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Editor's Preface

A few years ago, the Editorial Board and the Executive Committee of the
Educational Studies Association of Ireland reviewed the editorial policy for this
journal. 1\vo broad alternatives were considered. On the one hand. the
number of articles might be curtailed, the journal might have a more strictly
academic character and be aimed more directly at the international community
of scholars in education. On the other hand, the journal might seek to include a
wider range of perspectives from teachers, research students and others, whose
enduring interests in a variety of educational concerns led them to reply to the
Association's call for papers for the Annual Conference. The second
alternative was considered to be the more worthy one but, in deciding to
combine a comprehensive and a representative local flavour with an
international character in the contents, it was also agreed that the journal should
be fit to take its place quite naturally on the periodical shelves of overseas
libraries. Anyone who lifts this journal now from such a shelf will quickly see
that there is a vibrant and wide-ranging discourse on matters of educational
quality in Ireland, but also that this discourse is not pigeonholed into a number
of disparate academic research associations, as is the case in many larger
countries.

We are wont perhaps to complain about the shortcomings of the
Republic's educational system, and when viewed in quantitative terms it is true
that it fares badly by international standards. The severe cutbacks which our
schools, colleges and universities in the Republic have had to endure during the
eighties were enforced on levels of provision which were more skeletal to begin
with than are those of the educational systems in Northern Ireland and Britain
after the successive prunings of the Thatcher decade. When looked at from a
qualitative viewpoint then, it is all the more remarkable what our educational
institutions succeed in achieving. To use the crude idiom of economics
which makes astonishing strides as the vernacular of civic affairs if other
sectors of the economy produced such a high quality of product and export as
does the Irish educational system, the Republic would be among the most
affluent of the world's nations, rather than being, as The Economist recently
described her in a main feature: "The Poorest of the Rich."

My predecessor in the editor's chair, Dr. McKernan of University College
Dublin, more than once bemoaned the general reluctance of the Republic's
Department of Education to participate in the affairs of the educational research
community. The contrast with Northern Ireland is again illuminating. I share
Dr. McKernan's concem and for my own part I am made uneasy by a nagging



vii

question: Could it be true, as is being frequently alleged, that the cultural
commitments and moral energies which were evident in tht; era of O'Malley
and O'Connor have now finally vanished, and that the Republic's Department of
Education, apart from the Inspectorate, has acquiesced in the pecuniary culture
of the Department of Finance? This is a prospect devoutly to be shunned if
recent curricular initiatives a,e not to suffer death in infancy; if the quality of
our education system is to be safeguarded, not to speak of being improval, in
the decade ahead. It is my earnest hope that the debate will be again more
fully inclusive; that we will be welcoming contributions from Departmental
quarters at ESAI conferences, and in the pages of this journal, during my own
spell as editor.

Finally, the pages of the 1991 Volume of Irish Educational Studies
contain a great richness of insight, analysis and comment on a wide range of
issues of current concern and of enduring interest to teachers, school authorities
and policy makers. I'm sure professional researchers will find much to interest
them here as well, but I am glad to say that having read all of the contributions,
I can vouch for the general absence of jargon and I am happy to recommend
this anthology of coherent, intelligent articles to anyone who has a sincere
interest in the welfare of pupils and students, in the professional fulfilment of
teachers and managers. May I welccne in a particular way those younger
contributors who are first-th-ne authors with !fish Educational Studies: namely,
Geraldine Bourke. Ailbhe Mac Shamhráin, Joan Hanafin, Réamonn 6
Donnchadha, Mary Anne Horgan. Valerie Jones, and Marie Morrissey. I share
with my fellow editors of the other journals of educational studies in Ireland a
wish to provide a forum for the insight and pffspective which is often present in
secluded abundance among those whose occupational live.; are given to the
bettennent of education, and which merits every encouragement to thoughtful
utterance.

Pádiaig Hogan,
Education Department,
Maynooth College,
February, 1991.
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PRESIDENTIAL ADDRESS
TO THE ESAI ANNUAL CONFERENCE,

THOMOND COLLEGE LIMERICK, MARCH 1990.

Dr. John Wilson

Let me preface what I have to say with a cautionary tale, which I first
heard from a former Secretary to the Department of Education and Science in
the course ot his address to an education conference in London. It concerned
the Rumanian-born violinist, teacher and composer, Georges Enesco.

At one time Enesco had wished upon him a pupil of high birth, much
wealth and little talent. After some months of desultory learning, the pupil
decided to give a public recital. Enesco felt that he could not do other than
accompany the pupil himself on the piano and he asked a distinguished pianist
who happemd to be staying with him at that time to turn the pages for him.

The day after, the music critic of Le Figaro had this to say about the
recital:

How strange it is that the man who should have been playing the
violin was playing the piano; that the man who should have been
playing the piano was turning the pages; and that the man who
should have been turning the pages was plkying the violin.

Since the man who told this story chose to call his paper Turning the
Pages, I have opted instead for Shared Reflections. I am all for short titles, if
only because they give nothing away and are, therefore, less restrictive in
regard to what one wants to say, so Shared Reflections kt it be. My problem
has been that of deciding on what reflections I should share with you this
evening.

First Reflection

What should 3 Northern President be saying to a largely Southern
audience at a time when the North's education system is undergoing a
management revolution? If that seems too strong a description, let me remind
you of the main features of the changes taking place:
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the introduction of teachers' directed time, as a means of
ensuring tighter management control of the teacher's on-the-
job commitment over and above that of class-contact time;

the availability, to the interested public, of the Inspectorate's
reports on schools this has annoyed teachers less than the
tendency in the local press to quote selectively from these
reports, often to a school's disadvantage;

an obligatory common curriculum for all pupils in the 5-16
age range (throughout the years of compulsory schooling);

obligatory pupil assessment (both teacher and task-based) at
ages 8, 11, 14 and 16; the results to be reported to the pupils
concerned, their parents and the Board of Governors of the
school;

the delegation of school budgets, as a means of making
schools responsible for the financial management of their
affairs, including in due course, the payment of teachers'
salaries; there is currently much concern over the basis on
which the budget is to be calculated averaging across
schools, for instance, is seen as grossly unfair to schools
staffed by older (and therefore more expensive) teachers;

the de-control of school intakes, subject to certain
safeguards and in keeping with criteria drawn up by the
Board of Governorq of the school in a selective system of
grammar and secondary schools, such as we have in
Northern Ireland, it may be anticipated that the grammar
schools will benefit from this ruling at the expense of the
other secondary schools;

and, waiting in the wings, teacher appraisal (thus, the 1989
Education Reform Order has made provision for requiring
the employing authorities to regularly review the
performance of their teachers).

These are the particulars of the revolution. Its common features are three-fold:

firstly, an emphasis on education as a system of manage.nent by
objectives:

1 1
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secondly, an emphasis on educational accountability
accountability to government, to parents and to the public at large;

thirdly, an increase in the centralised direction and control of
education by the Department of Education (bolstered, in large part,
by an insistence from the Treasury on tighter financial control over
public expenditure budgets).

As one illustration of the effect of these changes on educational practice,
the Inspectorate will relinquish the advisory role it has sought to nurture in
recent years and will instead be responsible for monitoring the introduction and
consequences of changes.

In my own field, that of educational research, the Department of
Education has ind!..ated the need for research which is directed to issues arising
from educational reform and the policy decisions which will have to be taken in
regard to implementing the reforms.

1 am here reminded of a story told by Lee Cronbach of the late Harry
Truman, who asked his staff on one occasion to locate a one-armed social
scientist to act as his adviser. He was fed up, he said, with "on the one hand
this; on the other hand that." Uncomplicated answers in the Truman mould to
the questions posed by planners and policy-makers are to be the preferred goals
of educational research in the 1990s.

I am not seeking, on this occasion, to applaud or deplore these chanrg in
Northern education. To paraphrase Sir Roger de Ct. verley, much has
been said on both sides. For example, David Hargreaves, in his address is: the
British Educational Research Association .Conference at East Anglia in 1988,
advanced a spirited defence of the proposed common curriculum. More
recently, in an article in the Journal of Curriculum Studies, Hartnett and Naish
(1990) have advanced a contrary view. The title of their article, "The sleep of
reason breeds monsters : the birth of a statutory curriculum in England and
Wales," is itself instructive. My own more neutral intention of this evening is
to set a context, that of education in Northern Ireland as it is to be delivered in
the 1990s and as it is to be held accountable for that delivery.

Second Reflection

Again, what should a Northern President be saying to the ESAI in view
of the increasing extent to which the Northern education system is being looked

1 2
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to to help solve those deep divisions which Barritt and Carter, many years ago,
referred to as "the Northern Ireland problem." There exists in the North, as
we all know, two parallel school systems which serve the Protestant and
Catholic communities and which are increasingly charged with sustaining those
community and cultural divisions which characterise Northern society.
Whether or not the school system, thus divided, has contributed, knowingly or
unknowingly, to the Northern Ireland problem, the schools are being
increasingly challenged to contribute to its solution. Some see integrated
schooling as the answer and there are now two secondary and eight primary
schools with deliberately balanced intakes of Catholic and Protestant pupils as
evidence of this form of cross-community response. Others opt for
collaboration between schools and a variety of shared undertakings are under
way, one of which has been recently well documented by Dunn and Smith.
Both approaches, integration and collaboration, have the support of government
and the cross-curricular themes of Education for Mutual Understanding and
Cultural Awaieness are to be part of the new curriculum.

As a footnae, let me refer you to the papers of the ESAI Co-operation
North Conferene which took place last October for a description of an
integrated school (both North and South) and an explanation of what is meant
by EMU and Cultural Heritage. The Conference papers are presently being
edited by Professor John Coolahan for publication by ESA1 and Co-operation
North.

In the 1970s it was not unusual in the North for the schools to see
themselves as havens of peace. where the "troubles" could be set aside or
ignored and where pupils were protected from the harsh realities of communal
violence. This perception has changed. The schools are now seen as having a
responsibility for cultural a -d attitudinal change,.as having, in the words of
Malcolm Skilbeck, a reconstructionist role in Northern society.

The extent to which education can effect such change. how schools can
approach these issues, how indeed they can succeed in swimming against the
tide of inter-communal prejudice and intolerance poses a major challenge, the
magnitude of which hardly needs emphasising to this audience.

Third Reflection

Having described two significant changes of direction in Northern
education the one managerialist in regard to reforming the cognitive map of
education; the other reconstructionist in regard to changing attitudes and values

I must now reflect on the role of ESAI in regard to such developments. I

1
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am aware that to invoke such a reflection runs the risk of implying that the
Association should have a corporate view, if not indeed an agreed policy, in
regard to what takes place in education, North or South. That is much too wide
of the mark since, in one sense, ESAI will have as diverse a response to such
matters of policy as there are differences of view and interest among its
members. Nevertheless, it is possible to discover, and useful to identify,
certain consistencies in the Association's thinking and activities.

For example, at the level of scholarship, 1 have always held to the view,
which I know many of you share, that we have on this island two systems of
education which are interestingly different but which have been given less
comparative attention than they merit. The series of North-South symposia
which have featured in recent years at our annual conference has recognised
this diversity. The historians among you will rightly remind us that the two
systems, North and South, have a common origin and how they have chosen to
diverge over the years is again a matter fit for examination.

Further back again, if we are to believe Willian Carleton, the hedge
schoolmasters from my own county, Tyrone, were every bit as omniscient, and
occasionally as eccentric, as those of Kerry. Keeping a close and critical eye
on where education is going in the two jurisdictions is itself a worthwhile task.
Indeed, it may occasionally be useful to ask ourselves whether what is
happening in any one jurisdiction is likely to prove invasive of the other. As
the world shrinks, and as Europe seeks to cohere, education cannot be immune
from political and cultural cross-pollination.

As a further example, I would again draw your attention to last October,
when the Association collaborated with Co-operation North in an invitational
conference whic!' provided an opportunity for speakers and representatives,
North and South, to examine the community dimension of education and, in the
Northern case, provided an opportunity to consider those aspects of the new
curriculum which have been designed to bridge the community divide. The
conference also heard about Co-operation North's programme for twinning
schools, North and South. It so happens that this week a residential conference
is taking place at St. Angela's College in Sligo, for teachers involved in the Co-
operation North initiatives. The teachers have been released by their respective
Departments of Education to attend the Conference and I have it on good report
that the Carrickdale conference facilitated the Sligo event by showing what
could be done by way of bringing together educationists from both sides of the
Border. I also know that Co-operation North is keen to collaborate further with
ESAI in joint North-S auth ventures and this is something that botl. bodies will
be discussing in the near future.

1 4
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This morning I was privileged to Chair the first session of the Sligo
Conference. In bearing greetings to the Conference from ESAI I was moved to
reflect that this week two Conferences, one in Limerick and one in Sligo, were
taking place, at each of which educationists and teachers from throughout the
island had come together to discuss and examine matters of professional
interest as well as to enjoy each other's company. That must surely say
something positive about the state of education, North and South.

Final reflection

What I have had to say has been quite deliberately from a Northern
perspective. In case anyone should have concluded from such a one-sided
view that ESAI appears to exist solely in order to sustain a North-South
dialogue, let me immediately emphasise that that is but a part of its
commitment in Irish education. It is a part, however, for which I make no
apology. Instead, let me reiterate my belief that ESAI is well placed to
facilitate a North-South dialogue in education, to promote an interest in North-
South activities, to provide a forum for their evaluation and discussion and also
to act as a catalyst in these matters. For example, there is currently a growing
interest in promoting across-Border research initiatives and funding is currently
being sought to support such work. One such proposal is for a major series of
co-ordinated studies of children and adolescents, North and South, in order to
identify their perceptions, attitudes and values in relation to aspects of cultural
identity and with particular attention to peer-group, school and media
influences in these areas. There is increasing contact between the colleges of
education, North and South. at both staff and student levels. Schools are in
touch with each other. Indeed, so much appears to be happening that it has
been thought useful to compile a register of such activities and such is ix w
being undertaken at the University of Ulster at Coleraine.For this purpose I
recently completed a short questionnaire on the involvement of ESAI in this
area. Here again the Association can help by recognising and applauding these
initiatives. It can also, through its annual conference, offer a plarZorm for
presenting the outcomes of such work.

I began this address with a cautionary tale involvi;ig a novel version of
musical chairs. Before I came to the podium I was reminded, in a manner
befitting the occasion of the presidential address, that I should be brief since
there was a musical entertainment to follow. As we all know, there is an
abundance of musical talent among the Association's membership, not least
among those from the South-west. It is, therefore, in happy anticipation of
what is to follow that I bring this address to a close.

I- 5
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In doine, so let me say again, on behalf of ESAI, how delighted we are to
be in Limerick, which, to this outsider, appears to be experiencing an
educational renaissance. I have noted, for example, that Limerick, now a
university city, is hosting the annual Conference of the Association for Teacher
Education in Europe in August of this year. The Educational Studies
Association is particularly indebted to Thomond College for agreeing to host its
Annual Conference in 1990 and for extending to us its hospitality. have also
noticed that, on these occasions, it is usual to conclude by displaying one's
mastery of the language. Let me therefore, offer, as my own modest
contribution, only arrived at after ,he most intensive coaching, Go n-éirf go
geal leis an gcomhdhAil.

1 t;
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INTRODUCTION TO BOB a problem solving package

Leslie Caul and Lilian Greenwood

BOB is a computer program that was writter) to help children develop
problem solving skills. The package began "life" as a practical example of a
compiler for use with GCE Computer Studies students. Younger children,
however, became interested in the problem solving aspects of the package.
The present version of BOB asks users to write programs as solutions to a
series of problems of increasing difficulty.

