected. In the course of analyun.s this omission was
regretted. It opened up the queation: are teacherxs
perhaps more significant to their pupils'’ achievement

and examination succes$ than they themselves appreciate?
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SOME ASPECTS OF THE PSYCHOLOGY OF MEMORY APPLIED TO
THE USE OF THE OVERMEAD PROJECTOR IN THE CLASSROOM

- .

Francis Douglas

This paper sets out to examine the possible implic~-
ations of some selected psychological theories for the
use of the overhead projector in the classroom. The
theories selected are of neceasity few in number; however,
1t is hoped to show that there is sonethinqhto be gained
from theix application. Consideration is given to the
implications of the research concerning theories of
Short Term Memory, Long Term Memory and the Gastalt Laws
of Perception.

The overhead projector is one of the mnst useful
teaching aids in the classroom. It focusses the pupils’
attention and can therefore be amployed to stress
important points and facilitate retention of material.
It is, however, important that the teacher uses it
properly and that he understands the importance of proper
presentation of material -~ an overcrowded acetate sheet
for example will only confuse, nhot enlighten. It is my
intention to show that an understanding of the basic
workings of memory will greatly benefit the teacher,
particularly in his use of the overhead projector.

Although not all psychologists agree that different
ReMOry stires exist, for the purposss of tanchﬁgq it is
useful to assume that memory can be divided into two
types - Short Term Memory (S.T.M.) and Long Term Memory
{L.T.M.).

One of the earliest psychologists, William James1
said, ", . . as a rule sensations outlast for some little
crme the objective stimulus which occasioned them®.
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Thim he called Primary Memory. In other words, if you
look at something and then close your eyes you will see
the image of the thing you ' ave been looking at fading
away. If a stimulus lasts for a sufficient length of
time it produces a more durable image which may pass out
of consciousness but which can be recalled to it later.
James termed this Memory Proper or Secandarxy Memory.

Further research carried out since James' time
would tend to indicate, at least to some psychoiogists,
that primary memory consists of two distisct types of
memory. The first is known as Sensory Information
Storaqez otherwise known as the Iconic Store or Sperling
Storesy it lasts for a few tenths of a second and unless
focussed on by attention, just decays and fades away.
The second is known as Short Térm Memory and lasts from
a few tenths of a second for as long as a process called
'rehearsal’ continues. Rehearsal is in fact saying
something in your mind over and over again.

Short Term Memory has a limited capacity. G.A.
Miller® came up with his famous 'The Magical Number
7 2 2' in which he Bhowed that the capacity of §,T.M.
ranges between five and nine according to the type of
ttem. ;}

Miller's findihgs have been confirmed by many other
experiments. As an examPle which will be useful in
teaching and in using the overhead projector, we will
take some findings from Hunter4 for University students
{these would very much represent upper limits for
Secondary School children),

<284

273



Tyove of item ) Capacity of 5.T.M.

N {on average)
Digits ' 8.5 items
Consonants 7.5 items
Different coloured cards 7.5 items
Common names 6.0 items
Simple geometrical figures 6.0 items
Pairs of common words 3.0 items
Nunsenge syllables 3.0 items
Short simple sentences 3.0 items

As regards Long Term Mesory it would certainly seem
fram the number of trials required before an item is
learned that the process of L.T.M. storage iz somewhat
complicated. A number of points arise when looking at
L.T.M. Firstly it does not seem likely that we look at
information in the order which it arrives - we almost
certainly try and impose our own structure on it before
storage. What we think is important will depend upon
our previous learning and experience as well as our level
of conceptual development. According to Sternberg,s
there is no need for us to store information verbatim,
although this would seem to be the case with $.T.M.
Usually ia L.T.M. we can extract what we think is
important and discard the rest. The research evidence’
showing that L.T.M. oruanises incoming information is
now considerable,

The job of the teacher 1s to present iptormation in
such a way that it can be stored and recalled easily. To
do this he must be aware of the importance of the mean~
ingfulness »f his information to his pupils - can they
understand what he 18 qetting at, do they know anything
about the subject already, will they Le able to retain
what he tells them? Various techniques can be employed
to facilitate learning.,
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To atart with all material needs to be structursd
1f the pupils are to acquire it efficiently. It needs
to be structured hiexarchically in such a way that there
are ideally no more than five hits of inforaat§on in
each level of the hierarchy., Notice that the acetate
sheet below taken from Bower et al,® a arranged
hierarchically in four levels. Notice also that there
are not more than five words at any one level. Such
organisation of material promotes learning an¥ remember-
ing in a way that mixing up all the information would not.

MINERALS
. G
Metals Stones
_lé (kmﬁn _.3_1_?_:3;:3 Pre‘éious Nasonxy
Platinum Aluminium  Bronze Sapphire Linmestone
Silver Copper Steel Exerald Granite
Gold Lead Brass Diamond Maxble
Iron Ruby Slate

Past experience and knowledge of the subject should
be taken into account. For example, Suppose we were
presented with the following Greek word on the overhead
projection screen:

)SZSQ L &LOé

Those who deo not know Greek will only be able to look at
cach letter in turn and try to remember each of them.
The etght lutters above will, according to Miller and
Hunter, lLe a;ﬁor near the limit of an alult's 5.T.M,
hearsing these letters most adults who do

However, by
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not know Greek could keep them alive in S.T.M. provided
that they were not interrupted. The point to note is
that the maximum amount this adult can take in at one g0
13 one short Greek word.

1f, on the ather hand, a person knows Greek he,
using a process of fﬂhearsal, will be able to take in
seven or eight unrelated Greek words at one go, If the
words are related to each other in meaningful seatences
suct a person might be able to take in three short Greek
sentences at a go. These sentences might contain 150 or
more Oreck letters,

When words are grouped tcgether as meaningful
sentences 4t is possible to remember more than seven or
s0 wards at a yo because groups of worés form chunks in
pur porception (likewise with ind{vidual letters making
up words),  For example, an acetate sheet with

e ea e e e o e

ALL THE WORID'S A STAGE

THEY_HAVE THEIR EXITS_AND THEIR ENTRANCES

has thirtien words on it but forms two cohesive chunks in
perception. So, although Xiller's Magical Number 7 ¢ 23
needs to be treated as & limiting factor on what we
perceive at any one time, it is chunks of information
which are the limiting factor, not the individual items.

This process of 'chapking' can bLe further expanded.
1f the words already have associations for a person they
will trivger further words, If one’s upbringing featured
nursesry rhymes, the three words 'Jack and Jill' may trigger
the 1est of the first versoe:
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Jack and Jill went up the hill .

To fetch a pail of water.

Jack fell down and broke his crown

a And Jill came tumbling after.
“Notice that present recall depends on past experience.

An overhead projection sheet with 'Jack and Jill' on it
will elicit only the associations the perceiver has
acquired in the past. However, in our example above these
words have called forth 22 further words by association.
The same thing happens in the teaching of all subjects and
is an illustration of the - current preoccupation with
' o 7
coding',

It is also important that the teacher uses appropriate
illustrations and therefore maximi the number of mental
associations his pupils will have the subject in hand.
For example, a picture of a house will have many more
associations for an Irish child than a picture of a mud
hut. Obviously this may not be true in othey countries. A
picture of a house is therefore a 'meaningful' image for
an Irish teacher to use on the projector. Such a teacher
has to draw up a list of these 'meaningful’ images, making
sure that they are pertinent to his varticular subject area.

The teacher has at his disposal various aids to memorxy
or technigues which he can employ in getting his message
across effectively. Once he has assured himself that his
material is well~structured .nd meaningful he can turn his
attention to the problem of ease of retention of that
materiai.

When people are told something or shown something
they tend to remember cextain bits of it and forget the
rest. A process of levelling, sharpening, normalising and
restructuring tends to take place and this process is
known as the 'Law of Pragnanz'.s

How can the teacher ensure that the pupils zoom in on
the particular things he wishes them to? Firstly he
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"lfshéhld keep the message simple and reduce the competing
¥ stimuli to a mingmus. Secondly he should use the laws

' stenning from the lLaw of Pragnanz as cunpiled by the
' Gesralt psychologiats xotfkn.:wsrtheimar. Kohler, wulf.

L etc., viz.

| ', | W
fi;“ (11)
(149)
(iv)

The Gestalt psycholcgists' Lau of Similarity is
nged on the fact that simllai objects tend to form groups
Far exanp-e anyone who has studied book-
~ keeplng for a time will terl to see such things as Land
. and Buildings, Hach}nery and Plant, Motor Vehicles, etd.,

a8 being similar in that they are Fixed Assets,
would not be similar as debtors are obvidusly a current
Therefore € I write the folilowing list on the

in perception.

anset.
overhead:

M

\
-

similarity;

clgsures-

and others not included “ara.a

stock -
Motor Vehicles
Jreditors

‘profit’ 3

pebtors

Bank overdraft
Machinery and plant
Cash

Land and buildings
Capital

1

L4

to the trained accountant the list will gend to divide/up

into four groups or patterns as follows:

~APITAL

" capital
Profitd |

4

Land and buildings
*+ Marhinery and plant,
*Mator vehitles

common movement favouri' 1 groyping;

-

[}

¥
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LIABILITIES CURRENT ASSETS .
. Creditors : Stoéﬁa '
Bnnk avererft DeX¥tors

.
-

LJ Cﬂ&h .

-

Soti:e that this list. would not have been divided
up- in this way without past knowledgs or.amer.lem:e
~ declaring which items wexe similar. 0n1y by the teaohnr
or the textbook constantly affirning that in the context -
of the balance sheet these items go together does one
come to relognise these particulax similarities. Look at
the list sgain. One could say that debtors and cradito:&,
ure similar and therafore gtand out from the list and so -
or. Similar items are determined by the context in which.
they are found. This has to be borme in mind by the
teaché! when using the law of similarity in the constructs
ca0n of visual aids, ) » :

The law of aimilarity also invokes a further "
psychological principle - that of reinforcement, nl:eaay
mentioned in connection with S.T.M. This is illustrataed
.if I draw an acetate sheet with the following on it: '

‘e b 4 hd o

! . e
. THE COMMON FACTOR BETWEEN ‘

K

A CIRCLE
AN ELLIPSE ' P
. : A HYPERBOLA |
AND A PARABOLA .,
: IS A CONE

CONE

- .
.
- ]

It would seem from the research that three repstit~

: ions is the optimum for any one word.
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the Law of Clcsure.