This paper places BOB into two main theoretical contexts. On the one
hand, Seymour Papert's (1980) belief in the value of computers in the classroom
is used to determine both the principles underpinning the design of the package
and its value in the school curriculum. On the other hand, the evaluation of the
package is treated as problematic. This approach was allowed to evolve over
the course of an academic year as BOB was introduced to schools.

Three schools, 2 secondary and 1 primary used BOB in their "normal
curriculum." In all 53 children used the package on BBCs and COMPACTs as
an integral part of the normal school curriculum. Children spent around 2 forty
minute periods a week working on BOB. In the course of this evaluation BOB
was seen lo be influential in encouraging children to plan their work carefully
and as an aid to the development of good keyboard skills. Younger children
were very keen to use the package and to work through the problem solving
exercises quickly. Unlike Papert's work, BOB tends to suggest that teacher
support and good sensitive control of the exercises were essential for success.
BOB made a contribution to understanding the role of programming in the
curriculum and indicated that relatively young children were able to cope
adequately with a"Jstract problems.

Classroom Application

The application of BOB in the ordinary classroom situation was an
exciting and challenging experience. BOB was introduced to 3 schools
Bruslee Primary School, [Arpin Junior High School and Forthbridge High
School in a classroom context. However, classroom applications are not

S
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without their difficulties. Two issues arise for critical comment. Firstly, the
organisation of the classroom and learning sequences are of prime importance
in using the package. Bruslee, a two teacher school, was ideal in that the
children were comfortable in working in groups and as individ als. This was
very apparent in some of the sessions in the school when the children were
working on BOB. Nevertheless, not all classrooms lend themselves so readily
to this style of approach. In this context the number of machines and the
machine user ratio was important. In Bruslee Primary School this ratio was
4:1, Lurgan Junior High School 6:1 and at Forthbridge High School a netv-ork
was used. When one of the COMPACTs at Bruslee was out of action the
pressure on the other machines increased immeasurably.

It is not an easy task to encourage children socialised to "received
knowledge" to work on their own independently of the teacher. Yet, the role of
the teacher is paramount to the success of introducing children to programming
skills. In this instance the evidence contained in this paper suggests a
formative and positive role for the teacher. In Bruslee Primary School there
was a tendency for the quicker children to race ahead and to apparently not
require much teacher intervention. Also the difficulties the younger children
experienced together with the lack of progress of slower children necessitated
and captivated much of the teacher's time. Some of the work of the quicker
children became "slip-shod" and at times extremely careless. There was a
growing tendency among all the children for competition to develop to see who
was furthest on in the exercises. This further increased the propensity towards
careless work.

There s a clear role for the teacher in introducing children to
programming skills. Firstly, working with BOB required a strong commitment
on behalf of the teacher regarding problem solving and the use of the micro.
Where less than full commitment was evident children tended to lose interest
quickly. On the other hand earlier work shows amply what can be achieved in
an active and well supported school. Secondly, and as indicated earlier the
teacher must be comfortable with a form of classroom management that
facilitates a flexible approach to learning. Many teachers in Northern Ireland
would have considerable difficulties with an "open learning approach."
Thirdly, the teacher must, if programming skills are to be mastered, have more
than a sympathy for this type of approach. If the teacher does not fully
understand the complex issues involved difficulties can arise.

Of the three .;chools involved in the project Bruslee Primary School (25
pupils), the only primary school, proved to be must successful. Forthbridge
High School (1-/ pupils), because of the lack of support, could not motivate its
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group of girls to become interested in the package. A group at Hopefield High
School, who worked with BOB outside the formal curriculum lost interest
quickly. This group, therefore, has not been included in the evaluation. The
boys at Lurgan Junior High School (11 pupils) apparently completed the set of
examples; however, they were unable to demonstrate a degree of competence
when visited in June, 1989. The primary school "survived" probably through
the persistence of the Principal and the energy of the writers.

The inter-relation of good computer techniques, programming skills and
proble n solving strategies provided a "powerful environment", yet one which
made .onsiderable demands on the teacher as well as the pupils. It was only
throu) h continual and concentrated support that programming skills and
problf:ra solving can apparently flourish in the classroom.

The package was introduced in the cli:ssror,m to children with a wide
band of ability. Those children who did not score highly on Raven's
Progressive Matrices had difficulty. Normally children whose scorers fell
below the 75th percentile on the Raven's Tests found the programme difficult.
In this context the sample was composed of groups wheiz. 40% of the Bruslee
sample, 80% of those children at Forthbridge and all the boys at the Junior High
School were placed above the 75th percentile on Raven's Progressive Matrices.

The Development of Cognitive Skills

There was a continual reluctance in two of the schools to test solutions
adequately. This may have been due to the competitive spirit that developed
among children to see who was furthest on in terms of the examples in the
User's Guide. Many of the "abler" children continuously raced ahead.
However "testing" was to many users a new concept and particularly one they
did not come into contact with regularly in school. The children were also
reluctant to "re-cycle programs." This failure to build on previous ideas may
also be a legacy of a set of dominant classroom values.

Some children had difficulty with the idea that there could be different
correct solutions to the same problem. If a child saw a different solution to
their program, that child was often reluctant to "enter" their ideas into the
computer. Again deeply held "positivistic" school-formed values may have
been influential in shaping children's thought patterns.

There was a continuing tendency in children's work for the solution to be
built from primitives and not procedures. Users tended to see repeating
patterns as procedures. They had, however, difficulty in the construction of
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procedures; often children tended to think initially in .terms of the language
kBOB). They did not grasp the use of the language as a problem solving tool.

A general problem was evident among children. They all had problems
with WHILE...DO statements. This continuous loop was a fundamental
departure from both the other constructs of the language and many of the
concepts generally encountered in school.

Those children who successfully worked through the USER'S GUIDE,
were normally children Mu) scored around the 75th percentile on Raven's
Progressive Matrices; not the majority of users were able to display the capacity
to break down a problem, plan a solution, write a program, test it manually and
at the computer. Most children, however, were good at "debugging" and traced
through their programs effectively. Time did not allow further work with some
of the slower children and it is difficult to formulate ideas about this group of
children's progress and development.

In general terms an evaluation of BOB can be discussed under the
following headings (see Caul and Greenwood 1989 and Greenwood and Caul
ESAI Dublin 1989). The work undertaken over a period of four years was
qualitative in nature and reflects the main concerns of Papert in his analysis of
classroom based research that 'good work does not necessarily need empirical
justification; however this does not absolve the authors from the need to support
their main contentions.

1. To what extent do children improve their problem solving skills using BOB?

The package provided users with a structure for problem solving. This
approach was both implicit and explicit to the package and the language. BOB
required users to:-

(a) Read and comprehend a problem.

(b) Break down a problem into smaller parts.

(c) Plan a solution in English.

(d) Write a program using BOBs language constructs.

(e) "Enter and save" a program using a word processor.

(f) Use the operating system.
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(g) Test the solution for all cases.

(h) "Debug" and amend the solution where necessary.

The package was largely successful in helping users internalise the
structure of the problems introduced in the project. Many children were able to
demonstrate an ability to break down problems into constituent parts. Users
varied, however, in the degree of success they achieved in some aspects of their
work. The question remains as to what degree of transaction exists between
tivt specific use of the package and curriculum in general. Cross curricular
work, IT, keyboard work and computer confidence was positive. This was
demonstrated by the children's confident use of the computer and the display of
keyboard mastery that rapidly became an integral part of classroom life. It was
stimulating to see children who thought that a computer was a fundamental part
of learning and available as individualised resource that could be used in the
same way s a calculator or indeed a reference book.

2. Can children, using BOB, develop problem solving skills without direct
teacher intervention?

It is in this area that the evidence collected over the last year is
unequivocal. Teacher intervention was essential for the successful operation of
the package. "Help" was not required primarily as support, rather as a means
of ensuring that programs were successfully operated and adequately tested. It

is in this aspect where BOB needs to be strengthened. A mechanism must be
found to stop users racing ahead with examples before they have been
thoroughly tested and checked.

3. Do individual children have a specific.approach to problem solving?

Two variables were important in answering this question. Firstly, the
package imposed a model of thinking on users. In this context there was little
scope for self-expression in problem solving. Secondly, strong teacher
intervention demanded good planning. proper procedure names, structured
programming and thorough testing. Where this variable was absent users
tended to be "all over the place" with regard to their work.

4. Are children with higher IQs better problem solvers than children with
lower IQs?

There was little doubt that the package enabled children to explore
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complex and difficult issues. However, in almost all cases children who scored
highly on Raven's Progessive Matrices were more successful problem solvers.
However, IQ scores (AI-14's) were not as powerful as discriminators as were the
problem solving tests. Children scoring about average on AH4s were not
always good problem solvers as shown by BOB while Raven's Tests did
discriminate between users at both the primary and at the secondary levels.

5. What age range of children would benefit from working with BOB?

If Piaget's (1955) theory is correct in all cases then the package would be
valuable to pupils of 14+ years. This, however, was not the case in schools.
Children of 8 and 9 years benefited from using the package. The most able
problem solver was 12+. Clearly the goals of using the package influence how
the package is used. In most cases the influence of the classroom teacher was
of paramount importance.

Children's Learning and IT ; a new agenda for research

IT poses a range of f,roblerns for teachers in evaluating its potential for
schools. In particular there is no specific theory of CCI (Children Computer
Interaction). Part of this deficieucy romes from a lack of imagination on the
part of teachers in IT in schools. Certainly it is difficult to conceive of a need
for new theoretical principles when schools use slew computers and inefficient
software.

Yet concern must be posed in terms of IT that will attain i more
sophisticated level of application. Such systems may require the use of new
concepts of intentionality and meaning in understanding children's use of them.
Such uses may not lend themselves to any of the - as yet new - post-Piagetian
conceptualisations of learning. (see Driver, R. and Scanlon. E. 1989).

While as yet incomplete, cognitive sciences seem to offer a means of
decoding Children's Computer Interaction. Firstly as Scaife (1989) argues that
these sciences offer techniques for producing situations that can be directly
investigated in terms of IT and learning. Secondly, cognitive science offers a
range of concepts that can be used to model those learning processes and a
vocabulary for communicating the nature of a child's understanding of IT itself.

A 1 offers an exciting prospect for educational purposes, as does
Hypermedia. The use of microworlds can remove some of the strictures on
children's thinking and reduce to some extent limitations on self-discovery. As
in this account of BOB the learning experience can be structured to build on a



15

small stock, or should we say stack, of primitives to a fuller representation of

the cognitive domain. In theory there can be a sensitive mapping of the child's
mental model and the.contingencies contained in the program (see Greenwood

1989). As described above children can work at their own speed, build up
procedures from simple rules and enhance their reasoning capacity.

However, how are we to model such learning? The use of a
programming language such as BOB or LOGO in the more conventional sense
can make precise our understanding in a variety of learning situations. For
example, BOB enabled the authors to compare the thinking of children of
different ages and abilities. Previous studies of IT have seen the computer as a
variable in the learning situation in the same way as psychological theory
defined its constituent parts (see De Corte's evaluation of the application of
LOGO on the classroom). However a more imaginative and creative approach
could begin to conceptualise the computer in a novel and sensitive way. BOB

has been illustrative of an approach that was conscious of both the
psychological issues and the process of modelling solutions. Yet BOB was
unable to successfully marry both concerns in a convincing manner.

The future of IT in education depends upon the interaction between
children's developmental skills and the design of modelling systems. The next
phase of our work must explore and elaborate an extension of the basic
theoretical issues of learning. While BOB enabled an articulation to be
grounded in classroom practice, further research needs to reflect more
sensitively ideas from computer systems and from human learning theory.
Such an analysis should address the characterisation of a learning system and
the internationalisation of its properties. Thus educational theory may
influence computer science and not, as has been the case the reverse.

An Explanatory Note on IT

The proposed introduction of IT into Northern Ireland schools as a cross-
curricular theme (The Way Forward 1989) introduces a series of new questions
about the utility of programming packages such as BOB. The Common
Curriculum in Northern Ireland apparently settles the formerly on-going debate

about Computer Studies and Programming. Only the most able children will
be expected to write simple programs (IT curriculum target Level 2) and edit

work on a word processor. This curriculum target clearly calls into question
the utility of a "BOB like package" which aims to introduce all children to
programming skills. However, it would appear to be both presumptuous and
indeed foolish to disregard the influence of Papert and his claims for children

and computers in the classroom. Given all the limitations of using BOB in the

4
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classroom the outcomes are more optimistic than they are pessimistic.
Children benefited in many and various ways from using the package. Can we
deny children the chance of such liberation from the dominance of the machine.
Programming in a simple language such as BOB can be a good classroom
disciplire. It develops both thinking about computers and introduces good
keyboard skills.

The development of cognitive skills using BOB was heavily influenced
by the ability, sensitivity and energy of the classroom teacher. The package
was not "powerful" enough on its own to justify or to approach any of the
claims Papert made for the application of computers in schools. That is not to
say that BOB was unsuccessful, but rather to argue that although qualitative
changes occurred in children's thought, the computer alone and BOB were only
a small part of the construction of the total experience. As one teacher said:

"It's amazing what you can do with a 4 by 4 grid"

If you would like more information about BOB and how our work is
progressing contact Lilian Greenwood at the University of Ulster at
Jordanstown .

4. 7
A:, t)
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COPING WITH IMPERSONAL ORIENTATIONS
IN STAFF DEVELOPMENT DESIGNS

M. Barry

Many of the skills used by workshop designers are not readily shared
among members of the education profession. While almost all educators have
had a curriculum course along the way, these courses provide no special skill
guidelines for sequencing and designing training programs for adult learners.
Knowing what problems to anticipate makes good sense. Andrews in his 1979
discussion of workshop design discusses the usefulness of anticipation and the
ability to cope with problems likely to come from learning orientations with
groups) Use of type theory from the Myers-Briggs Type Indicator to help
understand the likely reactions of participants in staff development can be
extremely helpful. Principals and school administrators are found to have
many common personality preferences as do specific groups of teachers. This
group sharing of personality traits among teachers and among principals and
administrators is not, however, inclusive. The aforementioned commonalities
within the differences between groups are measurable using the Myers-Briggs
Type Indicator.

In this discussion a context is developed for describing the Myers-Briggs
Type Indicator for learning preferences and personality orientations. A focus
on the characteristics of impersonal orientation is made. And finally, strategies
essential to the design of staff development activities for those who share the
impersonal orientation characteristics are delineated.

Explanafion of the Myers-Briggs Type Indicator

In the 1950s Isabel Myers and her mother, Katheryn Briggs, devised the
Myers-Briggs Type Indicator (MBTI), an instrument which identifies sixteen
different patterns of personality characteristics and preferences based on Carl
Jung's theory of type. Since that time, the MBTI has been thoroughly
researched with millions of individuals. The MBTI has been correlated with
cognitive style, vocational preference, Scholastic Aptitude Test scores,
diagnostic problem solving abilities, job performance, job environment,
teaching style, management style, and executive personality profiles.'
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The purpose of the MBTI is to depict and interest individual differences
and their relationship to the theory of psychological types as described by Carl
Jung in his 1921 book, Psychological 7Ypes. The MBTI has been reviewed,
revised, validated, and honed to efficiency while being used. For example, the
present Form G of the MBTI consists of three parts, the first part requires the
following type of forced choices:

1. When you go somewhere for the day, would you rather
(a) Plan what you will do and when, or
(b) just go?

2. If you were a teacher, would you rather teach
(a) fact courses, or
(b) courses involving theory?

The second part of the MBTI consists of word pairs from which one must be
chosen for greater appeal:

27. (a) scheduled
28. (a) gentle

(b) unplanned
(b) firm

In the third part the respondent answers questions according with those feelings
which are closest to their own:

72. Would you say you
(a) get more enthusiastic about things than the average person, or
(b) get less excited about things than the average person?