- -

Closed areas wore readily form mnitd.and are
fherefore more enatly renanbered this 48 the giat of
'.\‘he layout of the acetate sheet below

provides an example of-the application of this lau;

x

‘Concentrate on.

SINE

| HYPERBOLA

_ PARABOLA
\ *  CIRCLE
~ ELLIPSE
INDICES

*  VARIATION

-

A

™~

~

(]

= A

e

FORMULAE
GRAPH
.‘I
SURD
W4 COSINE

Ko

Y

Notice that closure in the above 1s iocomplete
compleie closure beirg whexe & complete ring is drawn

sets up a tension within as.

would be_rhere acetate sheet {1) was superimposed over

acrotate sheet (2). If acetate sheet (1) is now moved

round the material which you wish the audience to
Incomplete closure is better since it

An example of common movement favouring grouping

around, the four words will stand out from the rese,

which they did ngt do before, and will thorefore tend to

be

remembered. .
HYPERBOLA
FARABOLA N
CIRCLE R Accetate
ELLIPSE « Sheet (1)
» u1291 ot
-



» '. N L/ ' _.',
» '-..
sIae INDICES
]
- TANGENT FORMULAK
COSINE
i . . .
: FACTORS SURD - ]
- * r
GRAFH ) - Acetate
. SUBTRACTION VARIATION " Sheet (2)

This procedure can be used when the teacher particul~ |
ary wishes a point to be remembéregfby the class, although * »
as with all techniques overuse will destrov much of the

s

* effect. el o
A in addition, the importance of rehedrsal, mental
imagés, verbal mediators and pattern notes must be borne
in mind when making up acetate sheets.
o .

Almost anything can be committed to L.T.M. by using
rehearsal. As a generxal tgaching strategy it is a good
idea to repeat subject matter .over and over again in

% different ways, aiming to achieve a two-fold purpose.
Firstly the teacher must find a method which will allow
every member of the class to underatand what he/she is . .
teaching {some methods suit some pupils and other methods
others) and secondly, by such rehearsal help the pupils
to remember. Material on the overhead projector can form .
part of this strategy. '

Where items to be ledrned can be imagined easily,
1m$qes are ‘vften used by subiects even though their use
- has not been suggested by the experimenter. The value
of imagery when learning material is {llustrated by an
experiment by Bower.9 He told one group of subjecis fthe
experimental group) to form mental images linking
together the stimulus and response words of fists of .
». paired asbociates, e.4., sea - boat. The subjecss were

) -

~
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- shown five l1ists of tunnsy pairs ‘of poncrete nouns and
were allowed five sefonds to learn s=ach pair.- A contral
grou§ was told merely to learn the lists. The results
showed that subijects instructed to form (mages recalled
30 par cent moxe of the pairs than did the control group.
If»ingea help pupils remember then the teachex "can help
the puril form thesg tmages himself in large numbers. It
is likely that when the teacher shows something on the

"« averhead- projector he is presenting tﬁ; pupil with an
image. 1f the teacher's work'is clear, logical and easy
to read the pupil will be aided in acquiring an approp-

, riate mental set for the particular aspect of tne

- sub}ect - 4f it is not, he won't, - :

What we have spoken of so éar isjﬁonce:ned with
, 'passive' images - the teacher has made no direct move
to arouse a particular image in the children's minds.
This can, of ctourse, be done and, provided that it is not
QVQrused. it can prove very helpful. For axanple,

cartoonﬂ shown on the overhead Projectdor can ‘often be
used te create a very powerful image in the mind of the
viewer and cah at - samb time incorporate several
important points concerning the subject being taught,

A alternative strateqy Eo forming images and usina
them airectly iz to incorporat~'these imag®s into the
formation of- sentences, stories or mexely a word or
phrase which links together the items to be' learned. This
type of activity produces what is known as verbal
mediators. ‘These cap be used, as can mnemonics, in a

limited way on the overhead projector. 5

Pattern notes have been shown to improve retention *
of material. They work because they allow the learner
to impose his own organisation on the material to bg
learned and thus form his own Gestalt or pattern out of
t. The teacher can use the overhead projector to show
how th:s can be aoniéy-aq example of & pattern npte would
be:

"
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suggests that patteyn novhs often need to be »
supplemented or backed up witi, ordinary notes. However,
veed properly, the pupil can construct a good set of
pattera notes which,. at a glance, will call to mind the

éuzan’ 0

-

* main points he is trying to gearn "And thereby trigger off

a sejuence oﬁlthought covering the whole area in quesf::n.

In conclusicn, the use of the overhead projector

must be governed by a few basic rules. Material must be
structured, preferably hierarchically, and bearing in mihd
Miller’s Na§1c51 Ndmber 7 ¢ 2. Previous learning should
be taken advantage of and appropriate i‘mages used to make
the material meaningful $o the gudience. Acetate sheets
should be ‘uncluttered, the data on them being presented
clearly and concL?ely. Long lists should be brnken down
into groups, certain important points should be reinforced
by repetition or by making them stand out from the rest

1
-
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of the Inf tion by enclosing them. Pupils can be

pretented with kby images either in the fopm of individ-
Tl . nal words, phrases or sentences which will trigger off

"Further information in their minda, They can be* hown
how to construc: thair wn pattern notes which will play
a vita} role i effectivé study technique. Once the
teached has magtered the skill of ‘using the overhead

235
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proYector both he and his pupils will reap ghe,han:ﬁt:. .
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RESID ES?IIL SCHOBLING AND THE EDUCATION
CHILDREN WITH IMPAIRED HEARING

, i '

»

Patrick McDonnell

Introduction . .

IR {relgnd children with impatred hearing are 11kely
to spend the qrea:er part of thetr childhood and adoledc~
ence attending special schools. ‘For substantial nunhegp’
of these children thigsis schacling on a residential
basis, Out qf a cu:rent sbecinl school population of
over 800 pupils, more than half are boarders.

- € -

Residentia pecia}.schoola,a:e ‘unlike other
boardirg schools In sgyeral importaht respects., Firstly,
children are ﬁhnittgd at _an exceptionally early ace -
often before their fifth Qirihday. Secondly, attendance
at the special school extends over the pupil’s whole
schgol life. Thirdly, the deéree of voluntariness
mttached to special schooling is relatively reduged.
Fourthly, special schoocls are characterised by educational

objective& not found in ordinaty schools, _

In this paper, I wnnld like to look at residential
special schooling for children witN%mpaired hearing under
three main headings:’ -

1. An outline of the general characteristics

- of residential special schools.
»

2. langtage development in a residential
school context.

3, Pupils‘/vievs on residential schooling.

Fundamental chanées are taking place inithe
education of children with 1mpa£rsd “éarinq. In conclusion,
cherefore, I woyld like to examipe the implications of
these changes for residential special schools. '
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Ceneral characteristics of residential special schools
—w*‘“*m—_—m—

Erving Goffman obhserved that there is a fundamental
difference between an organisation devoted to the'pursuit
‘of war or the making of money and one whichghas as its
Purpose thp task of caring for persons who are in some
cases dependent and are taken into real.dence.1 These
latter inatitutions have two basic ieatures. They have
an encorpassing or total character which tends to isolate
the residents from the §ider world. The work of such an
institutiqn has unlquely to do with people. Among his
total institutions, Goffman included residential schqsls.

ﬁnaidcntxal schools for children with impaired
hegring adhere closely {n several respects to Goffman's
model. There is fi;sfiy: a breakdown of the social
drrangements customaXy in everydSy iife ir that all
aspects of the day's activities are cSnducted in the'sahe
Place and under the same authority. In the resident}ax
school the children sleep, eat, work and play in the =
immediate compnny ,of groups of others.2 Secondly, all
phases of daily life are tiHtyegcleduled and various
enforced activities are brought together under a single
rational plan ostensibly in pursuit of official aims of
the school, Thirdly, there often exists a degree of
supervision that amounts to sutVEillance.‘ As Moss puts
dt, the esBential guality of residential care is "its
potential for full-time control“zs A fourth character~
istic ofe the residential school is the basic division
betweed a  managed group of children and a relatively
smaller supervisory staff.,

In an organisational sense, residential instifutions,
including special schools, tend towards inertia and
xnflaxibxlity.7 One reason for this is the high
financial cest of change or replacement. In addition,
long established and influghtial patterns of management
and administration give rise to sectional interests,

*

-

-

289 299 h

-



|

resistent to change. These patterns are further
;etnforced-hy intricate networks of tradi{tion, values
and aentiment.a

Although possessing many deneral characteristics
in common, residential schools vary substantially from
one kKind to another. Moss identifies two main and
contrasting types of residential institutions which
exist for the upbringing and schcoliﬁg of children
deprived of the caommon pattern of home and school 1$£e.9
In one group he places approved schools, borstals,
special schools and hospitals which provide by and large
for children who are severely deprived or impaired
either socially or personally. In contrast, there are
boardina schools whizh might be described as privileged.
Children from working class hohes are over-represented
in the former; children in the latter come predominantly
from pr.fesSioral or managerial backgrounds. , There 48
also a marked contrast in terms of performance and ‘
outcome between the two populations. Children who pass
through p:ﬂvis?bn for the deprived or impaired tend to
show very low levels of school attainment. Children
from the other type of boarding school achieve high
levels of academic success “and are abundantly represented

.

in further education and in the professions. .

In common with boarding scheols, residential special
schools can be seen as repositories of certain skills and
eXpertise as well as matérial and physical resources not
readily available to the family. Only &n the milieu of
the school, it i85 argqued, can the child acguire these
attitudes and a, titudes believed to be important for her/
his development.’o The influences exerted by both typers
of school extend well outside the mchools themselves.
There s, however, a significant difference in the
direction and possible conseguences which these influences
assume in relation to the home, In the case of the

230
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boarding school the influence extends from the home
toulrds the school in that the school is intended to
1nplenant certain gnds believnd by the Lome to be
~desirable.!! In the case of resideniiax schools for ‘Jr
childrnn with impaired hearing, the influence travals in
the opposity direction in that the school attempts to
guide and direct behaviour in the home towards enda
believed by the school to be desirable.'? This = ..
congstitutes a source of potential conflict since very
young children are usually involved and the directives
of the school may infringe on what are ordinarily areas
of parentél responsibility, questions of child rearing

and upbringing. .