73. Do you feel it is a worse fault to be
(a) unsympathetic, or
(b) unreasonable?

The directions for the MBT1 emphasise the fact that there are no right or wrong
choices and that all preferences, attitudes and resultant types are valuable:

PURPOSE: This is a set of questions for finding out how you like
to look at things and to go about deciding things. The questions
are not important in themselves but your preferences are, because
these preferences make people different in a lot of valuable ways

interested in different things, good at different things, and likely
to enjoy and succeed in different kinds of work.
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It is easier to live and work and get along with people if you know
about these differences and how valuable they can be.

The MBTI produces a self-report which contains and explains the four
basic separate indices: Extroversion--Introversion (EI), Sensing--Intuition
(SN), ThinkingFeeling (TF), and JudgementPerception (J?).3 It also
describes the personality type into which the respondent falls. The respondent
is free to accept all or part of the basic description as part of his/her self-portrait
or to reject the description alltogether. For the great majority of MBTI takers,
the reaction is a definite acceptance and a feeling that at last someone
understands me.

Overview of Jung's Theory of Psychological Type

A Major part of Jung's theory of type is his division of people into
complementary attitudes, Extroverted (E) and Introverted (I), and orientations
to the outer world of Judgment (J) and Perception (P). Jung's theory also
consists of four functions, S,N,T and F. these functions are subdivided into
perceptive activities--Sensing (S) and Intuition (N) and two kinds of judgment--
Thinking (T) and Feeling (F).' Jung when speaking of the effect of differing
personality types explained that everyone's perception and cognition are
subjectively conditioned. He described the Introvert attitude as "the world
exists not merely in itself, but also as it appears to me."' Another good
example of Jung's type theory is seen in this reference to the attitudes:

The attitude types . . . are distinguished by their attitude to the
object. The introvert's attitude is an abstracting one; at bottom he
is always intent on withdrawing libido from'the object, as though
he had to prevent the object from gaining power over him. The
extrovert, on the contrary, has a positive relationship with the
object. He affirms its importance to such an extent that his
subjective attitude is constantly related to and oriented by the
object. The object can never have enough value for him, and its
importance must always be increased.'

According to Jung, the primary functions, thinking and feeling, sensing
and intuition, as defined in type theory, cannot contradict. One primary
function must always be clear and "the presence of a second function of equal
power is naturally ruled out." The secondary functions can, however, be
readily paired with primary functions if the relationship is not antagonistic. In
fact, it is the pairing of the primary functions which results in the whole person.
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The resulting combinations present the familiar picture of, for
instance, practical thinking allied with sensation, speculative
thinking forging ahead with intuition, artistic intuition selecting
and presenting its images with the help of feeling-values,
philosophical intuition systematising its vision into
comprehensible thought by means of.a powerful intellect, and so
on.'

Personality Types as Defined by the Myers-Briggs Type Indicator

Sixteen types are derived from the attitudes, functions, and perceptive
activities delineated in Jung's theory of type. Gordon Lawrence in People
Types and Tiger Stripes, a book written for educators about die MBTI, reports
the following shorthand versions of the preferences and resulting types. This
article is concerned mainly with those preferences which appear in the bold-
faced type below:

The Person interest flows mainly to

EXTROVERSION, the outer world of actions, objects and persons.
Or

INTROVERSION, the inner world of concepts and ideas.

The Person prefers to Perceive

SENSING, the immediate, real, practical facts of experience and life
Or

INTUITION, the possibilities, relationships, and meanings of experien .

The Person prefers to make judgements or decisions
THINKING, objectively, impersonally, considering causes of events and where
decisions may lead.

Or

FEELING, subjectively and personally, weighing values of choices and how
they matter to others.

The Person prefers mostly to live

JUDGEMENT, in a decisive, planned, and orderly way, aiming to regulate and
control events

3
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or

PERCEPTION, in a spontaneous, flexible way, aiming to understand life and

adapt to it.

The sixteen types, briefly:

ENTI, intuitive, innovative ORGANISER;

ESTJ, fact-minded, practical ORGANISER:

INTP, inquisitive ANALYSER;

ISTP, practical ANALYSER;

ESTP, REALISTIC ADAPTER-material things;

ESFP, REALISTIC ADAPTER-human relations;

ISTJ, analytical MANAGER-FACTS & DETAIL;

ISFJ, sympathetic MANAGER-FACTS & DETAIL;

ISFP, Observant, Loyal HELPER;

INFP, imaginative, independent HELPER;

ESFJ, practical HARMONIZER;

ENFJ, imaginative HARMONIZER;

INFJ, people-oriented INNOVATOR-ideas:

1NTJ, logical, critical INNOVATOR;

ENFP, warm, enthusiastic CHANGE PLANNER;

ENTP, analytical CHANGE PLANNER.

Impersonal Learning Orientation

This discussion is aimed at only one of the possible groups described by
the MBTI. Those teachers or administrators who prefer (1) thinking on a
thinking-feeling continuum, and (2) those who prefer sensing, for whom
practical facts are most important versus an intuitive preference for whom
future and new possibilities are important. These learner preferences am likely
to make up the majority of learner preferences in most groups of educators
attending staff development programs.

For example, in one Florida school district, all 31 principals indicated a
preference for sensing on the MBTI. And MBTI records at the Center for

31
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Psychological Type, at the University of Florida indicate that out of 1,024
elementary and secondary school administrators, more than one-half preferred
sensing and thinking. From the same source, sixty-two percent of 804 teachers
in an elementary school sample preferred sensing. Both educational
administrators and teachers easily have among their members more judgmental
types than those who prefer perception.' As learners, these people tend to
experience more succzss when told the objectives and how one is going to
achieve them. Judy Arin-Krupp, in her chapter on Staff Development and the
Individual, from a recent book published by the National Staff Development
Council, describes such learners and lists various strategies and practices which
are sensitive to their learning preferences.'°

Inservice Design Strategies

Below are listed some workshop design strategies which take into
account Jung's theory of type and the sixteen types as defined by the Myers-
Briggs Type Indicator:

1. Most persons attending training or inserv ice programs in education will
likely prefer a structured, logical, step-by-step approach to learning. A

minority will prefer to explore on their own and construct their own time
schedule.

2. Research articles and/or demonstrations that are consistent with the
concepts being learned will be valuable for influencing members who
prefer a logical and practical approach to learning.

3. The use of simulations is often perceived negatively unless they fit into
an overall sequence. Educators with impersonal orientations
participating in staff development activities will often view simulations
as not relating to content especially if they involve human interaction.

4. Educators who prefer an impersonal orientation do feel, but usually do so
after a logical process has been reviewed in their own minds. Feelings
are not easily discussed at first, but with a design that has a logical
sequence feelings can be explored and shared.

5. Educators who have strong impersonal orientations will need structure
and are likely to be critical at times in group discussion. Criticism
comes naturally and staff developers will need patience to allow these
nersons to express themselves and the courage to not allow the group to
become directed away from primary learning goals.

:3 2
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6. Early involvement of a faculty in staff development planning allows for
conflicting preferences or orientations to be negotiated before the activity
actually begins.

7. School principals may respond better to staff development proposals
from faculty or from outside persons if the staff de,elopment plan has
clear and rational objectives and a realistic and factual explanation.

8. In order to grow, all people need to learn both thinking and feeling
orientations. To carry out a truly challenging staff development project,
the planner(s) should incorporate both orientations. Resistance to
expressing feelings will be normal for many faculty members, but this
should not cause designers of staff development to avoid inservice
designs that include affective content.

In summary, the research obtained over the years from the Myers-Briggs
Type Indicator provides a context for assisting in staff development designs.
By identifying the learning preferences of participants, designs can be
creatively produced and sequenced into staff development programs which not
only meet the primary objectives but also satisfy the learning priorities of
subgroups. Finally, when the learning preferences of the subgroups are
considered, specific strategies can be employed and certain behaviours can be
anticipated which will assist in the overall success of the staff development
activity.

(,) 3
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TEACHING HIGHER LEVELS OF THINKING
IN ELEMENTARY GEOMETRY

Kay Johnson Gentile

It is widely acknowledged that a substantial portion of mathematics
curricula at all levels should consist of geometry (NCTM, 1989). Literally
meaning "earth measure," geometry is the study of spatial relationships of all
k'nds, relationships that can be found in the 3-dimensional space we live in and
on any 2-dimensional surface in this 3-dimensional space. Because geometry
is such an important part of the spatial world in which we live, it provides
educators with an opportunity to provide students with experiences which may
foster excitement and a commitment to explore and discover meaningful
connections to their geometric world.

Unfortunately, the teaching of geometry in U.S. elementary and middle
schools is currently approached in a haphazard fashion at best. All too often its
importance is not seen and it is either squeezed into the curriculum at the end of
the year, or simply left for high schools to worry about (NACOME, 1975;
Porter, 1989). When geometry is included in elementary mathematics, the
focus is mainly on low level thinking tasks, such as identifying and labelling
geometric figures (Kouba et al., 1988; Battista and Clements, 1988; Porter,
1989). There is currently little opportunity for students to develop conceptual
understanding of geometry and problem solving skills.

Geometry deprivation in American students was evident when the
International Association for the Evaluat:on of Educational Achievement (IEA)
discussed the results of the Second International Mathematics Study (McKnight
et al., 1987). Achievement for the U.S. was among the bottom 25 per cent of
all participating countries. The IEA went on to say that this was a reflection, to
a large extent, of teachers poor coverage of the geometry curriculum. Lack of
coverage, plus elementary curricula and instructional practices in which there is
little emphasis on the development of conceptual understanding and problem
solving, are usually cited as sources of the problem (Porter, 1989).

'The recently adopted Curriculum and Evaluation Standards (i.e.,
guidelines for reorganising mathematics curricula) from the National Council of



Teachers of Mathematics, addresses this issue by stressing the importance of
geometry in elementary and secondary curricula. Furthermore, the Standards
call for geometry curricula to emphasise the development of conceptual
understanding and problem solving skills in students.

The Van Hie le Model of Geometric Thought

The van Hie le model of geometric thought is a possible framework for
organising geometry curricula congruent with the spirit of the Standards. The
van Hie le model of geometric thought emerged from the doctoral works of
Pierre van Hie le and Dina van Hiele-Geldof. Pierre van Hie le's dissertation
formulated the levels and principles designed to help students gain insight into
geometry. Dina van Hiele-Geldois dissertation focused on a didactics
experiment to raise students thought levels.

Both Pierre and Dina, experienced mathematics educators in Montessori
secondary schools in the Netherlands, were disappointed by their students low
level knowledge of geometry. The van Hie les believed student success in
secondary geometry was dependent upon their (the students) ability to think at a
relatively high "level." In order to think at this high "level," students needed to
have had experiences in elementary geometry focused on lower level thinking
exercises and tasks. The van Hie les' research postulated that students'
difficulties with secondary geometry was a result of their lack of receiving
appropriate geometric instruction (i.e., instruction congruent with appropriate
levels of thinking for elementary students) in the elementary grades.

According to their theory, students progress through successively more
complex levels of thought in geometry (van Hie le, 1959; van Hie le, 1986; van
Hie le, and van Hiele-Geldof, 1984). Both the number and numbering of the
levels have been variable. In the following adaptation six levels will be used.
The rationale for this is twofold. First, although van Hie le's recent works have
described three rather than the original five levels, both empirical evidence and
pedagogy argue for maintaining finer del;neations. Second, empirical evidence
also suggests a level that is more basic than van Hie le's first level (Usiskin,
1982; Mayberry, 1983). The levels follow:

Level 0 Pre-recognition

At the pre-recognition level, students perceive geometric shapes, but
perhaps because of a deficiency in perceptual activity, may perceive only part
of a shape's visual characteristics. Thus, they are unable to identify many
common shapes. They may be able to discriminate between curvilinear and
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rectilinear figures but not among them. For example, they may see the
difference between a square and a circle, but not between a square and a triangle.

Level 1 Visual

At the visual level, geometric figures are recognised by their shape as a
whole, that is, by their physical appearance, not by their parts or properties.
Discrimination is based on sight alone, as opposed to cognitive reasoning. For
example, a student at this stage would be able to recognise a square, but not
recognise its properties (i.e. a square has four equal sides, four right angles, and
opposite sides are parallel). If you ask students why the figure is a square, they
would possibly respond that it is a square because it looks like a square.

Level 2 Descriptive/Analytic

At this level students begin to analyse geometric concepts. Through
observation and experimentation, they begin to become aware of the fact that
figures have certain special properties. If you ask students why the figure is a
square, they are likely to say that it is a square because it has four equal sides,
four right angles, and opposite sides :are parallel. However, they do not yet see
relationships between properties or interrelationships between figures (i..e they
do not yet see that a square is also a porallelogram and a rectangle.

Level 3 Abstract/Relational

At the abstract/relational ',evel, interrelationships of properties both
within figures (i.e. in a rectangle, opposite sides being parallel necessitates
opposite angles being equal) and among figures (i.e. a square is also a rectangle
and a parallelogram because it has all zhe properties of both) are recognised.
Students do not yet see how the logical order could be altered, nor do they see
how to construct a prcof starting from different or unfamiliar premises.

Level 4 Formal Deduction

At this level, students prove theorems deductively and establish
interrelationships among networks of theorems. They can also discern more
than one way of developing proof to a problem. Distinction between a
statement and its converse can be made.

Level 5 Rigor/mathematical

Geometry is seen in the abstract. Students can work in numerous
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systems that is, non-Euclidean geometries can be studied and different
systems can be compared.

(It should be mentioned that levels 0 through 3 are considered
appropriate for the study of elementary geometry, with levels 4 and 5
appropriate for the more formal study of geometry taught in secondary schools,
colleges and universities).

The theory has the following defining characteristics:

1. For students to function effectively at each level, they must have
learned the strategies of the preceeding levels. Progress from one
level to the next is more dependent upon instruction than on age or
biological maturations.

2. Concepts imPlicitly understood at one level become explicitly
understood at the next level. "At each level there appears in an
extrinsic way tl-at vhich was intrinsic at the preceeding level"
(van Hiele, P.M., 1984, p.246). For example, at level 1 (visual)
students could differentiate between a square and a rectangle
although they were not cognisant of specific properties. At level 2
(descriptive/analytic) students study the square and rectangle
allowing implicit conceptions to become explicit objects of study.

3. Each level has its own language. "Each level has its own
linguistic symbols and its own system of relations connecting these
symbols. A relation which is 'correct at one level can reveal itself
to be incorrect at another" (van Hiele, 1984, p.246). For
example, figures may have more than one name (class inclusion)

a square is also a speLial kind of rectangle. When a student is
at level 2 he does not sec that this kind of nesting is possible. At
level 3 understanding this notion is fundamental.

4. Problems occur when the student is at one levei of thinking and
instruction (e.g. curriculum materials, vocabulary of teacher, etc.)
is taking place at a different level. When this happens student
learning and progress may not occur.

Research conducted during the past ten years provided evidence
supporting the efficacy of the model for assessing student understandings of
certain geometric concepts (e.g. polygons) via levels of thinking (Usiskin,
1982; Burger, 1985; Burger and Shaughnessy, 1986; Fuys et al., 1988). It

`it
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also revealed that instructional mateiials could be designed to match levels, as
well as facilitate student growth through the levFtls (Burger, 1985; Burger and
Shaughnessy, 1986; Fuys et al., 1988). As . result of this accumulating
evidence, the call went forth for initiating future research projects which would
(1) devise level descriptors for geometric concepts other than polygons (e.g.
transformations, symmetry, measurement, etc.); (2) create elementary (grades
K-6) and middle school (grades 7 - 9) geometry curricula based on these level
descriptors; and (3) actually implement and test, in the classroom setting, the
effectiveness of van Hie le based curricula. The Clements/Battista Logo-Based
Geometry Project undertook all three of these challenges.