Furthermore, the particular conclusions n€ experts
may run counter to the intuitive uonderstanding of
parents. The 1972 report on the educationof children
with impaired hearing stresses: "The role of the family
* . . in the pre-school training of hearing impaired
children is a formidable one. The average parent who has
no previous exwperience of hearing impairment cannot
undertake this tri ‘. effectively vi;hout encouragement,
support and guidanc. 13 If, howsver, the advice of the
experts is gquestioned or rejected, parents may be
designated.as inadequate, unaccepting or even disturded.
" This is all the more dangerous as the parents are likely
to feel vulnerable and at a disadvantage. Harper remarks
that what is written on the role of parents in the
child's life is often presented "in the form of
instruction rather than information" and adds that it is
not unknown for experts to resort to obhatructive tactics
when their intimations conflict with the views of parents. 14

Parential anxiety, too, iz likely to be very acute
in situations where extremely young and vulnerable
children are placed in a residential school. For parents
the school may be a relatively unknown and threatening
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qusntity. Neither are parents likely to get much
assistance if thoy tuem to the books seeking objective
Ln!omuéﬁf?;on the residential Jspacts of special B
schooling. »

RMNarch in this area is relatively sparse and the
findings of such studiss as have been conducted must be
intexpreted with extreme cauu.on.m Attempted assesg-
ments of personality and feeling imply some assumptions
about v.:hat good adjustment is and whether it can be "

-accurately measured. Because of commmication ani

linguistic difficulties, the particularly hazardous
nature of measuring the social and emotional adjustment

of individdals with impaired hearing has to be enphasiledéf

Finally, where ghere is evidence of maladjustment it 18

not always possible to say whether it is & conseguencs ct

hgaring loss or whether it can be attribyted to
residential axperiences.

With these reservations in nind'; it is however,
useful to outline the general findings that have been ~*
veported in research.  In their investigation, Quigley
and Frisina found no significant 2ifferences between
residential pupils and day pupilg in terms of. psycho-
educaticnal development.'® 7hey/cancluded that
"institutionalisation” did not have any apparent ndvem
effects on the pupild in their study and suggest three
reasons why this might be so. The children are not
admitted to residential schools until after the sge of |
five. They were encouraged to return home at regularx
int§rvals, Finally, the child with impaired hearing may
feel less isolated emotionslly and intellectually in a
community of hearing impaired people. Two further
studies seem to reinforce this last point. Fishex and

¢

Farrugls and Austin reported that hearing impaired prpils N

a;tan’ding ordinary schools were expariencing some degree

of emotionsl stresa." On the other hand, Rodda, in his

-
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general study of the British school leaver, found no
evidence to show that any one type of school was better
at proeventing nnladjustnant in the kind of pupil. fnr
whirch 1t catered.'

However, several studiea heve indicated that
residential living has negative ef!ects on social
development and on speech 1neallig1b11!ty. 19 These two
faeggg; are probably associated with the restricted
opportunities of residential pupils to function in the
wider world outside the school. It is this aspect of
residential schooling which I wounld like tc examine next. “i

qs . “

Residantxal schoollng and the develgggggt of. language ¢

[ R B N

ﬂcnildran chuire the languagn of their environment
with remarkable ease and rapidity, even in the face of
dramqt ic handieaps.zo In addition even very young
¢hildren develop an awareness of different acts of

ianguage and that different linguistic forms are
appropriately used in different situations.?! In most
countries scheool~going age normally coincides with the ®
time in children's lives when they have mastered the
grammatical forms of tholW language.zz

)

Among the very feﬁfg;ceptions to these general
rules are children with profoundlv or severely impaired !
hearing. In the case of these children a conscious and N
formal strategy is egppioyed in enabling them to aéﬁuire
or develop a language. The implementation of this
strategy has been identified as the central task in
their schoolirg.?? Unlike the hearing child or the deat
child of parents who use sign language, the majority of
children with profound hearing impairment are unlikely
to have mastered the grammatical forms of any language,
oral or sign, before they enter/school. The pr goal
of educational programmes in s ial schools {8 therefore

{
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the establishment of an easy and fluent g;gten of X
communication which in turn will provide the foundation
upon which the secondary{language systems of reading and
writing can be davaloped;24

Despite the fact that individuals with impaired
hearing display the same range qf intelectual abilities
as their hearing counte;parts,zs numercas British:
American and EBuropean studi,a agree that they perform
less well in tasks that involve a standarxd linguistic
coupoment.zs The overall pictur® of the hearing impaiged
pupil’s achievement 1n§school is one of very limited

" pexformance in oral communicatioh and low levels of .
‘attainnentnin reading and writing, - It *s hardly )
surerEan. fherefors, that such findings have given rise

to heated debate particularly with reghrd to teaching
27

e

In Ireland the majority of puplils with impaired
hearing axre placed in schools where oral methods of
communication®* predominate and where the declared primary
object is to Jacilitate the acquisition and development
of oral language in the pupils.za oh teacher tralﬁiuq
courses oral communication techniques are the only ones
tdught at length. The question then acrises as to how a
strictly oral methddology can remain tenable in view of
the failure of so many pupils to acquire adequate
linguistic skills. \?

methods currently employdd in the schools.

»

/ Many oralists hold that the system uhi{ﬁ they

advocate ". . . has not as yet had a fair chance to
succeed'.zg i1t has been arqued that thexe are *. . . few
scheooas in which oral communication inside and outside of
the classroom is consistently maintaingd."o Thexre is a
shortage of teachers with special trxaining as well as a

a—

*Oral communication implies communication between the ~
hearing and y¥e hearing impaired and among the hearing
impaired thgﬁaelvas by means of speech and speechreading
supplemented by amplified sound. ‘

)

LY

. 304 '2?4

-«

.
. aomers .



£

~———
T £

31

[y

high* tuxnover of teachers with special gualifications.
Early diagnosis and assesssent of hearing‘xosi ir neither

"universal nor etticien:.32 Egquipsent is oftan outdated

and sorvicing arrangesents leave much to be demdred.: 33
nor{;l, however, points out that extremely low standards
have existed in special schools for decadeg and that
relative improvements in egquipment, traiulﬁy of personnel,
pareant guidance and assessment procedu:as do not asppear
to have altered the situatrdh In this debate one area
of crucial signiticnnce has been more or less ignored ~
the influence exerted on languagn.gsaqe~by the ssviron-
ment ofs the specisl school, in particular by the '
environment of the residential special school.

-

Specigl ‘schooling on a remidential basis involves
gathering ?hto one place large numbers of children who

have na:_masiered an auditory-vocal channel of communic-
ation. In thaue gircuastances, children will have ta
resort to other than vocal channels of communication in
order to understand and be understood. Well-documented
evidence suggests that this is exactly what they d0.%

* The urge to communicate obliges hearing impaired children,

often in the face of adult disappﬁuvq} and hostility, to
construct gestural linguistic systems or to surreptit-
iously acquire a sign language from peers.zs The
existence of n-io:;l linguistic systems has been
obstxved even in programmes which formally pursue
strictly oral methods.?’ It has been suggested that these
systems are generally highly organised and rule governed '
to a point where they must be considered ?a functioning
in a symbolic way for the users. 38

-

Several areas of cnnfrict.nrise out of this
situation. Firstly, thege is a serious divergence
between the official communicating system of the school
and the private system of the pupils, Secondly, divergen

_ langquage usage implies divergent sets of norms and values

&
)
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which underliie all compunitative Lntaraction.” 118y

for exédmplag may be able to use oral language in tertain f
situations, but they may choose mot to;'° epeech may not.. '
be appropriate in the situation as perceived and
.categorised by the pupils. Thirdly, pupils’ 1dent1t12('
and self-oateem may dbe invested in a gasture of a &i '
.System which they use in their interactions with thope

who share dlf!ienlties.‘ . Indeed, pupils of all

ages in specfal schools for the haaring impaired tend to
use sign language as the preferred channel of communicat- .
ion in their private comvarsations.‘z Finally, the -
negative impact on the dewvelopment of coggunicativa
competence pust be considarable if one method of
communication is enforced and t.he‘ other ignored or

actually suppressed. *

It must ,e emphasised that the point here is not
that oral communication is impossible for chyildren with
inpaired hearing, It is that if the objective of special
schooling 1s the development of oral language only, then
there axe important aspects of the special(school setting ,
that are likely to make this exercise a frustrating or _
self-dsfeating one for both pupils and school authorities.
Alternatively, 1f special schooling is to be preserved '
then it seems logical to argue that the legitimacy on a .
vider scale of some form of sign language must be
recognised.

The issue of linguistic environment is of relatively
greater significance in the case of residential pupils
whe spend most of the'r time in the special school nettiag.»
The f£inal section of this paper is dsvoted to a closex (
examination of institutional experiences among residential )
pupils, from the pupils' point of view, :
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f@; Residantial sch ‘lng = the pupils’ view

R The effects of residential iastitutions on individ-
‘ sals has been a majoxr concern of researsh among children
“who are deprived of vhd common pattern of home and
schogl 1ife. However, as I have pointed out already,
relatively few studies appesar to be ccncerned yith the

rasidential aspects of special nehools catering tor -
children with impaired hearing. A reason for this nay~be

“  the fact that residential schooling has long been the
accepted nors for the nijtity of children.

.One recent study set cut to obtain a pupil perspect-
ive on key areas a! experience in a special school for
~children with impaired hearing. 43 Sixty residential and

day pupils from the post-primary seeéioa of a .school werxe -

interviewed and one major concern ot the research was to
investigate several aspects of experiénca that werxe
 likely to inpinge in a specinl way upon the out-ot-school

et Rt e d Ak ey e L mN oy e e e

lives nf bcarders. These were: -
T . 1. Routine
2. Block treatment

3. Prxivacy
X 4. Socialr distancing,
1
In this paper it is possible only to outline the main
findings of this relsearch.

With regaxd to routine, the residential lives of

pupils were characterised by a considerable degree of
.‘\\\-egimentgtlon. The pupils, however, did not always

consider this tc be especially oppressive. Attitudes

depended on the nature of the acotivity being pursued:

. regqulations were liked if they were associated with valued
objectives. Rules governing study period, for example,
were well-liked, probably because of the association with
passing examinations, an objectiva highly regaxded by the

pupils.

RN
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Of course, not all routine activities were consid-
exed to be gainful. Rules governing recreation were :
Aisliked wherse, perhaps, greater freedom of choice was o
uwasired. High levels of discontent wers expressed about
{he regulations governing meals and bedtimes and the.
consequences of being unable to comply with these were
parceivell to be significantly unpleasant. '

F!nally, there was a marked neutral or non-qgunlttal
response to several enforced activities. Pupils ¥ither
d4d not experience institutional control as oppreasive in

these areas or they were resignhed to it. Neutral ..
attitudes muy have their origin in s realistic acguiscence
to réaidential life: restrictions are perceived and T e

experienceéd but the indiwjdual feels powerless to alter ~
the situation and tries to make the hest of it,

Block treatment is a key factor of residential lifg\
and it typilcally ihvolvas subordination of individual
needs to th> exigencies of the group schedule. The
difference between the lives of day pupils and the lives
of residential pupils was nowhere as sharp.y evident as

+ inm the individual’s influence over the choice and

preparation of food. At bome the family can cater fo: the
individual palate; in the institution the collective

taste dominates. It is hardlyizhrprising, therefore, " Qﬁ -
that the adaptations which resigential pupils had to make

in this regard were the source of exceptionally high

levels of resentment.

*

Concerning residential pupils, the 1972 report on .
the education of children with impaired %“earing emphasised
the need "to reprdduce as far as possible the conditions \
of the good home'.“ Almost ten yYears later more than
two-thirds of the residentisl pupils interviewed, reported
being placed in dormitory type accommodation (more than
six beds to a rcam).‘s
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. . - Blouk treatment Snvolves supervision to ensure that
", .organisation and movement of individuals comply with

. -nstitutional regulations. Residential pupils experienced
'an extensive degres of supervision and, by implication, a
* wery circumscribed degree of persemal privacy, BSupex-

. vision was a particularly pervasive feature of the
... experimmce of younger pupils. The vast majority of thess

* pupils believed it was against school regulations for.

© pupils to be alone,

- . The issue of suporvision has particular connotations
in special schools for children with impaired hearing. In
order to ensure that only approved modes of cormunication
are used by pupils, school authorities sometimes enforce
what must be regarded as continuous suxveillamce. XIn such
@ituations, pupils may have neithar social noxr personal - ,
privacy. : . i

Another implication of supexvision is the basic split
2w that follows betwean those who supervise and those who are
‘expected to comply. Social mobility betwesn the two
groups is severely restricted. An important factor here
ia the manner in which social distance is presoribed and

maintained.

There were considerable limitations to the movements
of residential pupils within the school. Locked doors
wexe a comwon feature of their everyday lives. BSocial
distance was maintained by the absenc» of participating
adults at mgal times. Duriny leisurs periods, on the

-other hand, adults wers pexceived to be present in a
supervisory capacitys supervisors joined in games and
helped with homework but they also "watcBed for trouble®. ;
Structursl and administrative characteristics of the
school, therefoxe, served to sustain the basic divide '
betveen staff and pupils. '

To sws up, then, not all aspects of vesidential life .
in the special school were equally disagresable, not did
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pupila react identically when éhe adaptations they were
requixed to make wexe the same. For some pupils s
residontial npaexil schooling was perceived to be gainful
ingofar as it facilitated the attainment of desired
educational objectivas and tha establishment of contact

and friendahip among childrer who might otherwise feel
geographically oxr socially isolated., This is not, of e
course, an argument for reaidential schooling. Rathar it . _..
raveals how conditions, which in ordinary circumstances .
might be deemed oppressive, are not in fact felt as such. -
And a further point must bo made: public awareness of the '
problems and difficulties consequent upon loss of hearing
may leave the child with no alterpative but to seek
companionship in the apecial school.

frlnnlly, the conditions perceived by pupils in the .
study I have been quoting, wexre considerably removed from 3 ;
the home-like environment rbcomsended in the reposrt, “The
Education of Childrsn who are Mandicapped by Impaired _
Hearing”. In almost every instance the daily owt—of~school -.
lives of boarders diverged substantially from those Of day
pupils. Thus, while children have to adjust to the E
institutional features of the residential school environ-
ment with or without disaffection, procedures character-
ised by routine, rsgimentation and supervision are hardly
adequate ". , . to prepare them to develop their abilities
to the highest possible level, to help them to live as
independent members of the community and to offer them
stimilus and opportunity for cultural enrichment of
their }1ves."46

Conclusion

Many countries have seen a marked shift away from
residential schooling.‘q iIn Britain the movement towards
mainntreaming has been most noticeable among children with

impairad hearlng.‘s In the nid—1960g residential schools
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in the U.S. lost their former status as the majox
enroller of students to various forms of dgy programmes.

have also changed., Firstly, there is now a trehd for
younger pupils to be enrolled in day programmes and for
increasing numbers of day programme students to switch

to residential schools for adolescence, probably because
of the greater resources there for vpcational and academic
post-primary curricula.so Secondly, the more severe the
hearing impairment the more likely is the pupil to be
blaced in a reaidentialschnnl?‘ More and more children
with partially or post-lingually impsited hasaring are
beipg accommodated in ordinary schools. Thirdly, because
of the greater survival rate of hearing impaired children

‘The characteristics of the residential schoolrgzpulatton

~at birth and during infancy, special schools will be

concerned with larger numbers of puplxs with additional
disabilities, 2

There is no doubt that in Ireland too, the patterns
of special schooling ars changing. The 1972 report

“AAVOCHEET ENS Bxpansion of the two largest residential

schools and had grave doubte about the benefits of
establishing schools in provincial cent:es.53 Since then,
however, two provincial schools (in Cork and Limerick)
have been estahlighea and there is a styong ﬂbasibility
that others will follow. At post-primary level, special
facilities for hearing impaired pupils have beep
1nq2;gg’ated into the Bishopstown Community School &n
Cork. It is also likely that similar models will be
required in other parts of the country.

Ideally, ‘one would argue, children with impaired
hearing are best educated alongside their hearing peers,
Nevertheless, the poor school experience of so many
children with neither physical nor mental disabilities
suggests chat successful placembfnt of children with
impaired Qearing in ordinary schools will depend upon
careful planning and the provision of adequate resources
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and satisfactory support services. While criticism Qf

" the assumptions and practices of special schooliyg has
been implicit in this paper, I am not claiming that
residential special schools have no place {n an gversll
school system. I am arguing that residential facilities
must be improved and communication methods reassessed to
cater for the current and future needs of puplls.

+
*
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' 'orefl CURRICULA’ FOR AN ‘OPEN SOCIRTY’
s
Jim Callan

-

INTRODUCTION

. %he Bocip-Economic Centext: The Old-Order is Breaking

: A central thesis in my paper is that schooling as we
kndw it needs a radical re-orientation, "B radical re-
structuring both in its organisational structusds and in
its understanding of what constitutes educational pro-
grammes. re is nothing sacred about the way we ,
- cusrently ive schools. They, like other social instit-
- utions are products of a particular hgtorical period and
1ike other social institutions require significant changes
with changing cixcumstances. To-day young people live in

a highly sophisticated hnological culture; they live ih
a socliety that it becoml re open-minded and in which
relative value syst are becoming more apparsnt and
accepted. Irish Socibty is be::oning more democratic.

To pilan for the future is a A1¥ficult and audacious
task. #hile we can see what is happening, we cannot say
where we are going or want to go. What we see bappening
at the moment is the exhaustion’ df eighteenth and nine~
teenth century’s notions by which we have lived, worxked,
related to oge another, believed. There is a withdrawal
of veliefs and practices from the establighed order ~ as

48 evidenced, for example, W _yecent surveys on religious
. beliefs and practices in our country; people are coming
to insist that their new sense of {mportance of their own
experiences and of the reality of their relationships to
one arjpther, to society and to"the earth, ba reflected in
the way society works.

917
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With the present -ugemployment situation we ars
witnessing, not just & paRsing phase due to an economic
recession. A significent fpctor in rising unemploymeat = - -
is the emergence of new ical modes of prodnetm.:;
over 54,000 young peepﬁ {{.e.undex 25 years) are R
unesployed (January figure}. W¥hat can be offered to l:han
is not at all clear. It would sasm that while there is a
need to stam the tide of unempl mt by way of making ‘
present industries more efficient by loping in »
youny pecple the kinds of akills needed in gotential e
grovth industrial sectors, in addition, ver, some more. -
radical alferations need to be found which imply a
differant' conception of 'work® and 'wealth distribution’,
i.e., that econoaic problems un not be solved by aeoma!e t
neans alone. .

© j\n essential task for to-day's generation is to look .
%“ritically at some of the underlying values and assumpt~
+ions in our society, our organisations and ourselves to )
find a nev sense of direction, a new social consensus and
a new basis for organising afa managing our institutions.
In our case this clearly impliss educational institutions.

> . <

OPEN CURRICULA

In a democratic society in which op&n-lindednens and
relativity of values are the NHallmark, where diversity of
student interests, backgrounds, motivation are evident;

_ where opportunities for working asd creating must be

sought out and not expected to pe passed on, sducational
institutions must become mors open in their form of

L 4
organisation and 4in the diversity of programmes on offerx.

Accordingly I use the term open curxicula to imply a
number of events which I believe should smerge in oux
tNinking augut and implementing aducational programmes.

~
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¢
' In the first place I gse the term cm::iculuu to G
refer moxe to the activity of uMc.tng rather than S
the content of experience. This is an important
dideinetion and is crucial when con:idertng what I ap
proposing.

By 'open' I imply a number of things:

1. Open_iff the sense of broadsning our upderstanding
of knowledge and accordingly what we understand by
the concept educational programmas {as distinct
from other kinds of prograxmes). ‘

< 2. Following from 1, that educational programues be :
more diverse in tharacter, i.e. that they help *?
different pupils develop different competencies. o
This requires that a variety of courses be designed
to ensure that each pupil is able to develop his
unigue potential, This is my understanding of
equality Wﬂmtim&l opportunity. Learning is
individual and unless it meets a pupil's need,
desire, curiosity or fantasy nothing is leazxned -
effectively. Unlgss there is @ reaching 'from
within', learning cannot akcama ' sgcond-nature’.