AN EMPIRICAL STUDY OF THE EFFICACY OF THE CLEMENTS/BATTISTA/
VAN HIELE-BASED LOGO GEOMETRY CURRICULUM

Method

The present study attempted to provide an evaluation of one strand the
motions strand of two curricula based on the van Hie le model. The first
curriculum was the Clements/Battista Logo-based geometry curriculum which
uses specially designed Logo computer programs intended to facilitate
advancement through the levels. The second curriculum was a specially
designed curriculum, exactly like the Clements/Battista curriculum, except for
the inclusion of non-computer activities (i.e. paper and pencil, tracing etc.) in
place of Logo.

Specifically, the study examined the effects of both these environments
computer and non-computer on 223 fifth and sixth grade students'

achievement in "motions" geometry. P-e design was a 3 x 2 factorial, with
independent variables being treatment and gender respectively. There were
three treatment groups:

1. Logo motions : treatment 1 three classes (two fifth grade
classes and one sixth grade class) instructed in the motions strand
of the Clemeius/Battista Logo-based geometry curriculum.

2. Non-Logo motions : treatment 2 three classes (two fifth grade
classes and one sixth grade class) instructed in the curriculum
using more traditional, non-cornputer activities.

3. Non-treatment convol three classes (two fifth grade classes and
one sixth grade class) receiving no instruction in motions and
serving as a baseline control group.
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The motions unit consisted of eight lessons focusing on properties of

symmetry, differentiating among the three motions (slides, flips, and turns), and
using motions to determine congruence of geometric figures. Figure 1 (from
the motions unit of the Clements/Battista curriculum) shows examples of the
three motions taught. Brief descriptions of the three motions follow:

Slide (Figure 1.A.) -- In a slide there is no turning. All points on the figure
are moved the same amount and the same direction. We see examples of
sliding motions in our homes in sliding doors and sliding drawers.

Turn (Figure 1.B.) To specify a turn, it is necessary to have a specific
direction (e.g. right or left, clockwise or counterclockwise), the amount of turn
in degrees, and the point about which the figure is being pivoted (i.e. the point
is technically called the turn center). Tuming a door knob or door key, or
winding a watch are common examples of a turn.

Flip (Figure I.C. A figure's flip image is like a mirror image with the flip line
being the perpendicular bisector of the segment that joins a point on the figure
to the same point on its mirror image. Whenever one motion results in the
mirror image of the original figure. that motion is a flip.

... slide .

image

Figure 1. A.

.ongmal

FIGURE I

. original

turn --,110.
flip line . center

Figure 1.0

. . .

image

4 1

turn image

Figure 1. B.
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Because the motions unit was designed to develop spatial visualisation
skills (i.e. via activities which required students to predict outcomes of motions
by mentally manipulating figures and then verifying their prediction by actually
performing the motions), the study also examined the relationship, if any,
between gender and spatial visualisation ability. From this 3 x 2 design,.
several hypotheses were tested concerning treatment, gender and their
interactions as follows:

1. Was there an effect uf treatment on achievement Ind level of
thinking?

2. Was there a difference in achievement and level of thinking
between boys and girls?

3. Did gender interact with treatment (e.g. do males perform
better in the Logo environment than females)?

The study began with the administration to all participating students, of a
two-part pre-test (i.e. an assessment measure of the Clements/Battista
curriculum designed to be an overall general achievement test in geometry) in
the fall of 1988, prior to beginning instruction in geometry. Scores from the
pre-test were used to establish whether there was equivalence among the classes
and treatment groups prior to the beginning of the study.

The two-week motions unit was taught during the Spring semester to the
two treatment groups (Logo and non-Logu). Upon completion of instruction in
the motions unit, the motions post-test (i.e. an assessment measure of the
Clements/Battista curriculum) was administered to all classes (the nine classes
in all three treatment groups) to assess knowledge of motions concepts,
including symmetry, identifying motions and determining congruency via
motions. Within three to four days after completion of the motions unit, the
author conducted thirty-six, 30 minute interviews with a subsample of the
population (six boys and six giriF from each of the three groups). The six-item
interview was individually administered with students being asked to think out
loud, explaining reasons for their responses whenever these were not clear.
Responses were classified according to level descriptors (based on van Hie le)
with disagreements discussed until consensus was reached. Finally, the
motions post-test was re-administered as a retention measure to all groups one
month later.

Thus student achievement was determined by assessing two dependent
variables : (1) knowledge of motions geometry as defined by items correct on
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the motions post-test and retention test; and (2) level of thinking as determined
by student responses on the interview items.

Results

A modified presentation of the study's results will be presented here.
(For an in-depth documentation see Johnson-Gentile, Clements, Battista, in
preparation). As mentioned previously, the pre-test was administered to all
subjects to ascertain whether the groups were equivalent before the treatment
began. Pre-test data demonstrated both treatment and gender equivalency as
neither main effects nor the interaction were statistically significant.

The motions post-test and retention test were scored with a number of
correct items being the dependent measure (with a maximum possible score of
42). Group means and standard 'eviations were calculated. A 3 x 2 x 2
ANOVA revealed a significant treatment effect with the Logo and non-Logo
groups superior to the non-treatment control group on both the post-test and the
retention test. In regard to gender, results showed no significant difference
between boys and girls, nor was there any interaction between treatment and
gender.

The ANOVA also revealed no significant main effect for time, but a
significant interaction between Treatmeri and Time with Logo scores proving
superior over time as shown in Figure 2. (Again, for a detailed discussion of
the treatment x time interaction see Johnson-Gentile, Clements, Battista, in
preparation).

4 3
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Interviews conducted with the 36 student subsample revealed that both
treatment groups (Logo and non-Logo) performed at a higher level of
geometric thinking then did the control group; Logo students performed at a
higher level than the noncomputer students on four of the six interview tasks,
noncomputer students performed at a higher level on one. (For a detailed
description of interview data see Johnson-Gentile, Clements, Battista, in
preparation).

Discussion

Regarding the specific hypotheses of this study, results revealed the
treatment to be effective. Both treatment groups (Logo and non-Logo) proved
superior to the control group on motions tests, as well as the interview
dependent measure (level of thinking). There was no opportunity in this study
to compare these treatment results with other curricula, so no conclusion can be
drawn about the relative efficacy of these treatments. The main reason for this
is that in the schools studied, motions geometry was not being taught, except of
course, in the Logo and non-Logo treatment groups. Keeping that restriction
on generalisability of results in mind, the study demonstrated the following:

1. that the level descriptors can be devised for "motions" applicable
to fifth and sixth graders;

2. that curricula can be devised which help students advance at least
to level 2 for motions;

3. that motions levels, as well as advancement through these levels,
can be diagnosed and measured both qualitatively and
quantitatively via test and interview items; and

4. that both Logo-based computer curricula, as well as more
traditional curricular methods can facilitate both learning of
motions concepts and student advancement through "motions"
levels of thinking.

Finally. the significant treatment x time interaction suggested that the
Logo-based programme may have a retention advantage over the non-computer
curriculum. This finding needs to be replicated, however, to establish its
reliability, as well as the reasons for its occurrence.

These findings appear most encouraging. Mathematics educators who
are looking for innovative curricula and instructional techniques which may
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actualise the objectives set forth in the Standards may take heart for several
reasons. First, progress is being made in finding reliable ways to measure
levels of thinking. It is possible, for example, to categorise children's
geometrical thinking into the various hierarchical levels of the van Hiek model.
Second, it is possible to design theory-based approaches to facilitate students'
cognitive growth (as measured by progress through successive levels of
thinking).

Third, a variety of approaches to teaching geometric thinking seem
promising, with computer-based approaches like the Clements/Battista Logo
curriculum particularly promising and visually exciting.

Finally, it is perhaps most exciting to think that with the publicity of the
Standard, development of new technologies, and serious work on curricula,
instructional packages should continue to improve. The challenges are great,
however. Teaching children so they move from van Hie le level 3 to level 5
may be more difficult than or at least different from helping them move
from Level 0 to level 2. And educating wachers, particularly those who are
unfamiliar with problem solving approaches and computer technologies, may
require tremendous and continuing efforts in staff development.

There is, I believe, an ancient Chinese curse that goes something like,
"May you live in interesting times." In regard to mathematics education, these
are certainly interesting times to be living in. Perhaps the next generation of
research and development will inform us as to whether it was curse or blessing.

.1 6
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Irish Educational Studies, Vol.10, No.1, 1991

GENDER ISSUES IN CLASSROOM DYNAMICS :
THE NEED FOR RESEARCH AT SECOND LEVEL

Joan Hanafin

Until recently, there has been little published research on gender issues at
second-level schooling in Ireland. Issues which have been addressed include
gender differences in pupil partkipation in examination subjects (Hannan,
Breen et al., 1983); the hidden curriculum (Lynch, 1989); the relationship
between subject specialisation at second level and third level field of study
(Clancy, 1989). However, a number of themes recur in the literature
elsewhere, particularly in the area of gender differentiated classroom
processes and the hidden curriculum, which have not been addressed in this
country. This paper aims to outline some of these findings and to suggest why
so little similar research has been undertaken in Ireland.

Classroom Interaction

Teacher-pupil interaction

Gender-differentiated classroom interaction has been the focus of many
small-scale, non-participant observational studies and there is almost universal
agreement among researchers that boys are the focus of attention and activity in
mixed-sex classrooms.' It has been suggested that teachers ask questions more
often of boys than of girls, spend more time reinforcing or rewording questions
for boys than for girls and ask more higher-order questions of boys than of
girls.

Teachers are more likely to praise the academic content of boys' work
ana the presentation of girls work and to criticise boys for presentation faults
and girls for academic content. It has also been suggested that teachers give
boys more feedback about their work than they give girls.

Pupil-teacher interaction

When pupil-initiated contacts were investigated, it was found that, in the
mixed-sex classroom, boys initiate more pupil-teacher contacts, ask more
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questions, engage in more social interactions and conduct more class business
than girls do.

Pupil-pupil interaction

Boys behaviours in the classroom may serve to diminish girls' active
classroom participation in the mixed-sex classroom. This may take the form of
calling out answers to questions asked of the whole class, what Mahony (1985)
calls monopoly of linguistic space. Mahony suggests that monopoly of
classroom linguistic space may also be achieved by non-verbal means, i.e. by
style and gesture. Mahony cites such actions as putting down pens, folding
arms, leaning back in chairs, looking deliberately bored, groaning and sighing if
a girl gives more than a monosyllabic answer.

(1987) supports this view, saying that there were many instances of
boys using ridicule to silence girls : groaning when girls asked a question or
calling the girls stupid. Kelly found no examples of this sort of comment
directed at boys by girls. Her Majesty's Inspectorate at the Department of
Education and Science (UK) found that boys may intimidate girls by mocking
them for their perceived lack of expertise in science laboratories (H MI, 1980).
They quote girls saying that "clever boys make us feel stupid" although they
point out that these girls were, in fact, "able, two of the six aiming for medical
school."2

I3oth HMI and Kelly felt that teachers' strategies for dealing with ridicule
and verbal abuse were inadequate and that teachers generally failed to take a
firm disciplinary line and support the female pupils. One reason put forward
for this was the likelihood of boys becoming "fidgety" and disruptive if
teachers gave girls a chance to speak.

Teacher Awareness of, Concern for and Expectations of Pupils

An Israeli study (Bentsvi-Maye; et al., 1987) asked a group of teachers
and student teachers to nominate their most noticeable pupils regarding ability.
achievement, behaviour and teachers' preoccupation with them.

Teachers perceived boys as being more prominent in almost all
categories identified. More boys were nominated as being outstanding pupils
in general and in mathematics in particular. More boys were nominated as
possessing overall high potential. Boys caused the overwhelming majority of
discipline problems. (The question of discipline is also raised in an overview
of research carried out in American elementary schools. Lindow et al. 119851
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note that the research shows rather consistently that teachers give more
attention to boys than to girls and that "much of the contact with boys tends to
be negative; it is managerial and disciplinary in nature").3

More boys appear to occupy the minds of teachers after school hours.
Girls were outstanding only in two categories : teachers were more likely to
nominate girls as being outstanding in verbal/literary subjects and as being
competent in social activities. They found no difference between teachers and
student teachers in their responses. They also found that teachers of the
youngest age-group already revealed highly significant gender differentiation in
the way they perceive girls and boys as outstanding students.

In another study (Stanworth, 1981), teachers were asked about their
expectations for their pupils' future educational and occupational status.
Teachers' predictions of what female pupils might be doing five years from the
time of the interviews did not match either the girls' academic standing or the

girls own aspirations. Intelligent girls performing well at school who were
themselves ambitious about their future careers were not considered by their
teachers to have a future outside of a traditional sex-stereotyped role.

Occupations seldom ranged beyond secretary, nurse or teacher; and
marriage and parenthood figured prominently in teachers' visions of the futures
of their female pupils. Boys, on the other hand, were seen in jobs involving
considerable responsibility and authority, even those boys in danger of failing
their examinations. Marriage was scarcely an issue at all in teachers'
predictions for the future of their male pupils.

In the same study, teachers were found to be twice as likely to express
concern for male pupils than female pupils and three times as likely to express
an attachment to male pupils. When asked about concern for pupils who might
fail their examinations, only boys were mentioned. This trend was much more
pronounced among male teachers than it was among female teachers.

Pupils may also be aware of such gender-differentiated teacher
behaviour. Both female and male pupils in Stanworth's study reported that, in
class, boys receive more attention from teachers than do girls.

Teachers themselves, however, may not be aware of their gender-biased
behaviour and attitudes where they exist. Morse and Handley (1985) report
that teachers did not consciously seem to treat students differently nor were
they willing to admit that they might be treating the pupils inequitably.
Fennema and Peterson (1985) noted that teachers were very reluctant to look at
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their behaviour towards boys and girls as opposed to their behaviour towards

individuals. Elsewhere, female teachers thought that they were eiater making

no distinction between girls and boys or else that they were especially
encouraging the girls (Crosstnan, 1987). Where teachers were given evidence

of research, some were already aware of it and "took a fatalistic attitude to it,

others disputed it hotly.'4

Some researchers suggest that when teachers are aware of the likelihood

of their devoting more time to male pupils than to female pupils, they either do

not or cannot distribute their attention more equitably. Spender (1980) reports

a failure to devote equal amounts of time to girls and boys in the classrooni
although consciously trying to do so. Again, boys becoming dismptive and
discipline problems were cited as a factor. Sarah (1980) suggests that teachers

may find that they spend a lot of time focusing on boys who are misbehaving
while ignoring girls who are getting on with their work. Sarah also points out

that constantly reprimanding boys for misbehaviour may serve to reinforce their

assertiveness. Clarricoates (1980) reports that teachers allowed boys to engage
in behaviour that was considered completely unacceptable for girls because it

was seen to be aggressive and unfeminine and adds that girls, it seems, are
being taught in school what is and is not appropriate and acceptable behaviour

for them and this behaviour differs from what is taught to boys.

Teaching Style

Teaching style has also been given some attention as a means of
inhibiting or damaging on the one hand, or encouraging on the other, successful

learning and as an area where gender differentiation occurs. It has been
suggested that different kinds of interaction teach different skills.