3. That conative and affective aspects of our ' A;
personal make~up be given more educational worth/
. recognition. '

4. That teaching-learning situations be conducted in

an 'open’ democratic environment and that teachers

parceive their role as encompasing researching

skills both in relation to how they handle knov-

ledge and how they come to develop learning

strategies.

* r

In addressing these issuves I am conscious of such .
.factors as teachers’ expectations, schools' values, - ,}
parental expectations, trends in industrial developaent
and ideological shifts. It is not intended to present a

‘ e 319 :
9 . rfi?




blueprint for future education programmes - curriculum
planning in action iz a much more complicated task than
-aimply drawing up means to a clgarly identified end.
They are, rather 'dlmuons/ns to where I belisve, we
-~ ought to focul our attention.

m:d!*‘ 8 Brosdex Concept of mumx Programees

A morxe open view of what yeasoning is, is reguirxed. ?
In our education sv+tem reason is regarded as the ability’
of the human mind to grasp, unipulnte and seek out i
necessary connections between ideas, In this sensel mm
is scient$fic abstraction dealing with etither formal h
symbols created by the mind or empirical data wviz., the
only cognitively meaningful statements are one which are
either true by definition - i.e. analytically true ~ or
empirically verifiable. The general, the universal, the
abstracty and the public fq'mu'of the exterior world have
come to dominate educational processes ia our schools.
They have been concerned primarily with intellectual .
operations the goal of which is knowledge of true propos=
itions or tacta.. Its assumption:

*“to be rational was to be able to

recognise truths and the connection
between them®™  _ ci1pert Ryle.!

However, as Gilbert Ryle has shown, what constitutes
{ntelligent practice is not necessarily an intellectunal

operation. “Intelligent practice is not a step-child of

theory”. Wwhat schools Bhould be more centrally concerned

with is the development of intelligent living which may

" or may not be intellectually {i.e. propositicnal theory)
oriented. /’ ‘

%

Thus, forggxample, cne can help young pecpls to
respond intelligently and creatively to social issues
which confront them. Social sducation can be as demanding
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in terms of requiring intelligent responses as traditional
- scholarship. Thera is notling saorosanct about the place
_ ‘of traditional subjects on'a curriculum: they simply
represent one mode of developing one's undarstanding about
““the world around them. It 48 not necessarily the best
mode; increasingly, it is becoming an irrelevant mode for
curriculum design; because of mu incompletenass as a
map of human culture and their uttongly intellectualistic
character.

Ih ordinary life to-day, and it would seem moreso in
the future ~ considering present trends in onr value
system and present employment pattexns, pooph arg more
concerned with their own competencies than with their
cognitive repertoires, with procedures than with the
truths they learn. These competenciss such as tha ability
to learnonone's own, independence, being inventive, a
senpe of. responsibility, are legitimate and desirable
sducational {and not' only methodological) goals), which
in my view should receive primary focus in very different

learning contexts than we currently practice. The school's

role vi:v have to change. Instead of being primarily
purveyors of knowledge they should concentrate on helping
pupils develop competencies. The emphasis in the lsarning
would be on procedures i.e. the kinds of learning situ-
ations constructed, e Xinda of learning experiences the
students are exposad& It means the development, for
example, of various problem identification processes,
problem~solving processess placing an emphasis on the
teaching of interesting puzzle forms which are useful for
converting troubles into problems.

What cln:liu needed i5 a sense of how to construct
thees kinds of learning situations, for example, how
convert chaotic situationse into manageable Ptoblj The
eflucation system, accordingly, needs to become much more
open to on-going action-research programmes or innovative
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tgmmh programmes, Mmmm or
innovative research progranmes should address themselves .
to helping teachars obtain s clesxer understanding of the = .
nature of such compatencies as initiative, self-reliance = °
and of problem-solving process. Certain guestions need
to be answered: P T

Are academically weak students unlikely to

be good at anything ox do they possess other
talents which schools could help them

davelop? : .
What is the range of competencies teacherp
should have in nind «hen considexing how

they can help pupils develoh to their full ‘
potential? " e

what kind of learning situastions necd to be
provided for developing these competencies?

~ the cypeThulum innovation work that has besn ocourr- .
ing in the twe curriculum centres in Shannon and Dublin .
in tNe are- of alternative learning procedures should be '
further ,encouraged and developed. Buch programws as
Comsunity Based Learning, Miniati-e Student Companies and
Youth Enterprises Shannon provide students with opportun- |
ities for developing a wide rangs of competencies and
outside school experiences. In the context of national .
induatrial development, for which educational establish- - .
ments have some responsibility, such programmes ara very
desirable. The pecent Telesis Report (commissioned by
the National Social and Economic Council), the xeports
from the N.B.S.T. scheme of linking universities with €
developing industries, Ressarch from the Irish Managswsnt .
Institute, all identify the need for the development of '
indigenous Irish owned industries which reguire not only
resgarch and development skills but also.atuh in
marketing, seiung‘,w ‘ete.. In evaluation-research work in
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.. /which I was angages, I spoke with a nusber of We
. who have usually saployed young people at 15 years.

. - They indicate that due to increased technological msans:

- of production and thy :.lctng cost par uait of production,
. the opportunities for young pecple have becoums fiwer.

Also in recession, employers tend to prefer older appiic-

“. ants, What is changing, then, is the concept of vocat-
Aonal education and academic education or general '
" efucation. We will nesd to prepare individuals not for

the performance of routine sctivities that can be done

with great akill and precision by devices. MNanual skills
requirements are replacdd by researching/developing skills.
The skills of recourcefulness, creativenass, self-reliance
are at sepremivm for living and working today, Themes,
issues, topica, whether on social, aconomic, pouuul,
celigious institutions, can be addressed within a exitical
perspective. Teachers iniwhools sbould leave the realm

. of neutrality and cbaecttuty: in a situation whare old

habits are dying, we cannot afford the Ln:uxy of passive,
uncommitted and increasingly irrelevant institutions in
which young people are mot being challenged to develop
their potential on spcial, econonic or moral issues wvhich
affect them. Schools have a social role to play, which
to-day means: re-structuring, xe-creating & calture,

Workesituations and modes of economic operations
sould be examined as could the value systems and norms
of conduct, i.e. patterns of social meaning ought to be
c:iucany and creatively explored. Social and political
institutions, social and political policy, likewise. The
amphasis should be on processes of enquiry, analysis,
pupil participation in practical/creative activities in a
spirit of reflective actiof. Let pupils develop cosputen~
cles in tasks which they perceive to be significant.
Projects in conserxrvation, urban renewa., community radio,
local newsletters, commmity theatres, these pmmtﬂ appor-
tunities for young people to develop a nuxber of competencies.

. /
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This is not an exercise in subversive activity aimed at
sndangering the security of tha State but rather in
mobilising personal skills and knowledge in the interest
of convicticn that change is imperative. It is to
believe, morcover, that the educationgl tasks which
schools take responsibility for in our communities,
promote value~inguiry rather than 1-px1ntlng values. In
this students can experience a sanse of freedom which is
the only way towaxds authentic citizenship: verbal moral-
ising philosophising does not have the same edugational
effect.

Nhat I am saying involves a vast change in our
thinking about the role of the school in soeiety, our

undarstanding of kanowledge and the development of intell-

igence, At the moment, our schools are not only inteil-
ectually oriented, but their representation of subjsct
knowledge is dubious and even invalid. As Bemstein has
noted: ’ "

"For the sany socialisation into

knowledge is socialization into

order, the existing oxder, into

the experience that the world's

educatfonal knowledge is

. imperseable.” 2

But if in teaching science or histixry or any subject, the
emphasis was on develeoping students gapacities to find
out truths for themselves and their ability to organise
and explbre them when discovered, such procedures conld
afford opportunities to students of "learning ways‘of
dealing with givens, connecting things, processing
unrelated things..” (Bgunar).s

Pro-Active/Creative Living

With the development $f student competencies op
tasks which have a social significance, or even in a more
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discipline~based approach in subject teaching, students .
will have a wore creative approach to living and respond-
ing to theixr envircenment. . The young person will not be
in awe of or feel submerged in the pressnce of encyclo-
paedic knowledge.” Knowledge is somathing that one does
something with -~ to oneself, to others, to society. Mors-

"*  owver At affords the students an opportunity to appreciate

that knowledge is a human achievement developed by people
who were grounded in experience as the student is.’

" Educational procesaes have an opportupity to embody a

powerful and coherent vision.of man and students as

meaning makers (by being inventive, expressive, presistent).

Education and Personal Identity

A challenga to sducationsl policy-makers and adwmin-
istrators and others is to epsure that ag socisty becomea
more geared to technoleogical reguirekents, it is essential
that it (i.e. society) does not bacome alienated intern~-
ally ox emotionally flat. Becoming technically efficient
does not neceasarily imply that we become dead personally.

There is cause for some concern, however, that this
may be happening. For example it is evident that
computer analogies are invading psychology and philosophy:
the hwsan mind is ‘data procesiing’, knowledge and
emotions are 'programmed'. MNore disturbing, however, are
the 11l-effects which unemployment has on thoss who have
been cast into thi- cateqory. Their sense of human
dignity suifers when they have been placed outmide the
realm in which values and meanings are assignsd: they
are exiled from full-humanity. The forthcoming EBuropean
Values Study Report showe, for example, that the
unemployed group in Ireland "will increasingly develop a
strong collective consciousness generally hoatile to the
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more settled elements in sociaty‘\s {Other reports show
the ill-effects of uwnemployment: slckness, suicides..).

Other examples of man's inhumanity td man can be
seen in the escalating spirGl of 'weapons technology'
where man's 'technical rasson' works away at creating
nuclear monaters which threaten all life; he also works
away at creating pills for the prevention of anxiety and
for the replace‘uent of what an earlier age called hope.

Bearing these things in mind, I am reminded of t

Gerald Vann, 0.P. wrgte about the challenge to education:

*...in these days we Rave to aiﬁuggle

consciously to learn t other ages

learnt unconsciouslyY the deep "lessons

of nature... that the first thing is

to receive and accept, to lay open the

nind and heart to reality and let it

v flood in and takq possession.”