Reporting on the GIST project, Kelly noted that while the overall number

of interactions in the project did not differ for girls and boys, the interactions

were of a different nature. In the practical lesson, the teacher spent a lot more
time helping the girls, appearing in some cases to set up the apparatus for them

rather than letting them do it themselves. This was in sharp contrast to the
question and answer part of the lesson where boys were far more likely to be

chosen to answer a question than girls were. Kelly writes that "the distinct
impression from this lesson was that the boys knew the answers and the girls

couldn't do the practical."'

Fennema and Peterson (1985) examine how differential interaction
affects girls' performance in mathematics. They contend that to develop the
skills to perform well on tasks of high cognitive complexity, an individual must
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participate in autonomous learning behaviours which it.clude choosing to do
high-level tasks, working inderendently at them and persisting until such tasks
are satisfactorily completed. Factors outside of school at home, among
peers, through the media provide girls and boys with differential
opportunities; but factors in school, such as the nature of the contact between
the rapil and the classroom teacher, also affect chances for independent action.
Some types of contact enhance autonomous behaviour, but females are not as
likely as boys to have those contacts, they say.

Gender differentiation in pupil assessment

Research in tilt: area of mathematics and science, particularly in the
physical sciences, has been undertaken by many interested in gender issues
because of widespread reportage of underachievement among girls in those
areas, particularly in terms of participation.

Boys are reported by teachers to be more interested in, more likely to
continue to study and better at science subjects. Research by Goddard-Spear
(1987) indicates that teachers may be magnifying certain differences through
gender-based assessment of their male and female pupils.

Goddard-Spear found that for identical written work, science teachers
awarded higher marks to boys than to girls. Based on the same evidence
science teachers formed higher expectations for boys than for girls. Work
attributed to a boy received a higher rating for "richness of ideas" in all
samples.

A "boy" author was also judged to display greater interest in science and
greater suitability for 0' level physical sciences. The variable "suitability" for
'0' level was included as a direct indicator of teacher expectation. This
variable favoured boys on all comparisons.

In the majority of the samples a "boy" author received higher mean
ratings for "scientific accuracy," "organisation of ideas" and "conciseness."
The only work characteristic on which girls were favoured was "neatness."
They received higher mean ratings for five of the six judgments of "neatness."

There was a clear tendency on the part of teachers to overrate the work of
a boy compared to that of a girl, i.e. work attributed to a boy received a higher
mean rating than the same work when attributed to a girl.
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Implications

The net result of the issues outlined above remains unquantified. We

can reasonably say, however, that relative to boys, girls are disadvantaged in the
mixed-sex classroom in many ways. They may receive reduced teacher
attention, be afraid to seek information and lack confidence, have fewer verbal
roles open to them, have reduced access to equipment, be used as a negative
reference group and be differentially assessed.

To enable us to make comparisons with the findings of other countries,
similar research is a matter of urgency here and, if the findings outlined here are
replicated, intervention programmes, including pre-service and in-service
training which have been successfully used elsewhere, should be investigated
and implemented.

Why no comparable research in Ireland?

Researchers of gender issues in education in other countries span a broad
range of topics which include conceptualisation of gender and theories of
gender difference, defining equality of opportunity, and the interface of class,
race and gender as well as investigating the processes of teaching such as
gender dynamics in classroom interaction and the hidden curriculum. Why,
then, has there been such a dearth of research on gender and education in
Ireland?

Firstly, there has been, until the last decade or so, a relative lack of
research in education matters generally.' Kellaghan writes that "it is a measure
of the quality and influence of thought on educational matters during the period
that in the volume Unequal Achievement : the Irish experience 1957-1982.
the subject of education did not merit a chapter.'7

O'Sullivan (1989) examines the character of Irish educational ideas and
finds Irish educational thought to be conceptually and analytically weak,
paradigmatically insulated and ideologically domesticated. Secondly, gender
inequality in society is largely invisible and when that factor is added to
"impoverished educational thought"' it is hardly surprising that the result is a
lack of research into gender issues in education.

Where discussion of gender issues in education has taken place, it has
been in the context of equality of educational opportunity and unequal
outcomes, an issue which came to prominence almost thirty years ago.
O'Sullivan states that the Irish experience, in introducing educational

ti
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innovations to promote equal opportunities, differed dramatically from the
European experience where these innovations were accompanied by intense
ideological debates.

Attitudes regarding appropriate gender roles and behaviours were so
entrenched at the time these innovations were put in place, beginning with the
late sixties, as to be invisible and they remained invisible for quite some time, a
fact clearly illustrated by the discriminatory tripartite salary scales (women's,
single men's, married men's) still in operation in the public service ten years
after the equality debate had its first airing.

Although the legislative changes which have been brought about by our
membership of the European Community and the setting up of the Employment
Equality Agency have effected change for women, inequality remains. The
workforce remains segregated horizontally and vertically.' Between 1974 and
1990, women's hourly industrial earnings rose only from 60 per cent to 68 per
cent of the male earnings.'° Women are scarcely represented at the policy-
making levels of education, government, state-sponsored bodies, business, the
media." Adult gender roles remain clearly defined. O'Sullivan writes that

"attempts to eliminate sexual discrimination could be, and were,
socially contained within existing structures, in a way that would
have been impossible with many other forms of discrimination.
Contrasted with the establishment of an equitable taxation system
for farmers, the self-employed and the wealthy, for instance, sexual
discrimination is a much safer, more manageable topic which can
be and has, tc date, been robbed of its ideological force in Irish
society."

This factor, he says, is illustrated by those who urge "changes in the
subjects studied by girls as well as in their career orientations but pay scant
attention to the broader question of the reward structures of occupations
traditionally aspired to by girls."'' The combination of these two factors, the
lack of an ideational base and the invisibility of gender inequality in society,
together go a long way towards explaining why gender issues in education have
not been researched.

Turning to those who might do educational research third-level
educational institutions, research institutes, the Department of Education and
teacher organisations some reasons emerge in each area to explain why
gender issues in schooling have been largely ignored.

t's



49

The academic staff and postgraduate students of the education
departments of universities, colleges of education and teacher-training colleges
have not done as much research in this area as might be expected. Firstly,
funds for carrying out research in education in Irish universities have been
limited so that issues of low visibility and priority may not be considered.
Secondly, female representation in the universities and designated colleges is
less than 20% and women are concentrated in the lower academic grades."
Since it has been mostly women who have interested themselves in gender
issues, there may not be sufficient women within the system to concentrate on
gender themselves or to guide and advise student researchers. Thirdly, the
absence, for the most part, of gender issues on the education courses of
undergraduate students reduces the likelihood of postgraduate study in the area.

While the Department of Education has implemented action programmes
(for example, the intervention projects in Physics and Chemistry) and has also
matched EC funding (TENET, for example), generating research as an aid to
policy making has not received a high priority. The policy-making role of the
Department of Education varies considerably form time to time and the locus of
policy decision-making may shift from politicians to civil servants at different
times. Ministers may spend only a brief period in office and it would be
impossible for one minister to see a complex issue through from start to finish."
Furthermore, in issues of policy, the Cabinet may be more influenced by the
views of the Department of Finance than by those of the Department of
Education." This has been clear in recent times where the issues dominating
second-level educational debate have been rationalisation, changes in the pupil-
teacher ratio and redeployment, financial issues rather than educational ones.
It is unlikely, therefore, that the Department of Education will spend much
money on researching gender issues in education.

Some of the research referred to in the first rrt of this paper was carried
out by Her Majesty's Inspectorate in the Department of Education and Science
in England, where the inspectorates carry out independent research and publish
findings which may or may not be in agreement with the views of the
Department. This would be an impossible role for the Irish Inspectorates, not
least because of the time taken up by their involvement in the public
examination system.

The teacher unions and managerial organisations might be expected to
interest themselves in the area of research. However, it is only in recent years
that the teachers' unions have taken gender issues on board. The INTO has
researched and the ASTI is currently researching gender and promotional
structures. Less than a year ago, the ASTI made gender issues both within the
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union and in schools a part of its policy. The teacher unions now have equality
officers and this awareness of gender issues will undoubtedly give rise to
research and policy in the future.

Managerial organisations have only recently taken on board the issue of
equality of educational opportunity and in the 1989 Budget submission of the
CMRS, the two pages dealing with education while stating that "there are mAjor
inequalities in the Irish education system" did not mention at any point issues of
gender."

In summary, there are a number of themes in the literature on gender and
education which suggest thet gender differentiation occurs in classroom
interaction and that the female pupils are disadvantaged by it and these issues
have not been addressed by Irish researchers. This may be explained by firstly,
the general paucity of research and lack of an "ideational base" as outlined by
O'Sullivan; secondly, the invisibility of gender inequality in society and thirdly,
the particular factors inhibiting those groups who might be expected to carry
out such research. Finally, research on gender and education urgently needs to
be carried out and, if the findings of research elsewhere are replicated,
intervention programmes need to be put in place in order to eliminate gender as
a legitimising category for inequality.
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HOW SHALL STAFF DEVELOPMENT PROGRAMMES

BE EVALUATED?

J. Ronald Gentile

Introduction

Essential Elements of Instruction, Learning Styles, 4-Mat System,
Cooperative Groups, Whole language, Mastery Learning, Critical Thinking,
Lateral Thinking, Instrumental Enrichment, Philosophy in the Classroom,
Synectics these are some of the classroom ideas now being widely
disseminated through staff development programmes throughout the U.S.A.
Associated with each of them is some delree of entrepreneurship, from the
marketing of books and curriculum materials to consultant services and
lectures. Also associated with each of them, to greater or lesser degrees, is a
research base purporting to show the classroom advantages of using the
programme. Not surprisingly, the research on each system is by and large
conducted by the programme's advocates (or their students) with little research,
if any, by independent investigators or watchdog agencies.

Worse still is the fact that most of what passes for evaluative research on
many of these topics is the "happiness quotient" the self-report questionnaire
given at the end of a short-term workshop. Loucks-Horsely et al. (1987)
summarised the state of the field as follows:

Most people agree that evaluation of professional development is
necessary, yet there are few attempts to do more than measure
"happiness coefficients" at completion of workshops. (p.155).

An independent observer, which I am trying to be, may find many of the
ideas in these programmes quite exciting. At the same time, he or she is likely
to be sceptical of the evidence, if not the whole research emerprise. Claims
such as "x engages the right side of the brain as well as the left" or "y increases
critical thinking" sound analogous to such advertisements as "Colgate is
unsurpassed in reducing cavities" and "Guimiess is good for you." The claims
may all be true, but coming from -..esearchers who have something to lose or
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gain from the evidence, it leaves one with a feeling that the fox is guarding the
hen house.

Given the above state of affairs it is no wonder that we make little
scientific progress understanding (1) what effects, if any, such programmes
have and on whom, or (a) how degree or quality of implementation of such
programmes is related to those effects. Programmes seem to be adopted or
abandoned, not because of research evidence, but because we grow tired of
them, or because a new idea comes along to capture our attention. Slavin
(1989) put it this way:

Educational innovation is famous for its cycle of early enthusiasm,
widespread dissemination, subsequent disappointment, and
eventual decline the classic swing of the pendulum. (p.752).

If the disappointment and decline of an idea were accompanied by good
evidence of its benefits and liabilities, such as drug research provides, then
mounting those programmes may at least have taught us something important :
we would be making generational progress.

If we are to stop the pendulum to make generational progress in staff
development programmes, it seems necessary to adopt more rigorous
evaluation designs. In this paper I advocate that staff development
programmes or perhaps any educational programmes be evaluated
according to a pre-planned, systematic, quasi-experimental design for data
collection.' The data can (and pert.ips should) be of a variety of types, ranging
on the one hand from relatively objective measures of knowledge and skill in
implementing programmes concepts to more subjective measures on the other
hand, such as attitudes and other self-reports. While it matters what kintib nf
measures are taken, it matters even more what inference can be drawn from the
measures taken. The design itself is a longitudinal time-lag plan for data
collection which provides a variety of between-group comparisons (e.g. cross-
sectional analyses of different cohort groups) and within-group comparisons
(e.g. pre-testpost-test).1 Most importantly, without such systematic designs it
is impossible to infer the effects of the programme, no matter how good the
purposes or measurements, because there is no way to exclude competing
theories or alternative explanations for a result (e.g. Platt, 1964).

What is Required to Make Scientific Progress

The general answer to the question of how scientific progress is made is
some variation of Francis Bacon's inductive method : successive exclusions or

6 5



57
disproofs of alternative explanations for a phenomenon, which leads eventually
to the truth. We need a systematic approach to this because, to paraphrase
Bacon, truth is more likely to emerge from error than from confusion.

The scientific method evolved from such logic and consists, as Plau
(1964, p347) reminded us, of the following steps:

1. Devising alternative hypotheses.

2. Devising a crucial experiment (or several of them) with alternative
possible outcomes, each of which will, as nearly as possible,
exclude one or mote of the hypotheses.

3. Carrying out the experiment so as to get a clean result.

4. Recycling the procedure, making subhypotheses or sequential
hypotheses to refine the possibilities that remain; and so on.

For evaluations of drugs or other medical treatments, a number of
standard, acceptable ways of conducting such experiments have been identified,
including randomisation of people to active or placebo groups and double-blind
procedures. For evaluations of many educational programmes, randomisation
and double-blind procedures are difficult, if not impossible, and acceptable
alternatives have not been widely used. But other fields, such as child
development, have similar problem where, for example, children cannot be
randomly assigned to different age cohorts, but must be accepted as they are.
Researchers in such fields rely on the kind of designs I shall be proposing (e.g.
Campbell and Stanley, 1963; (ioulet, 1975). For staff development or other
educational programme evaluations we need similar ways of collecting data.

To return to the logic of the scientific method. then, before we can inter
that a programme is effective in some way, we must collect data in such a way
that, at the minimum, we can reject the fifflowing alternative hypotheses:

I. that any change that occurred is explainable by maturation or
experience during the interval in question;

2. that any change was due to experience with or practice on the test
measures;

3. that anS, change was a result of other ancillary differences between
groups, such as different amounts of attention (Ilawthorne or
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placebo effects), different student : teacher ratios, etc.

Such hypotheses can be rejected only if appropr iate control groups are
built into the experimental design.

For anyone who has taken a first-level science course, the above
comments will seem obvious or elementary. A perusal of the literature on staff
development programme evaluation will convince one, however, that many of
us either forgot those principles or decided incorrectly that they do not
apply to educational research. I say this because there seem to be four
common beliefs or myths about evaluation research which maintain our poor
record of scientific progress. Each of these will now be bridly described.

MYTH 1 : That surveys and other self-report data
are good as more objective data

This shows up in the ubiquitous "happiness quotients" mentioned earlier .

as well as in the uses of self-reports to assess what teachers learned from a staff
development programme.° While it is expected that teachers will gain new
knowledge from a pror,ramme, we are apparently reticent to give teachers a test
of what they learned; rather we survey them to assess how they feel about what
they learned. But if asking someone how well they think they learned the
Pythagorean theorem were as good as testing them on it, we would assess our
own students knowledge by surveys instead of tests or practical exercises.

Another variation of this myth shows up in the inferences drawn from
research. If self-reports have been used to assess how well teachers
implemented cooperative learning, for example, then it is incorrect to draw the
conclusion that cooperative learning was (or was not) related to student
achievement. Rather, a weaker inference must be drawn namely, that
cooperative learning, as teachers perceived they implemented it, was (or was
not) related to student achievement.'

MYTH 2 : That the design of an evaluation should
depend on the audience

Research studies which take this as a guiding principle' . us with the
feeling expressed earlier that the fox is guarding the hen house. Drug research
done for the drug company's stock holders or managers is, as it should be,
suspect. Programme evaluations done for 'he teachers, developers, or any
other interest group should likewise be suspect. We need research designs,
measures, and procedures which are acceptable to the scientific community, and
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even then we need independent replications of the research (see also Slav in's
[1989] recommendations in this regard). To avoid teachers or others from
being threatened, it must be clear that we are evaluating the programme, not the
individual participants. The latter should be anonymous in the design and all
reports of the study.

MYTH 3 : That research designs should evolve with
the programme or are not needed at all

Without an a priori design, however, we are at the mercy of the interest
groups mentioned above. We are also prone to measure the most noticeable
phenomena that occur (for example, noticing the most eager or disruptive
students in class), and not likely to systematically establish the kinds of
measures and controls needed to allow alternative hypotheses to be rejected (as
described above).

It is sometimes suggested (e.g. Provus, 1969) that experimental designs
for evaluations stifle the programme's continua' development because they
allow no changes to the programme or the measures once the evaluation begins.
To the contrary, a sound longitudinal design not only accommodates changes,
but allows those changes to be assessed (as the proposed design does).

MYTH 4 : That human behaviour is too complicated
to he studied scientifically

Those who believe this can probably not be easily convinced otherwise,
and I am probably not capable of doing so. If it were true, then brain and
biochemical research would presumably be making little generational progress
over the decades because they likewise deal with human behaviour, much of it
more subtle and difficult to measure than the knowledges, abilities, teelings and
beliefs with which educational researchers are concerned. But those fields are
making progress in quantum leaps and I believe with Platt (1964) that the
difference lies in research designs and measures which allow "strong inference"
as described above.

Understanding the Recommended Programme Evaluation Designs

As noted earlier, the recommended design is one of a family of
longitudinal and cross-sectional designs which have different groups entering
the programme at different times. I shall use as an example a two-stage staff
development programme, in which the first phase involves learning the basic
concepts and methods of the programme and the second phase involves practice
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with peer-coaching (and/or clinical supervision) using these methods in actual
classrooms.' I shall assume that each phase takes a year. In addition to
simplifying the table, this is often the way staff development programmes are
conducted in American schools.

For example, in one large urban district, initial training involved four 5-
day sessions held at various times during the programme, each accommodating
about 40 teachers. (Since trainers had to be paid and each of these teachers had
to be replaced by a substitute teacher for five days, one can see the tremendous
costs, both financial and psychological, Involved in implementing this
programme). The next year was the peer-coaching phase for those 160-some
teachers, while introductory training sessions were conducted for teachers who
had not participated the previous year.

If we assume that these teachers (and perhaps their students) are pre-
tested before beginning the programme and post-tested, either soon after their
exposure to each phase of the programme or at the end of the school year, then
it is possible to set up a data collection schedule as shown in Table 1. While it
is beyond the scope of this paper to discuss the measuring instruments, I wish
to encourage the broadest possible interpretation, to include measures of
cognitive knowledge, affect and opinion, classroom behaviour, and analysts of
documents for both teachers and their students, as appropriate.

TABLE I

The Data Collection Scheme for two cohorts of Teachers
in a two-year Staff Development Programme

11(;.4; of 'kW
1990

Ike-test
Post-test

1991

Pre-test
Post-test

91

A

1992
Pre-test
Post -test (C)

Cohorts*

92

A

NO-1 E.: Cohorts am named by year of completion of the program, as in the standard practice of naming the
clasS of VI.
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In Table 1 the columns refer to the Cohorts of participating teachers,
named by their scheduled year of completing the programme. The rows refer
to times of testing. The letters in the body of the table for the '91 cohort,
therefore, refer to the fact that that group of teachers received initial training in
1990 and were pre-tested and post-tested, perhaps in September and May,
respectively. In 1991, the '92 cohort was pre- and post-tested, while the '91
cohort was post-tested again. In 1992, the '92 cohort was post-tested after
completing phase 2. The parenthetical (C) indicates an optional follow-up test
for cohort '91. The different letters refer to parallel forms of the test, if needed
(e.g. for achievement tests, one would need different test items).

As described so far, the design is not sufficiently sophisticated to allow
very many strong inferences. But I introduced Table I for didactic purposes
only. The complete design is shown in Table 2, in which cohorts '91 and '92
are embedded in a larger scheme: The larger scheme takes account of the
realism that few evaluations begin at the actual beginning of the programme.
That is, there are often large numbers of staff who have received the initial
training before the programme began (by going to professional meetings, by
volunteering during planning stages, etc.). Some of them even become district
trainers. These teachers constitute the cohorts I have labelled '89 (who
completed both phases of the rrogramme in '89) and '90 (who are in phase 2 of
the programme when the formal beginning of the evaluation begins in 1990).
If these groups are tested as noted, they add considerably to the power of the
design. Similarly, the '93 and '94 cohorts, who come into the programme in
succeeding years add both symmetry and power to the inferential effects of the
design, as discussed below.

7(1
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TABLE 2

A Three-year design for a two-year Staff Development
Programme Evaluation

Cohorts*

Year of Tests 89 90 '91 92 '93 '94
1989

Post-test A,C*

1990
Pre-test A A
Post-test

1991

Pre-test A
Post-test

1992
Pre-test A
Post-test

1993

Pre-test A,C**

_ - - ^
NOTES: Both Forms A and C arc gien at the same time after this Cohort has completed the program.

Both Forms A and C arc gi% en at the Nam e time prior to this Cohort heginning th promm.

Inferring Effects from the Design

Analysis of Table 2 reveals that of the six cohorts, two each have had the
following experiences during :be course of the evaluation:

1. The full two years (Cohorts '91 and '92);

2. One year (Cohort '90 which was tested before and after its second
year, and Cohort '93 which was tested before and after its initial
year);

7 1



63
3. Zero years (Cohort '89 which was pre- and post-tested following

exposure to the whole programme and Cohort '94 which was pre-
and post-tested prior to exposure to the programme. Since these
groups are both pre- and post-tested without any intervening
treatment, they serve as controls on the relative difficulty of the
tests and to see whether there are any practice effects of the tests.
They also serve to provide estimates of the parallel-forms
reliability of the tests and criterion-referenced validity (i.e. the
latter cohort should score at chance level, while the former cohort
should be at or approaching mastery).

Because of the existence of all these groups over the time periods noted,
a number of useful comparisons can be made, among which are the following:

. What is known or perceived by the participants (or observed by
classroom observers) prior to the programme can be compared via
pre-test scores for Cohorts '91 94. Assuming no changes have
occurred in the population, then these scores should be
approximately equal. Alternative hypotheses can be tested against
this "null hypothesis", however, such as (a) the best teachers
volunteered first (evidence for which would be decreasing pre-test
scores from Cohorts '91 to '94), or (b) later participants learned the
material through the grapevine (evidence for which would be
increasing pre-test scores from Cohorts '91 to '94).

2. Professional development (of knowledge, attitude or behaviour)
estimated longitudinally by comparing pre-test and post-test
within, for example, Cohort '90 and then replicated on Cohort '91.
If the major effect of the programme seems to occur in the second
year, then those effects can be tested further cross-sectionally by
looking at the amount of growth during the second year for
Cohorts '90, '91, and '92 and comparing it to amount of growth
during the first year for Cohorts '91, '92, and '93.

3. Degree of professional growth (in knowledge, attitude or
behaviout ) as described in #2 can ako be estimated by comparing
cohorts '89 and '94. The difference between them should be
expected to be the same as the post-test minus pre-test scores
within cohorts '91 and '92.

4. Effects of systematic changes in the programme can be assessed by
certain before-and-after comparkons. lf, for instance, initial

1

2



64
training was conducted by nationally known programme experts
through 1990 but subsequently conducted by district trainers, then
pre- and post-test scores for cohorts '90 and '91 (first year) can be
compared with equivalent scores for cohorts '91 (second year)
through '93. Other hypotheses about programme changes can
similarly be addressed.

5. Additional comparisons not directly addressed in the design can
easily be added. For example, follow-up measures of
maintenance of skills can be scheduled for all groups in 1993,
similar to the optional test described in Table 1. Where possible, a
"no treatment" control group could be added. For example,
teachers could be trained, say, in 1990 as Cohort '91, while others
could be pre- and post-tested during 1990 but not begin training
until 1991 (as Cohort '92).

Discussion

To bring this paper to a close, let me return finally to Platt's (1964) paper
on strong inference namely, what he calls "The Question." The idea is that
when any explanation for a phenomenon is advanced either by self or
someone else we should ask either of the following forms of "The
Question:"

I. What hypothesis does the experiment disprove?

2. What experiment could disprove the hypothesis?

If we and other researchers cannot answer those questions or wish to
dismiss them as irrelevant, then we may have been busy (playing politics,
selling products. or publishing instead of perishing), but we are not advancing
scientific understanding of the programme being evaluated.

The conclusion, I suppose, is somewhat harsh, but inescapably simple.
educational evaluations in general, and staff development programme
evaluations in particular. have often been conducted by unscientific studies
which are not adequate to allow the kind r. of inferences that we routinely wish
to draw from them. We avoid the more rigorous longitudinal and
comprehensive designs as too expensive and time-consuming. But if decades
go by without generational progress being made, which approach is the more
expensive and -consuming?

10-^; 1,
I ei
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NOTES

1. Appreciation is expressed to Drs. Kay Johnson-Gentile and Hugh Gash
for their constructive comments. This paper was written while the
author was a scholar in residence at St. Patrick's College of Education,
Drumcondra, Dublin.

2. Marshall (1988) has described five purposes for staff development
evaluations, most of which do not require rigorous research designs.
However, to make the kind of generational progress with which I am
concerned in this paper a scientific purpose that is partially reflected
in only one or two of Marshall's purposes research design issues are
crucial.

3. This design is based on one first presented by the author in 1977.

4. For example, Loucks-Horsely et al. (1987) describe self-reports as
equivalent to more objective measures of teacher knowledge.

5. Slavin (1989) made this kind of error of inference in discussing evidence
on Hunter's Essential Elements of Instruction.

6. This belief is raised almost to the status of a principle of evaluation
research in Loucks-Horsely et al. (1987).

7. For a three-stage, four-year programme evaluation design see Gentile
(1977: in preparation).
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ASPECTS OF PLAY IN THE JUNIOR INFANT CLASSROOM

Mary Anne Horgan

Play is not the mere passing of time. Play is Life. (International Playground
Association's Malta Declaration of the Child's Right to Play, 1977).

Introduction

I undertook this study in order to investigate the extent to which the
recommendations of thc present Primary School Curriculum regarding the
importance of play-oriented activities at the Junior Infam Class level, are being
implemented. This Curriculum, formally introduced into all Primary Schools
in 1971, emphasizes the critical importance of experiential learning in the
child's cognitive, linguistic, social, creative and physical development. Seen as
the latest edition of the educational pharmacopoeia, it was believed that its
implementation would result in the palliation, if not the cum, of all the maladies
which had afflicted Irish education prior to then. In my study, a review of the
historical theories and definitions of play in education served to clarify and
conceptualise some present-day understandings of the term, while an analysis
of the research in this field gave empirical validation :o many of these theories.
This paper outlines my research in the cognitive, linguistic and social domains,
and gives a synoptic overview of the main findings.

The ethnographic research strategy which I used was found to be the
most suitable method of assessing empirically the degree to which play was
present in the classrooms. Consistent with the ethnographic approach which
strives to provide a multi-dirnensional account of the dynamic within each
classroom, this study was eclectic in nature, encompassing a target child
observational schedule, interviews, an interaction analysis system (Brown,
1975) and a study of classroom timetables, layout and equipment.

The Target Child Study approach (Sylva, et a/, 1980) is based on the
"focal animal technique" which was developed by ethnologists. This method,
was designed to catalogue the behaviour of individual animals (e.g.
chimpanzees) through many different routine settings in their natural habitat.
Having compiled these individual profiles, 4copposite picture of the typical

I )



68

behavioural patterns of the subjects is obtained. Transferred therefore to a
school setting, this technique allows the observer to record a wealth of
information regarding children in their natural school environment. The
observation schedule used in the above study had been implemented in Oxford
(England) and was duplicated in Miami (Florida) with great .success. The
original 30 activity code categories had been extended to 42, (Jowett, 1981) to
encompass all possible types of behaviour in the Reception Class.

Since the use of the Target Child Study approach effectively channelled
my attention into the detailed analysis of one child's behaviour at any one time,
analysis of actual lesson content or structure was impossible. It was, therefore,
decided to conduct a twenty-minute interaction analysis study of each
classroom. Hence the verbal interaction patterns of teachers and pupils were
studied using the seven categories of Brown's (1975) Interaction Analysis
System. These aspects of the study were conducted in Cork City and County
during the first term of the 1985-86 school year. In this period, the behaviour
of 150 children in fifteen junior infant classes was recorded during 50 hours of
observation. These schools were selected using a stratified random sampling
technique. Ten children in an Irish-speaking school (Gaelscoil) were also
observed and the observations were presented as a separate Case Study.

The results of the observational study were placed in a national context
with the aid of attitudinal and factual information. This information was
obtained from a questionnaire which was circulated nationally to a randomly
selected group of 75 junior infant class teachers. There was a 76 per cent
response to this questionnaire. It was possible to compare and contrast
teachers' attitudes expressed in this questionnaire with the findings of the Target
Child Study since both studies had been conducted simultaneously.

Play and Cognitive Development : Analysis of Findings

In recent years, the importance of play in the child's cognitive
development has been addressed by many. The most influential have been
Piaget (1962b), Brilner et al (1976), and Sutton-Smith (1979). Piaget
contended that the young child develops his mental structures (schemata)
through activity and exploration of his environment. Similarly Sutton-Smith
and Briiner emphasised how manipulative play "opened up thought' by
enabling the child to focus on means rather than on ends. Each argues that the
child cannot move towards abstract structure and reasoning without a broad
base of direct sensory, dramatic and manipulative experience from which he
can generalise and extrapolate.
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In this study the intellectual faculties of the child were isolated as a

starting point for investigation. This choice was made because psychologists
(for instance, Piaget, 1962b, and Br Uner, 1976) and practitioners, including the
advocates of the 1971 curriculum (1971, pp.18-19) concur that a child passes
through sequential and identifiable stages of intellectual development.

Intellectual ability (also called cognitive complexity) was evaluated on
the basis of the level of concentration which the child displayed when engaged
in various tasks. 1\vo qualities characterise concentration: one is the ability to
sustain attention and the other the capacity for commitment to one's actions.
Therefore, the first clearly defined research goal of this study concerned itself
with factors in the junior infant classes which encourage or impair
concentration in young children. While the children's concentration during
formal tests of skill was the initial focus of inquiry, their attention during more
relaxed activities, such as storytelling and free play, was also observed. These
poims of interest raised the following research questions:

To what extent do children in junior infant classes engage in activities
which require complex thought?

What factors encourage or hinder it?

What amount of time do they spend on

(a) Formal play activities?
(b) Free play activities?
(c) Empty (waiting/watching) activities?

What factors appear to encourage or hinder the children in attempting the
above?

The table below is a simplified version of the main findings regarding the
activities of the children observed and the cognitive challenge contained
therein.
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TABLE 1

Summary of the Main Findings Regarding the Behaviour
of the Target Children and its Cognitive Challenge

(Time percentages were calculated from
the 6,000 Half-minute units of observed behaviour)

Category % of Total Time Observed

Challenging 3Rs Activity 9%

"Playful" Activities that challenged the Child 8%

"Playful' Activities that did not challenge the Child 13%
.