What 1 interpret this to imply is that educational
{learning) experxiences be alao concerned with the
particular, the concretse, the idiosyncratic, the exper-
iential, the personal. In the abaence of such personal
and experdential learning process students while perhaps
having knowledge have no wisdom, ideas but no feelings,
techniques but poor in convictions. The educational world
in its scramble for the examination marks, the degrees,'
diplomas, has meant that the evaluative system has placed
an emphasis on attaining states.of‘knowledge rather than
ways of knowing or experiencipng, This is not the road -
to a deep and vivid culture. Accordingly, the arts in
whatever form - literary, visual, the aft of cooking,
the art of love (eros, philla, agape) the art of movements
dance, drama, mima, - must be taken out of the context of -
an intellectual pursuit and be pursued more in 8 context
whfth is personally, and spiritually relevant to our
young pe0p1e.. Such developments will necessitate the ‘
development of a sense of standards, i.e. the developmeni -
of different means/modes of assessing students’' growth

i
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and achievement. The emprgence and development of these
standards can taks place in the context of teacher
devalopment action-research programmes.

Observers to classrooms - researchers and gueats -
have identified, for example, & certain hostility on the
part of students towards poetry. This is explained, in
part, by the fact that pneéryuxn being forced on them as
something that it fsclated from their own lives, their
own experiences. Students axe not apcouraged to use these
elements in their own appreciation of poetry. Consequently,
poetry is treated as something alien., If pop-songs -"the
folk memories in the making ~ were harnessed: the emotions,
forlings, ete., which they express - they could provide a
strong educational force in the classroom, Modes of
individual cxpression and creativity can be greatly
released in a context which students can relate to and
are motivated to respond to, Teacﬁers will have to accept
the peraonal, idiosyncratic character of artistic
expression: they provide a useful framework for the
education of emotions, feelings and also for stimulating
wonder, mystery and developing a sense of the intrinsic
significance of being. Words in poetry invite us, not
to ‘think about® and judge but to 'feel {nto’ or *‘become’
- to realise a complex axperience in words. Coupled with
a more personal and experiential focus in the arts I
would like to see other alternative educational! programmes
being explored to facilitate the conative and affective
dimension in our personal development, Possible features

of such an educational programme are focused on by Sam
bkeens and some of them are referred to below:

1. should not our educational establirhments
provide students with time to develop inner
silence, to cultivate the ability to let
things happen. Meditation exercises, whether
of Eastern or Western tradition could provide
some ideas on technigques and content.
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2.

our classrooms forus on teaching minds and
not bodiss. I believe that experiences

and understandings deaigned to generate .
understandings of the integration between
body, sind and the world should be ancouraged.
¥e need to sensitise ourselves to our bodily
existonce ~ oxercises such As ANArSNess
through movemant, i.e. psychophysical
exarcises which cun facilitate the body/mind
relationship. Respoct for bodily existeace ~
man is a being-in-the-worid, not an idea ox
notional existence is an important educational
perspective. It may well be, for example,
that a democratic society can only survive in
a sensitive milieu {the body politic: personal
and public).

*The new demands are not for sex but love,
not for new tyrants but for participatory
democracy, not fer a groster share of the
weaith but for a& more caring socisty.” &

Ensuring that the unemployed, for example, are
not condemned to an ispoverished environment will
require a pore caring and sensitive society.
Economic policies alone cannot ensure this.

respect and care for the sarth: man’s natural .
habitat is the focus of concern for many so~called
dissident groups around the globe to~day. Now

we ars polluting our natuxal resources reflects a
philosophy of existence in which we have become
technological adverturers conquering a hostile
environment. Thore is a:need to cultivate
attitudes such as wondering, contemplating towards
modast objects - natural or fabriguted. Plato,
for example, insisted that love had a ladder of
ascent whose lowest rung was a simple object.
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4. Roespect for simpla objects can facilitate
respect for other persuns. ¥While no technique o
can produce. friendship certain therapeutic C e
techniques can remove barriers which prevent )
intimacy. Role-playing and psychodrama can
encourags empathy and compassion.

5. The management and resolution of conflict, i.e,
developing alternative ways of dsaling with
anger, conflict and competition - the ability
to enter into "loving conbat®™ {(Jasper). BSome
new techniques are being developed that allow
students to participate as decision-makers in
simulated international and national crises,

/ These' can assist in students appreciating

different perspectives,

Treating of these conative/affective dimensions
is giving recognition that it is persons who
are educated for maximum vividness of life,

Each person must find in the educational process
something beyond the penmanship and grammer of
his culture that gives him a name, a place, a
commitment.

Teacher Pupil Relationships: In an 'Open' Envitonment

Power is a problem for all of us, We live in a
soclety which is very conscious of a hierarchic order ~
whether in poelitical life or in the life of the Church.
The development of an open democratic style of relation-
ships presents us with the problem of abandoning the
authoritarian use of power and of providing workable
alternatives.

)
Schools, no less than other social and politféal and
administrative institutions, need to explore the provisions
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of altprnative stylea of relationships betweeen teachers -

and. pupdls. In how many of our schools can students .
questicn teachers®' decisions? Is not a central function
of teaching in schools controlling the pupils or keeping
them in control? Is this the best preparation for
democratic declsion::Fking?

An open environment, as articulated and practised ‘
by Kohl (The Open Classxoom), is one in which the teachexr -
gives up his/her power, learns to listen to pupils, to be .
led by their interests and needs, and lcarns from the
experience of pupils,

It is difficult for such a pedadogy to he practised

in a society in which hierarchical structures dominate. .
But as I mentioned at the outset of this paper, increas-
ingly there is a move among people to guestion existing
hierarchic institutions and to demand a more participative - :
style of leadership (results from religious survey suppozt
this observation). As Bruner has pointed out: '

*... the educator who formulates

ical theory without regard to

the polttical, economic and social

setting of an educationsl process

courts triviality and merits being

ignorad in the community and in the

classxoom." 7 ,e{
While Bruner was speaking in the context of new innovat-
ions, I use his quotation to suggest that the danger he
rofers to applies squally to outdated pedagogical
practice. Relationships betwaen teachers and pipils must
move with the spirit of emerging democratic aspirations.
Schools should assist this process by way of negotiating
with students on what to learn and how to learn.
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Innovative Research: The Paradigm for Educational b

Pevelomment.
Dr. Margaret Mead once wrote:
*... those studants who have devoted 3
themgelves to studying cultures as o
wholes ... can make following v

ntribution ... iwplement plans for . o
tering our tg:amt culture by
recognising importance of includ- T
ing the Scocial Scientist within bhis ’
experimental material and by recognis-
- ing that working toward definod ende
we commit onrSelves to the manipunlation
of parsons and therefore to the negation
of democracy. Only by working in terms
of values which are limited to defining
a direction 18 it possible for us to use
. seientific methods in the control of the
process without the negal.on of the .
moral autonony of the human spirit.” 8
To those in political life and social scientists these
recommsendations will be strange since they tend to see
human affairs patterned: upon purpose, maans and ends.
¥hat she suggests is that we look for the direction,
and ‘values® implicit in the means, rather than looking
ahsad to a blueprinted goal, i.e. to £ind the value of .
& planned act implicit in and simultaneous with the act
itself, not separate from it in the sense that the act

would derive its value from reference to a future goal.

¥What I have outlined here are directions - the
conplexity really arises at attempts to develop educat-
jonal processes within the ideological frame implicit
in what I have suggested. Attempts to realize these
aspirations requires not an intellectusl acknowledgement
of the rightness or otherwise of them but a public
{fpolitical) commitment to action. It has not been the
purpose of this paper to examine or analyse strategies
‘for innovations. I believe this issue deserves some
public discussion. Bs is implied in Dr. Nead's statement
change in social life is dependent on people’s values;

.,
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the xeans used to bring change abod; requires the
innovator to respect and to work with those values., In
that sense planning curriculum change is a matter o!‘
planning with teachers, pafents, employars more than
for them. It is not a blueprint exercise.

* Morg specifically, this will cast the teacher in the

role ofggh innovative researcher. The model for curric-
nlum innovation which I regard as most meaningful is one
in which it places the teacher in the situation of
systematically analysing events in class; engages in more
hypothesis-making and prediction, in oxder to generate

more understanding about particular teaching situations.

- Innovative Research of this kind is premised on the belief
that teachers can do good research Af thay have the support
of people with time to give and expertise to share.
{University Departments of Edvcation have a crucial role
to play in this regard both in terms of teacher develop-
ment and teacher education for student-teachers.) This is
a developmental style of innovation premised on the belief
that we cannot ‘produce’ solutions or blueprints to
qonplex educational problems. We can only asd to eabnrk“‘
on & line of policy development which will give promise
of systematic and thoughtful improvament.

Educational policy-makers, educationalists, teachers
and parents will need to appreciate the fact that the
criteria of curriculum developears is not in pursuing a
‘right' or 'good’ curriculum. But, rather it is engaging
in a series of activities on curriculum as policy, which
activities are attempting to give intelligent and pgne-
trating insights into its adeguacy as educgg;g;gl policy
in practice.
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CORCLUSION

*

The challenge is tlear - innovative research needa
to become more of a reality ih our system; it will keep
the mind of the teacher open; it will facilitate more
openness between)ideas within and outside the achool.
Education for the future is8till in the womb, It's up to
all of us to ensure it is not °still-born’, That would
be the death of us.
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A PRINCIPAL'S PERSFECTIVE ON THE POST-PRIMARY CURRICULUN
&

John Harris

First, may I say that it is a great Pleasure for me
to talk tb this delightfully alliterative and plosive
title. My pleasure derives, not just from the alliter-
ation but because the theme of this conference reflects
what must be one of the great educational concerns of the
‘moment - reform of the post-prinary curriculum. Therxe
will be those who say that this is not the time to talk
of curriculum development when monay is scarce and the
financial hatchds are being battened down. I say that it
is because of this situation that change i{a needed now
more than ever hefore.

There can be no doubt that attention will focus
closely on where every penny is speat on education.
Questions will he asked about return for money invested.
We cannot afford to squander money on providing education
which is not relevant, which wastas talent, and which
Props up a system which thrives on failure for too many
of those who experience it. These are the issues which
curriculum development is concerned about,

L 4
I am asked to give a principal’s perspective on the

post-primary curriculum. Reason and §ogic suggest that

such a perspective should have a firm theoretical base
and that it must derive from a clear understanding of
curriculum principles. The reality is that the perspect-
ive of most principals is a pragmatic one. The practical
possibilities of what will work in a school situation
necessarily predominate.
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The principal's responsibilities towards the

curriculum of his/her school are of crucial significance. f;_ :

It must be admitted, howsver, tht most principals are
fundamentally ill-egquipped to exercise theirxr role as
cusrriculus manager.  They are oJlten ill-oquipped by
training, or gqualification, or, by experience. Look at
the basis on which principals are recruited. How high
does knowledge of curriculum feature among the criteria

used to select those chosen for the office of principal? TR

This fact is highly relevant to connidarﬁns the étute‘o!
curriculum development in Ireland today.