Activities that contained no visible challenge 70%

On average, the chileren observed spent 17 per cent of their time
engaged in activities which were cognitively stimulating : just over half of this
contained formal educational activities, while the remaining portion contained
free play activities which were challenging. Children were occupied for a
further 13 percent of the total time observed with free play activities which did
not challenge them. Seventy per cent of school time was devoted to empty .
waiting or watching activities.

In the course of this study certain factors rev.;aled themselves as
obstacles to the cognitive development of junior infant class children through
play. These included the teacher's attitude to play, pupil-teacher ratio, and
availability of equipment. However, when other factors were held constant,
the teacher's attitude was found to be the factor most highly correlated with the
provision of play experiences, results obtained from the classroom study
showed that a low level of cognitively challenging play was found in
classrooms where the teacher followed an inflexible timetable and taught the
class as a whole. Furthermore, the questionnaire results indicated that class
instruction was the most frequently used (78 per cent) instructional method.
while most teachers (94 per cent) agreed in theory with the importance of play
and the manipulation of concrete objects in the enhancement of cognitive
development, the majority of participants revealed that in practice they
followed a reverse of this order.

In contrast, a flexible timetable and teacher awareness of the importance
of dramatic and manipulative play. usually resulted in an environment where
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cognitive challenge was high. It was found that children's highest levels of
cognitively challenging play accompanied structured Three Rs activities, art,
pretend play and play with structured materials.

Waiting, watching or group repetition cannot be said to stimulate the
child. Even if one were to concede that such behaviour contained some level
of cognitive stimulation, it could hardly be equated with the high challenge and
rich stimulation which many influential researchers and educationists, including
Piaget, (1962b), Br liner (1976), and Johnson (1980) et al, have seen to accme
from direct sensory experience by the child. Despite the fact that the children
had still not completed their first term in the formal school system, the majority
of activities which they undertook presupposed Bri 'tier's second and third stages
of cognitive development, i.e. iconic and symbolic coding. Although Piaget
and Briiner and many others agree that manipulative experience is a
prerequisite to understanding abstract concepts, this order of presentation was
not adhered to in the majority of classrooms visited.

Play and Linguistic Development : Analysis of Findings

Every school programme has as one of its priorities the fostering of
language. Modern research has highlighted the importance of play with
language for young children.

Elkonin (1971), for example, stated that just as the mastery of objective
reality requires the establishment of a connection between activity and objects,
so also is activity with language necessary for its mastery. Vygotsky (1962),
Luria (1963), and Yudovich (1971) et al have contended that words not only
express thought but are also of seminal importance for its formation. The
child's play with sounds and word patterns has been said to develop his
metalinguistic awareness (Cazden, 1976) which in turn has been isolated as one
of the most essential preconditi. ns for future literacy.

The Primary SChool Curriculum (1971) recognises language not merely
as a specific area of knowledge, but also as a medium through which all
knowledge and experiences are organised and made meaningful (Teacher's
Handbook, Part I, p.19). "Language is the basis of conceptual thought" (Ibid
p.128). Primary Teachers are thus exhorted to

"provide amQle opportunities and incentives for every child to use
speech and thereby to develop the ability to express ideas clearly,
fluently and articulately" (Primary School Curriculum, 1971, Part
I, p.83).
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My analysis focused on several measures of verbalisation in the junior
infant class. One notable exception was the area of repetitive oral group work
(for example, group answering or recitation). This was not considered to be an
adequate measure of the linguistic competence outlined above. The following
questions were addressed:

How much do the children talk?

What is the linguistic level at which they communicate with other pupils,
teachers or themselves?

How many conversations do they have about any topic?

Which settings (social and activity) promote most conversations?

Do junior infant classes foster conversational skills?

What factors appear to influence development in this area?

This analysis of talk in Junior infant classes was based on the hand-
recorded notes which were taken simultaneously with observations, and also on
the results of the Interaction Analysis Schedule which was completed in each
classroom during a randomly-selected twenty-minute period. (Activities
whose inherent nature would limit language utterances e.g. periods of
writing were excluded). Although its limitations must be acknowledged,
the findings in this section, nevertheless, present an interesting picture of the
frequency and nature of speech in the junior infant classes observed.

The main finding to emerge was the very small percentage of time during
which the children actually spoke. In all this was less than 15 per cent of all
the time observed. Of this, a total of 12.6 per cent of all the half-minutes
recorded contained language utterances by individual target children. Almost
half of these were addressed to other children and a quarter were utterances to
the teacher. The remaining quarter of this time was divided between responses
to the teacher's questions and ego-centric/self speech.

Dialogue (i.e. a three or more turn sequence which had a minimal
structure equal to A> 13; B>A: A>B) was entertained during a trifling
1.83 per cent of the total 6,000 half-minute time units studied. This becomes
even more meagre when one realises that it includes both teacher and child-
initiated sequences. Although there were slightly more conversations in the

bi
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multi-class settings the 94 per cent of time which was devoid of dialogue in
these classrooms is still a surprisingly high proportion.

However, one cannot conclude that these classes were the embodiment of
the silent unquestioned assimilation of knowledge. This is only partly true :
adult-imparted information was accepted without question, but silence did not
always prevail. During adult-led group activities, for example, when eigaged
in rhymes, songs, and many other passive classes, the children were actually
speaking, although usually in groups or with the whole class. Moreover, the
content of these periods of spoken language was always determined by the
adult.

An analysis of the findings of Brown's Interaction Analysis System (see
Table 11 below) further elucidates some causal factors.

TABLE 11

Interesting Facts Concerning Language in the Classroom
(From Brown's Interaction Analysis System)

Approximate % of Total

Category Time Observed

Silence reigns

Pupils respond

56%

19%

15%

Pupils volunteer 7%

In the first instance, teachers spoke for over half of the time (56 per cent).
Silence was enforced for a further 19 per cent which implied that total pupil
talk was 22 per cent. Unfortunately, over two-thirds of this was devoted to
group repetition and response, allowing just 7 per cent of time for voluntary
utterances on the child's part.

An increased incidence of pupil talk in the multi-classes visited and also
in the Gaelscoil, where the children were faced with the additional obstacle of
a second language, points to a link between pupil-teacher ratio and language
frequency. In these settings the ratios averaged 18:1 in comparison with 30:1
in the other single classes observed. However, another extremely important

S2
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variable merits inclusion : that of pedagogic style. One of the 15 schools
exemplified a situation where children in a cramped environment with a pupil-
teacher ratio of 36:1 spoke for over 56 per cent of the time. Here they were
encouraged to play with sounds and words and very evidently enjoyed
themselves.

Play and Social Development : Analysis of Findings

During any school day a variety of different activities will be undertaken.
Thece in turn demand different types of social grouping. The 1971 Curriculum
identifies three kinds individual, group, or class activity. It states that

The basic skills are acquired not so much through class teaching as
through individual and group activity, each child progressing at his
own natural rate, each at the different stages of his advancement
being allowed full scope to express his own personality and
experience the joy of discovery. (Primary School Curriculum,
1971, Part 1, p.16).

Sii,ce much playful and co-operative behaviour occurs in the security of
individual, pai, or small group settings, an analysis of the amount of time
children spent in these situations was included.

Recent empiricll work has investigated the cognitive content of play in
various settings (Moore, Everston and Brophy, 1974: Rubin et al, 1976, 1978).
Such research has isolated the solitary and/or small group play of three to six
year olds as being the most cognitively challenging, whereas parallel play
situations (i.e. where a child plays beside others without interacting with them)
are now viewed as indicative of both social and cognitive immaturity (Smith,
1978, et al ). In the light of findings such as these, the child's social
participation was viewed in terms of its ability to induce cognitively complex
thought.

The resultant research questions in this area were as follows:

What is the child's level of social participation?

To what extent and in what way does the child interact with the teacher
and other children in the class?

Are there any significant differences in the soci-1 skills which they are
using?

6 3
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What factors appear to influence social interaction?

Which social setting accompanies the most cognitively sophisticated
behaviour?

The results yielded by the Target Child Study Schedule used in my
research showed that the children did not really interact with each other. In
many instances the modem furniture was arranged in traditional rows which
limited each child to two language partners. Indeed, in most of the fifteen
centres visited, prescribed "educational" tasks and teacher-directed activities
necessitated a severity of disciplining which precluded movement, chatting or
giggling. Much activity was thus conducted with the class quietly sitting in
elbow-to-elbow type formation. There was virtually no freedom of movement
on the part of the child. Undoubtedly, this rigidity of both discipline and
seating had repercussions in terms of the opportunities which were offered for
social development.

Questionnaire respondents indicated that 70 per cent of their classrooms
contained modern furniture, yet 46 per cent of this remained stationary.

TABLE 111

Summary of the Main Findings regarding the Social Activity
Patterns of the Target Children.

(Time percentages were calculated from
the 6,000 half-minute units of observed behaviour)

Category

Rough % of Time

Observed

Sittin assivelyside-by-side in large groups 47%

Sitting side-by-side in large groups while interacting 16%

Sitting passively side-by-side in small groups 6 children) 15%

Sitting side-by-side in small groups while interacting (5 6 children) 2%

Interaction with one other child 15%

5%Alone
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The above table shows that the most commonly observed social setting in

the 15 schools was the large group. This, by its very nature, limited social
interaction and was often accompanied by teacher-led classes which demanded
a passive acquiescent type of behaviour from the child. Even within this
setting children still managed to talk occasionally, with varying degrees of
teacher tolerance. Although the small group interaction setting was observed
in a mere 2.35 per cent of all instances, it accompanied the most cognitively
stimulating play activity. Moreover, this is consistent with the research
findings mentioned above which indicate that notwithstanding solitary play
behaviour, children's most stimulating play activity occurs in small groups.

Conclusion

The use of the Target Child Study Schedule and of the questionnaire
survey encompassed both single class and multi-class settings. Consequently it
was possible to compare the physical characteristics of the schools arid attitudes
of teachers therein. The questions posed examined differences in structure
between single grade and multi-grade classrooms; the extent to whirh the
availability of equipment is determined by the location and size of the school;
the problems experienced by teachers in various settings; the relationship
between environmental constraints and classroom atmosphere; and the different
attitudes to play and experiential learning held by teachers.

Two main categories of problems emerged from the results. One was
experienced by teachers of multi-classes and the other by teachers of single
class g7oups. Teachers of multi-classes stressed the need to improve their
physical environs and to provide a greater amount of manipulative material and
structural apparatus. Teachers of single classes underlined the need to reduce
the pupil-teacher ratio, to provide inservice courses, ,!specially for young
teachers, to prolong the junior infant cycle and to provide every school with
duplicating facilities. However, classroom observations revealed that
experiential learning is not necessarily a corollary of modern well-equipped
classrooms. Neither does a high pupil-teacher ratio and a lack of equipment
preclude the possibility of cognitively challenging and linguistically rich play
act iv ities.

The final question posed above places the other research questions in
their proper perspective. As every teacher is individualistic and idiosyncratic,
so also is (!ach teaching situation. This individuality manifests itself in
teachers' attitudes towards play. In this study, it was found that the few
teachers who were positively disposed to play, believing in its unique potential
as a learning medium, succeeded in overcoming many of the obstacles which

S5
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were the stumbling blocks of several of their colleagues.

Nevertheless, these obstacles exist. It is interesting to note that
approximately 70 per cent of teachers are assigned to an infant class in their
first year of teaching (I.N.T.O. 1984, p.15; I.N.T.O. 1986, p.5), although the
majority would prefer a more senior class. One could infer from this and from
the fact that more senior staff members are rarely found teaching at this level,
that junior infant classes are perceived as being less desirable than the higher
classes. This bias is also evident in the present points system. Such a
discrimination against teachers of younger children needs to be investigated.

I found that the reluctance to teach infant classes was rooted in the
unrealistic pupil-teacher ratio which exists this level; in the perception of the
curriculum as being impractical; and in the classroom constraints and lack of
resources. Therefore, it is clear that both environmental restrictions and
negative uttitudes of teachers, which are influenced to a certain degree by these
obstacles, militate against effective implementation of a heuristic approach to
education.

Redressing this imbalance necessitates the implementation of a two-
tiered plan. Firstly in order to enhance the status of infant teaching and to give
direction in the practical implementation of an experiential approach to
learning, an optional two-year diploma course in infant education should 130
provided for student teachers in all the Colleges of Education. Inspiration
could be drawn from the Belgian Werkplan voor aproedence activiteiten in de
Kleuter school (A programme for activity-based learning in the Kleuter
school). Douglas, 1984, p.5). Furthermore, a sustained systematic series of
inservice courses for trained teachers and a specialist inspectorate should be
provided. Ultimately, this would result in the formulation of a specialised body
of infant class teachers.

Furthermore, if implemented, the following suggestims, many of which
have been proposed by educationalists, notably liurley (1982), and which have
been recently endorsed by the Irish National Teachers Organisation (1.N.T.O.
1987), would help ameliorate the environmental problems. in terms of ,..lass
size, the pupil-teacher ratio at the junior infant level should not exceed 20 : 1.

If the appointment of additional teachers is not feasible, trained ancillary
personnel with specific functions should be available to all junior infant
teachers. The extension of the present infant cycle to three years would also
facilitate the implemen.ation of activity-based learning experiences.
Moreover, a heuristic approach demands adequate classroom resources and
facilities. Every infant classroom requires movable furniture; sand and water
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play areas; display and storage facilities; and durable working surfaces.
Finally junior infant teachers should receive a special annual allowance for the
purchase of equipment.

The evidence recorded in this study indicates that junior infant class
children in Irish Primary Schools need, and can benefit from such special
provision as has been outlined above.
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GIRLS AND SCIENCE : EQUALITY IN SCHOOL OR SOCIETY?

(A Case for Macro and Micro Analysis)

Neil 6 Conaill

In the last decade the question of girls involvement in Science subjects
has been of concern to educationalists. For the majority it is seen as a
problematic area, one of underachievement and under-representation. Like
many portmanteau phrases "girls and science" is misleading. Used almost
exclusively in a negative sense it implies that girls in science are dogged by
underachievement and stricken by inadequate resources.

In this paper 1 attempt to consider strategies devised to encourage greater
participation by girls in science subjects in the context of power relations
governing education and the sexual division of labour in society. It is my
contention that intervention strategies and our interpretation of the reality
indicate ln underestimation of these two factors. While arguing for the
adoption of this macro perspective I also highlight the need to engage in
detailed empirical research to establish how the mechanisms of discrimination
in the hidden and open curricula operate to dissuade girls from choosing
science subjects.

Power and change are fundamental concepts in the evolution of the
educational system. No single group wields sufficient power to institute
educational change which restructures its form and proviion. In education
power is constituied by the interaction of social, economic and bureaucratic
dynamics. It is not the property of any one group but numerous groups that
harness education to legitimate their status. Foucault (1977) advances the
theory of power a:; a series of relationships within society.

Power is conceived not as a property but as a strategy, its effect of
domination are attributed not to appropriation but to dispositions,
rnanoeuvres, tactics, techniques one should decipher it in a
network of relations, constantly in activity, rather than a privilege
one might possess.

ji
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In education power is crucial in determining the definition of knowledge,

it: accessibility to different groups and the relationships between accepted areas
of knowledge.

A matrix of social and political tensions constitute the power relations
from which an educational ideology emerges. An ideology is required by the
dominant groups to legitimise their purpose.