It may be that some have "greatness thrust upon
them” but, without doubt, modern day school principals
ars }ncrenatngly having cnnf)euluu change thrust upon
them ~ sometimes by members of their staff, often by the
dispatisfactions and discontents of their pupils, and
their parents; alas, not often enocugh by the Department
offﬁducatinn.

In his study of the relatior-hip between curricular
innovation and organisation structure in post-primary
schools John MacMahon concluded:

The important factors for the occurrence
of innovations in schools are not

related to teachers' characteristics or

to teachers' attitudes. They seem to be
related to characteristics of the principal

and the way in which the work of the school
is organised. 1

Thus the principal's role in curriculum development
is of particular importance.

Thus the principal must have a special congern for
curriculum, ‘whereas individual teachers will tend to be
more concerned about® their particular subjects. The
school timetable is ap administrative statement of'the
curriculum; it 1s also an expression of ope’s educational

philoséphy and prior}tias. It must be remembered, however, .
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that in drawing up a tidotable, ona is subject to a range
of censtraints; e.g. the Department rules, availability
of personnel and of facilities. N

what are the crucial issues which a principal must
face in drawing up a curriculum? The overall.problem is
how to achieve a.balanced curriculun for all pupils. This
must be determined by referench to some kind of canceptual
model by which assential elements of a balanced
curriculum can be idgntified ~ or perhaps one should look
out for those elepents without which a curriculum will be
seriously unbalanced. It is possible to approach such
questions in a purely philosophical way -~ in terms of
theories of knowledge, for instance ~ yet this would be
to do less than justice to the needs of the pupils for
whom that curriculum is designed. It could cextainly fail
tagir range
elr terms,

to take account of the diversity of pupils -
of capacities and interests ~ the relevance, in
of what is taught,

Thus the guegtion about coxe curriculum ig crucial.
How wide a core? How much choice? What optiona? These
are crunch curriculum gquestions which tha principal must
face.

we have built too much of ocur education around
failure. For the examination system to work, a certain
percentage must fail. We choose to reward some kinds of
achievement only and to leave others largely unrecognised.
Yet pupils achieve success at diffexent leyels 4nd at
different things and in different ways. Everyone has
ﬂtrené!hs and weaknesses. Are these facts adequately
recognised in our systems of national aesesssment?

We talk of ‘equa¥ity of opportunity’ in education or
‘egquality of access® to education yet both of these
concepts are deficient to a degree. I have always been
more attracted to what Daunt called the 'egual value
principle' - "that the education of all children is held
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to be intrinsically of equal value*.? 1f we were to
take sexriously this basically simple principle, we would
be forced to bring abput a revolution of major proport-
fons in oux education systam.

There has been much criticiam of the lack of aims in

. our :ﬁtpational system, particularly so in relation to
r

1
!

} »

the iculum. 1t has been the practice in the past to.
take aims and objectives for granted. It wasndt the
teachers' job to worry about aim§ . Everyone knew what
they were supposed to be aboat,

In this company, I will not need to enter the fray
and discuss the importance of aima, or to labour the
point about ‘product and process’. I would be starting
to head too widely off target as regards my brief.
Suffice to say that it is important that a principal
should set up, on a regular dbasis within his scheol, an
e‘arcile which will seek to challenge the assunptinns .
{hich teachers may make about the rationale of their
fieaching programmea. If, for instance, the staff of a
schonl are encouraged to spend time in debating and
analysing what they can agree to be the purpese which
their school is trying to sexve and how the school
curriculum should be trying to meet the specific needs
of the pupils, it will not be long before the curriculum
process begins to be set ir action. If such a debate is
taken seriously, it must necessarily throw up questions
about what a school is doing and force the exploration of
alternatives.

It will be part of the principal's responsibility,
although he will f£ind it at times a difficult task, to,
ensure that the necessary rigour is observed in the
couxse of this task. There have been unhappy instances
recorded of half-baked and ill-conceived curriculum
projects floundering through inadequate thought being
given at the aims and objectives stage.

-
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what this effectively means is that curriculum
development must grow from within the teaching body. The
teacher 45 the primary agent im curriculum development.
The t: °nd has recently been away from the large scale
project more towards school-based initiatives. As Holt
satd:

A school 48 likely to tnnovate or becoma
creative or show organisational health

if it sees a change process as a nom-
ative imperative. Once there is a
general consciocusness that the status

quo should first be guestioned and

maybe replaced by more cscherent proposals
then the wheels turn, committees meet,
teachers talk and ideas flow ... schools
have s0 much to learn from themselves. 3

This i5 the Xind of situation which has to be managed by

the school principal. .

I have been long attracted to many of the ;dean
which smanated from Goldsmith’s College Curriculum
Laboratory in london. The ideas which came from the
groups of teachers which met there during the 1980s and
which formulated proposals for Inter-diSciplinary
Enquiry and a four-fold curriculum, have, I believe, been
greatly undervalued., They talked much of collaboration
among teachers, of 'collaborative learning’, ¢f a focus
group of teachers who would meet to focus their attention
and to pool their specialist interests and expertise in
order to design integrated courses flexible enough to
allow pupils of all ability levels tc engage in meaning~
ful and satisfying work. Perhaps the time was not right
for those ideas when they were firat enunclated.

1n their report of the first pilot course for
experienced teachers at Goldsmith's College, the follow-
ing words appeared.
' The school is seen by society as a place
where children are selected and prepared

for the labour market. They are shaped
in their formative years, not according
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to their development needs, but so that

they can fit into pre-ordained niches,

a Rystem in any case, doomed to failure

since tha shape and number of niches are
constantly changing. They are class-

; ifited and labellsd according to their
anticipated market value and this essay
in astrological prediction continues,
despite our knowledge that it attempts R
the impossible. The pressure of parents,
employers and universitiss constricts

- the achool with a strattiscket of :
exanminations, Yat we have evidence from
thase same agencies that the products of
the schools disappoint. Small wonder
when the system has extruded tham who,
by sex or class, prefer to opt ont of
this cbatacle race and when the
eritexria for selection give credit to
convergent thinking and the willingness
to conform to conventional patterns of
attainment. 4

Do those words not cxy out for a response in terms

of developing the curriculum?

The process can begin, then, when feachers start
to meet and discuss what their work should be about.
The principal’s task i3 to set that process in motion
and to structure it, to organise it, to guide it and,
where need be, control {t.

Having done this, however, they must face the
constraints within which they must necessarily work.
The principal constraint will be, of course, the exam-
ination system, There have been reports isoued, atudies
made, of different modes of examinations. Yet, despite
some changes in recent years, we have failed to face up
to the fundamental restructing of the system which
education requires., It should not be 1mposs}b1e to
mzxve and devise an examin}tion system which would be

rtive of local initiative aend which will recognise
and reward a range of talents and skills.

Curriculum writers have correctly pointed out that
logic demands that one should first devise the curriculum

¥
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and then detormine how to assess pupil performance in

that curriculum. This i not, however, what actually .
happens. Despite the logic one must say that practical-

ity demands that &f we are to be nblelto change the
curriculum in any meaningful way, it is necessary firat

to liberate the examirnation system. I believe, thexefore,
that it is necessary at a naticnal lsvel to create a
sufficiently flexible structure so that schoola will be

free to breathe fresh air and to introduce movement into 3
the area of assessment reform.

Not all teachers would be ready to move at the same
time or in the same way. Soms will be better equipped ]
both in terms of attitude and expertise to break new
ground in terms 0f the curriculum. The structuxres should
be frde encugh to allow this. Those that do engage in
curriculum reform must feel assured that their pupils
will have egual opportunity for national certification at
the end of the course. The leadership for this kind of
change must come centrally. But the main function of
that leadership must be to clear the ground so that
professional activity can function at the level of the
individual school. !

Let us now turn to some areas in which I peraonally
would hope to see curriculum development gaxe place,

We have already seen many instances in this country
of attempts to establish integrated programmes, often in
the areas of humanities or science, occasionally across
these or vthers boundaries. There is scope for mure work
o1 this xind, One of the great advantages of integrated
programmes is that they allow for opportunities for
teachers to come together and to prol their collective
talents in collaborative ventures.

The second area is that of technological studies,
There has been, I believe, must vague talk about this.
There is indeed a need for increased awareness of and
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knowledge about technological advances. These develop-
ments must be reflected in the curriculum. There is,
however, some confusion about how these can bo best
approached. It is partly a matter of syllabus reform
within existing disciplines. There may also be a need
for new disciplines. It is8 not just a casd for more
teaching of subjects such as woodwork and metalwork as
we know them. We have been slow in this country to look
for the potantial for development in the area of the
so-~called 'practical subjects'’. There are possibilities
here for integracion which have not been tapped. There
should be more courses emphasising a range of craft
sktlls, deaign-based courses, courses which look at

technoloc: pex se. -

Another area gréatly in need of reform is the whole
area of Mathematics teaching. There are widesyread cries
of dissatisfaction about existing mathematics cqprses,
that they are too abstract and academic, much to {rrelev~
ant to the needs of many young people, yet there is a
great reluctance to tackle this problem. MNathematics is
surrounded by some kind of aura which seems to rendex it
untouchable,

What about the expericnce gained to datelby those
who have engaged in courses in Health Bducation, in
Consumer Education, of Media F acation? Many of these
have crept in through the back door,as it were. They
have featured as part of eXperimental educational prou-
rammmes. Yet they have much to offer as partyof a core
curriculum in the post-pximary school. They are all of
enormous importance in terms cf influences on young
people’s lives and canpot be ignored by education. .
Courses in such areas must be recognised too in national
systems of certification. Perhaps this is a case where
systems of profiling of pupil's performance should
supplement traditional modes of examinations.
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Home Economics 18 & subject much in need of change
and reform. Tho syllabuses, as presently laid down, are
restrictive. The sewing syllabus, for instance, is
such as to giratly discourage boys from taking the
subject. Yet there is no reastn whatever why boys should
not take it both in the junior and senior cycles.

1 am particularly concernsd that much of the excell-
ent course material which is included in the Scientific
and Social Bome Economics syllabus for Leaving Certificate
should only be available for those who choose this
subject as an option at this level, It seems to me that
there is a very strong case for including such syllabus
material for all.

To bring these changes about would mear, a whole new
xange of approaches to the design of curricula and of
assesement procedures. Is this beyond us?

1 refer lastly to the importance of gvaluation as
an essential and integral part of the curriculum pProcess.
This Association, whose members enrage in educational.
reseaxch, have here an area fallow for activity. As
curriculum development has become more school-based, the
aspect of evaluation of curriculum change tends to
feature less and less prominently. This is for the simple
reason that the paople involved simply don't know how to
do the job. As Holt has pointed out:

The growth of interest in school-based
development gives these questions
{curriculum evaluation) a new importance
and we can readiiy see that preordinate
styles of evaluation will not, in their
classically pure form, be appropriate
for adjudicating a process which allows
its means to influence its ends. A
number of illuminative wodels have,
therefore, been devised which, on the
face of it are much better suited to
school-based applications. 5
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But how many teachers know about such things? and
to wvhat extent has research helped to identify skills
and technigues which can be used in the school-based

: sitnation to evaluate curriculum programmes?

Heywood has said that

teachers must all have the illuminative
attitode so that assessment and eval-
uation may be an integrat process in
the process of education.

It 18, therefore, one of the major concerns of the

| principal t{n tha whole area of curriculum development,

indeed for the whole area of his job as school msanager,

to establish processes and procedures for what Shipman
called "In School Evaluation”. This is a difficuit area
and for that reason many teachers fight shy of it. Yet,
{f curriculum development is to function in a way which
18 not haphazard or which is not to experiment glibly
with children's lives in away which may be detrimental to
them, this problem must be tackled as a matter of urgency.

This, therefore, represents some aspects of this °

principal’s perspective on the post-primary curxiculum,
together with some glimpses of his hopes and dreams for
the future. I have held my position in Newpark for ten
years now and, in that time, have ssen quite a nunber of
changes occur in education. Not least among these has
been an awareness of new attitudes, aspixations and
expectations and also new problems and pressures on the
part of students. I believe the curriculum must change
constantly to meet the changing needs of students and,
if principals are not in tune with these changes, and if
they do not listen to the voice of the young, what hope
can we have for the future of Irish Education? A mighty
responstibility rests on the principal’s shoulders.
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REFLECTIONS ON THE RELATION BETWEEN THEORY AND PRACTICE

B

Hugh Gash

\

INTRODUCTION

The purpose of this paper is to give a brief and f
rough account of theory of thinking, and then to g
consider three areas of application. I hope that what
I write will elicit guestions and critical comments.

Those of you who are interested in a fuller account of
this theory will find one tn Gash (1983). The three
areas of application are as follows: an assessment of
the status of action in learning; student-teachers
“readiness” for philosophy, psychology, and sociology;
and posing problems to young children in the easiest
possible ways.

THE THEORY

As soon as one sees directed purposeful action one
can infer mind. We can gain insight intec much of
children's learning and behavior by considering it as
experimental activity. Experiments are gulded by
informed guesses, they proceed by means of carefully
planned actions, and they produce results which allow
assessment cf the guesses. In svch an account of
knowing and knowledge action plays a central rple in the
construction of new ideas and in the reduction of
uncertainty.

The following sections will consider the implicat~

lons of this theory.
1S
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THE STATUS OF ACTION IN LEARNING

} In recent years there has been much criticish of
some of the work done by Jean Piaget (1970) in the
framework of the theory I have outlined. One recurrent

ceriticism s on the emphasis Piaget put on action as
necassary to the learning of certain skills. Critics
have pointed out that experimental studies bave failed
to demonstrate that children who learn certain skills by

ans of action do not perfoxm better on tests: of these
skills than children who are instructed on these skills.
A careful case can probably be built that Piaget ovex-
arphasised the role of physical activity in learning nsw
ideas. A problem with the criticisms is that action can
be thbughtless, just as instruction may not be under—
stood.

If one ({8 insensitive to the relation between ideas
and actions one is likely to be sympathetic to the
critics' conclusion that action is not necessary to
learning. The basic issue is not new. It is the old
familiar one of the relative merits of drumming inform-
ation into children versus allowing them to build their
knowledge.

Children learn quickly that the most-efficient way
to tackle arithmetic probliems is to use a procedure. To
the extent that a teacher encourages such habits the
children in their turn will leaxn not to think carefully
~ about the problen. 1 watched seven year olds doing
subtraction recently. If John has 10p, and his bus fare
is 7p, how much change will he have? Some children
learned that the way to get the answer was to see what
to add to 7p to get 10p. When the numbers changed,
hovever, they were stuck. They seemed unable to get a
grip on what to subtract from what. The idea of
subtraction is intimately connected with certain activit-
ies, those of taking away parts from wholes., The
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operations are crucial to understanding. It was clear

to me that these children were confused about subtraction.

They were confused precisely because they were trying to
follow procedures without uagerstanding them. The way in
which anyone tries to solve a problem flows fros the
ideas one has - the action_ghd the tdea are finely _
connected. In my example the children needed to act on
parts and wholes to try to get the feel of vhat ia
involved.

STUDENT TEACHERS® IDEAS

In primary and secondary school teaching great care
is taken to ensure that the lesson taught is pitched at
the correct level. 1In terms of the theoxy a child's
understanding 1§m1ts what can be learnt and (f the
subject matter being studied 18 too complex children will
lose interest, At the third level this is no less true.
In philosophy, psycholegy and sociology there are well
established paradigms. Loosely speaking a paradigm is
a way of approaching a problem within which certain
assunptions and problem solving technigues are taken for
granted. Lecturers who have grown accustomed to thesa
assumptions and methods may have difficulty understanding
the problems which students face in getting to grips with
the paradigms within these disciplines. I think that the
argument can be made that the way in which students think
about a number of topics in these disciplines deserves
study. I will give some examples of ideas which seem
difficult to communicate. . My suspicion is that these
ideas are difficult to teach because non-specialists tend
to think about them in other ways.

{1) The description of human behavicur and communication

in terms of problem solving seems to pose difficulties.

Is this because people generally don't think of
behaviour in this way?
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{2) Students may well be excu;ed for thinking of knowledde
’ in tarms of facte or in Ryle's texrms - "knowing that”,
Exans of the type Ixish students are verxy familiar
with depend in larxrge part on factual information.

There' is a relstion between many such facts and that
other type of knowing which Ryle called "knowing how".
{I am unsure whether Ryle ever congidered the intimate
relation between these forms of knowing when knowing
is considered developmentally.) In mathematics, for
example, krowing that 10 per cent of 50 is 5 probably
requires that one knows how to calculate the answer.
One could be quite precise about the steps which
¢hildren can take to construct this fact.

* 1 wonder whether you would agree that sensitivity to

considering the way in which knowledge is put together
may be inhibited by years of schooling in which knowledge
was primarily something which one memorized?

MAKING PROBLEME EASIER FOR CHILDREN

In recent times significant developments have
occurred in our understanding of the nature of the child’s
physical and socrial experience. Piaget has contributed ,
B0 much to this literature that until recently it had
been difficult to subject much of what was said to the
sort of critical assessment neceBsary to a more complete
understanding. One central theme in Margaret Donaldson's
{1978) ook, Children’s Minds, is that Plaget's tasks have
sometimes confused children. She documents experiments
which show that in a numl.r of areas different ways of
putting questions make it easier for children to
demonstrate that conceptual competence. T believe that
it can be argued that this central theme in Ponaldson's
book is merely an exploration of hourizontal decalogue or
what other writers have distinguished as competence versur

w349




performance. I use the word merely to imply that what
has been deponstrated is not the errar of Piaget's theory
but rathexr ways have heen demonstrated in which children
can he presented variouns tasks which help the child
express ler developing competencies. Therefore what
seemt tO have direct practical implications axe the clues
which Donaldson's book gives as to how to present topics
tao cohildren in the ecasfest possible way. I will

consider one example. M

Understanding children's difficulties with classgfic~

ation of objects 18 related to pre-~number activities with

children who have just entsred school. One aspect o
classification is the ability to understand the relation
between part and whole, Traditionally, this has been
assessed by showing a child :u array of objects such as
nine red flowers and three white flowers and asking a few
questions. Initial guestions are asked to establish that
the child can count and understands that there are more
red flowers than white flowers. The class inclusion
question is ahout the numperical relation between the red
flowers (part of the class 0f flowers) and the flowers
{whole, all flowers)., Traditionally it is assessed by
asking a question of the following form: Are‘&here more
red flowers or are there more flowers here? Typically
five and six year olds are confused by this question and

answer *more red flowers®. Their difficulty seems to ba‘b

that they cannot easily consider red flowers as part and
whole in the same guestion. It has been argued that
children would be helped by a question form which
enphasises the whole class, in my example it would be
flowers, Donaldson cites a study {(Anthony, 1977) using
three black cows and one while cow. Questions on class
inclusion were asked in two ways, the traditional as just
described and a new way, which emphasised that the black
cows were to be compared numerically with all the cows.
This was done simply by putting the cows lying down and
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the class inclusion gquestion was “are there mord black
Cows Oor more sleoeping cows?® There {8 then some truth
to the claim that the whole class needs to be emphasised
and this information, while not the whole story, is
certainly useful to know if one is engagenl in prenunber
activities with four~year-olds and five-year-olds.

.

r‘uﬁTSCRIPT

It is clear that there are other ways in which the
theory practice relatf{on can be portrayed. 1In this'
paper I have been concerned exclusively with one type of
cognitive theory in which the separatencss of theory and
practice is radically diminished. Generally theory means
various disciplines in University and College of
Education courses which include psychnlogy, philosophy,
sociology and hopefully applied linguisticf. It would be
my view that many, indeed most, of the sorts of
activities in these courses are rather fundamentally
related to the ways in which we teach, wherever we teach.
However, it was clear at the symposium on theory and
practice at this confersnce that there {s a need for more
opportunitices for contact between practitioners at
different leveis in our educational system if there is to
be & more compatible relationship between those who teach
theory courses in third level and those who wish to apply
these thories in their classes,
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