It is through the use of ideology that elite groups enlist the co-operation
of the state so that the educational system propagates their ideals. Althusser
(1971) argues that the ideological state apparatuses (ISA) by which we mean
state bureaucracies, for example the educational system and the judiciary,
"function by ideology;" ideology as used in this sense does not mean ideas but
an ordering of things, codes of behaviour through which individuals conduct
their lives. Individuals, the "subjects" are not so much exposed to these
ideologies in terms of "ideas," but rather their lifestyles are shaped by these
ideological state apparatuses to such an extent that they contribute to the
reproduction of capitalism. Women's domestic labour and their use as a
reserve army of labour should be seen in this light: patriarchal and capitalist
relations maintain women in these social relations for the continued sexual
division of labour.

The network of relations governing education contribute to gender
inequality within schooling and the sexual division of labour. Economic
growth is conceptualised in terms of familiarity with technology and
consequently the educational system is structured to provide the manpower,
skilled and flexible for this growth. One asks if recent emphasis on industrial
relevance in school curricula will reinforce the position of the majority of girls
in an unequal and sexually divided labour market.

Just as one cannot identify definitely a state ideology for the education of
women, mostly because it is created from relations which are in constant flux,
the category "women" is extremely broad when discussing roles in society and
treatment by state institutions. It embodies what Henriques (1984) calls a
"multiplicity of subjectives" mothers, wives, workers, students, consumers
In discussing the social relations of women Henrique advises that our approach
cannot speak of a specific subject behaviour and attitudes or ascribe in advance
the subjects position according to class or to gender. The different positions
adopted by women, the subjects, in social relations and the different power
relations influencing their actions emphasise the importance of confining
analysis of "women in society" to a specific group for whom valid reference
points can be constructed. Within education specific reference points are
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required when talking about girls' eoucation. The educational system is not a
uniform ISA regarding women. Class, regional differences, as well as gender
are variables affecting women's experience in the educational state apparatus.

Greater participation by women in all levels of education, a higher
proportion of women in the workforce, demographic decline exacerbating the
skills shortages, the changing needs of industry and the increasing mobility of
the workforce all contribute to the flux which is termed women's position in
society. It is necessary to look at women's education in this macro perspective
because it is these structures which shape the experiences of individuals.
Strategies tackling gender inequality within schools should take cognisance of
the purposes envisaged for the educational system by the social groups which
constitute the power relations. Unless inequality is perceived and challenged at
this level, practice may be altered but the outcome will be characterised by a
persistence of inequality.

The school functions at an important ideological level by passing on
gender relations appropriate for the capitalist economy. The hegemonic
regulation of social relations through schooling imposes a concept of femininity
which stresses women's domestic role and allows only secondary involvement
in the labour market. The school is a vital institution for the maintenance in
the long run of the segregated workforce and social relations of production
which it does through the transmission of a set of gender relations. It is
important to expose how this is done not alone at the level of material skills but
also at the level of consciousness and ethos. Remedying obviously sexist
practice is straight forward but the use of non-sexist materials may not have
long term impact on attitudes. Women's educational experience is shaped by
the state ideology as created by patriarchal relations and the needs of industry.
Consequently official ideology must be examined as both causes and a
reflection of women's economic dependence on men and the continuance of
social class and gender inequalities in society. The ideological climate of
patriarchy creates an educational system which consolidates socially defined
gender roles. When "preparation for working life" is mentioned as an
educational aim, the working life envisaged for girls is not the same as that for
boys. The state ideology for the education of women was shaped on the
context of utilisation of female labour both at home and in paid labour. With
inadequate child care facilities and domestic duties primarily women's
responsibility, shift work and part-time work are seen as popular options for
women. These options tend to marginalise women as paid workers and
consolidates their responsibility for domestic labour which is further
downgraded in the process.
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If we accept that the educational system,working through a patriarchal

ideology and capitalist economy, functions to maintain the sexual division of
labour, how does this work at the level of pedagogy? How do patriarchal
inequalities manifest themselves in curricular practice? Is it not just a matter
of identifying malpractices in the overt and covert curriculum and remedying
them?

Clearly the hidden and (nen curricula need to be reviewed in this regard.
The exposure of sexist practice in the overt curriculum is straightforward but
this is much more complex in the hidden curriculum which ordains as natural or
common place an unequal system. However, the matter does not end with
hidden processes and open practice. Also to be examined are the theories and
practices and teachers' judgements on which pupils' performance is produced,
monitored, evaluated and regulated.

The operation of ideology, power relations and even pedagogy is not a
straightforward regular area. It is the precise alignment of power and
pedagogy, the educational system operating to maintain the status quo of
present power relations,which ensures that tampering with pedagogic practice
will have little impact in changing overall inequalities.

Gender as an Issue in Science Education

On-going research in the area of gender bias in science education
provides a pertinent link between the sexual division of labour and pedagogic
inequalities. There has been a recurrent tendency on the part of state officials,
if not educationalists, to associate national regeneration and self-advancement
with women participation in vital technical and vocational areas. For example,
the Department of Education Intervention Project Report (1988) suggests that

labour market changes resulting from social and technological
changes mean poorer employment prospects for young women
whose educational experience fails to equip them with the skills in
demand in the changed work context.

Clearly any effort to overcome the subject barrier and the introduction of
pupils to areas of knowledge from which they were previously excluded should
be welcomed. Such initiatives should be supported in the context of promoting
equality between men and women in society, and this requires institutional and
curricular change.

I will briefly outline what is seen as the "problem" of girls and science,
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before elaborating on strategies adopted to counter these "problems."

Gender as an aspect of science education emerged as a major area of
research in the 1970s. Its emerger.ce with the Great Debate (as initiated by
Callaghan at Ruskin College) was Licked no coincidence. The language of the
Great Debate was one of wastage, efficiency, talent, utilisation of resources etc.
A research topic which originates in this climate should be viewed in the social
and political context of this greater educational debate. This ir most important
for the topic of gender issues in science. As Outram (1987) has urged,

only by producing an accurate history of women in science, can
the relationship between the feminine and science in the classroom
escape from its predominantly negative characterisation in the
educational literature.

The analysis has very slowly progressed from its Great Debate
reasonings. It was concerned with the success and failure of female put. "-:
why weren't they as good as boys? The Debate expressed concern about the
number of girls and women entering high level careers requiring maths and
science; such careers require senior cycle courses and usually a university
degree. We are talking then about a very specific and extremely small
proportion of girls.

tts already mentioned,to consider "girls" as a unitary category in
education is misleading; to consider their performance as "versus boys" is
further misleading. They are not a unitary category there are class and
regional variations in performance; nor is "science" a sufficiently specific topic
on which to theorise about "girls" ability.

The assessment of pupils' performance in any area is very complex and
the political consequences of such statements are profound. As Walkerdine
(1989) points out, research on sex and gender overwhelmingly uses methods
which search for differences,

usually differences which can be quantified, rectified by the LIF uf
statistical techniques. Similarities are treated in terms of their
failure to show significant differences; in other words, similarities
become non-results.

This approach, which seeks statistically significant differences rather
than educationally relevant differences, allied with the emergence of the
resea% topic as a Great Debate theme, has clouded the issue of girls and
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science. Science is a problem area regarding girls, not because they are failing
at science, but because there are organisational and pedagogical factors
militat'aig against greater participation in science subjects. At an
organisational level factors such as timetabling, options, single or mixed classes
are of special relevance to science subjects. At the level of pedagogy, issues
like the mathematical nature of science course, textbook bias and interaction are
significant.

So let us assess the problem in organkational terms. Sex differences in
participation rates in school subjects must be set in an overall context of
inequalities between men and women in education and the workplace.
Otherwise their significance may be underestimated. In Ireland girls'
participation rates in the senior cycle are higher than that of boys. Although
greater numbers of females do the Leaving Certificate, subsequently fewer girls
than boys go on to third level and of those who do fewer enter applied
professional/technical scientific courses in Universities or RTCs (National
Manpower Service 1981). Even with the same Maths and Science
qualifications girls are far less likely than boys to take applied science or
engineering courses in Universities or RTCs. Hannan et al. (1983) conclude
that sex-differentiated values and expectations even extend to such third level
choices.

However, more boys than girls have the opportunity to study the sciences
at senior cycle. Provision is an hnportant factor in the Irish context where
variables such as type of school (vocational, secondary, comprehensive.
community) and whether it is mixed or single sex are considerable factors in
deciding whether or not particular subjects are taught. Hannan et al conclude
that boys are better provided for in higher maths, physics, chemistry and
technical drawing, while girls are at an advp.ntage in biology and Home
Economics. The discrepancy in provision arises from the scope provided by
the stipulations of the Department of Education regarding subject provision.
Decision on subject provision can be made at s-hool level and this is reflected
in the different provision made in vocational and secondary schools. Imminent
amalgamations, considered prudent with the impact of demographic decline,
should be a catalyst for equal provision in this regard.

Tied in with the provision factor is allocation. Allocation concerns the
academic prerequisites a school demands before allowing pupils choose
particular subjects. In Inland a higher proportion of girls than boys are denied
the opportunity to study physics, higher maths or chemistry at Leaving
Certificate, because they have not done the appropriate subject at Intermediate
Certificate Level. It was found that 80% of boys and only 33% of girls were in
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schools where physics was taught. In the schools where physics was taught,
70% of the boys and 58% of the girls were actually offered it. Finally, 53% of
boys and only 16% of girls to whom it was offered chose to study it. The
impact of allocation measures emphasises tht importance of delaying the time
at which pupils have to make their subject options in order to reduce the risk of
gender typed options which pupils may later regret.

Access is a significant factor in the girls and science "problem." Just as
educational qualifications provide entry but do not guarantee entry to certain
professions, provision of subjects does not necessarily influence up-take. Pratt
et al (1984) conclude that in England, while the sex Discrimination Act (1975)
has undoubtedly improved the provision of science subjects, this has not yet
affected the take up of subjects by pupils.

Several reasons are advanced for girls' reluctance to paeticipate in the
science subjects. They embrace both the overt and covert curricu's. The
gender-differentiated socialisation patterns, moulded in school and in society,
can manifest themselves in the gender codes apparent in the hidden and open
curricula. Pupils' aspirations, attitudes to subjects, perceived difficulty, while
by no means polarised, are gender differentiated especially in the sciences.
These factors, which are considerable in determining option choice, are
resultant from a pupilk sex-role socialisation. Ebbutt (1981) found teachers'
belief that girls choose biology since it was easier than the other sciences
corroborated by girls themselves. They ranked physics as the most difficult of
the sciences and biology the least. Participants in the Department of Education
intervention project also considered physics and chemistry difficult. This
underestimation of their own ability in science, mirrors the findings of Tobias
(1980) who investigated Maths ability and anxiety in girls. He found their
levels of confidence substantially lower than boys' and more reluctant to
recognise good assessments as indicative of high ability. Even when girls
achieve well the socialisation patterns preclude them from gaining self
confidence in what is generally regarded as a masculine domain. It is at this
level that schooling, as an ISA,plays its vital rolo in maintaining the capitalist
status quo. The school socialises pupils ;Li a manner wt. ch both reflects the
patriarchal values of a capitalist society, in viioich the school is an operational
necessity, and which perpetuates these divisions by socialising females into
stereotyped feminine roles. However, the educational system operates to this
end by means other than socialising pupils in gender appropriate nomis, which
can be resisted by pupils and teachers. School knowledge itself (in this case
scientific knowledge) is seen as laden with male values and this constitutes the
hidden process of "patriarchal logic" (Kelly 1981) which permeates all subject
areas but also the 'hidden curriculum" which is "permeated by patriarchal
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values and powerfully transmits and reinforces these," Cullen (1987).

While not all gender sociologists subscribe to the socialisation theory, it
should be seen as working in conjunction with the hidden curriculum and male
pedagogical bias within science. It must be conceded, however, that while
schools are a forum for the creation of gender identities they are also "a vehicle
for women who reject conventional expectations and wish to construct their
own intellectual lives and careers (Kessler et al 1985)." It must also be
acknowledged that the idea of sex-roles exaggerates the importance of
individual attitudes and maximises the macro forces of the economy and
society.

As discriminatory mechanisms, organisational factors such as timetabling
and option choices, have considerable effect. These factors reinforce the
misculine image of science by inviting sex-linked choices. The timing of
option choices is identified as unsuited to girls in relation to science. Concern
about their own feminine image dissuades girls from choosing a science subject
identified as a masculine one.

The stereotyped masculinity of science, a product of the cultural values
that surround science, is reinforced by the portrayal of sex roles in science
textbooks. Such texts contribute to the hidden curriculum of male science and
most importantly, texts denial of women's role in science legitimates their
secondary role in public life and within the school. By implying a sexual
division of labour within the scientific domain these books work on an
ideological level for the capitalist state by defining and containivg sexuality.

Strategies devised to deal with the problems outlined above, as proposed
by the girls and science lobby have to be reviewed for their effectiveness in
redressing the discriminatory practices of science education but also for their
contribution to gender equality in society. This scrutiny is justified because
science education does not operate in a vacuum; as part of the educational
apparatus it actively promotes the patriarchal values of our capitalist society.

Reviewing the Remedies

Such a macro perspective is necessary to combat gender inequality.
Unless strategies operat,: within the parameters of a general perspective, (i.e.
identify the problem as one which can be approached through all ideological
State Apparatuses) the root causes will remain intact. Ilegemonic groups do
not need to have women, ethnic minorities or the working class per se in
subordinate positions they require a corollary group to accept their ideology
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as legitimate. Therefore, attempts to improve womens' status which challenge
the content, structure, and delivery of the curriculum, will be challenging the
hierarchies of power which determine the position of minority groups.

Like feminist theoreticians, educationalists concerned with girls and
science are in disagreement of their modus operandi. One school of thought
advocates the development of girl-friendly science whereby the same concepts
and scientific processes are taught to girls in a manner which counteracts its
masculine image. Advocated by Smail (1984) it is a compensatory approach
whereby materials would be presented in a manner which challenges
stereotypes and reorganises the curriculum to present content in a social
context, one which makes it more attractive to girls. This approach of altering
the context has been criticised (e.g. Bentley and Watts 1986) for leaving
untouched the main problem of science as a creation of the male mind. It can
also be criticised for ghettoising science as a female versus male topic.

Feminine. science like girl-friendly science, proposes the
contextualisation of science in a manner that makes it more appealing to girls.
As proposed by Manthorpe (1982) feminine science plays down the
competitive element of scientific discovery and fosters discussion and co-
operation as approaches to problems. Recognising that it is not sufficient to
neutralise science's masculine image, Kelly advocates a "more feminine image
and convincing young girls that achievement in science is a normal and
acceptable part o: feminine behaviour" (Kelly 1981b). She proposes that a
hitherto male-dominated science could be taught to girls in unashamedly gender
typed instances such as "air pressure (vacuum cleaner), heat transfer (cooking,
domestic heating), density (shopping)." Thus though science as a masculine
concept is not acceptable, science with a feminine image is. It appears that to
eradicate the male image these educationalists have contradicted their own
basic premise that a gender discriminating science is unacceptable.

Both strategies mentioned already aim to increase girls participation in
science subjects without radically altering the basic science concepts. Feminist
science, however, is not content to daily with the style of presentation or
context of the knowledge. For this category it is the nature of science itself
which is redefined in a manner more appropriate to the humanist approach that
is thought to appeal to girls. The starting point for this type of scientific
inquiry is feminine logic and consequently for Bentley and Watts (1986) this
type of science differs from male dominated science due to its view of the
nat ire of objectivity, what constitutes eviderm and the views it has of the status
of scientific knowledge. The changes desired by these strategies are paralleled
by the inequalities highlighted by research on conventional science classes for
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girls. In projects such as Girls Into Science and Technology in Britain (GIST,
1984) an effort was made to counter each area seen as problematic. Teachers
were counselled to be alert for interaction inequalities, curricula were rewritten
to accommodate girls' interests, role models were paraded. The Department of
Education Intervention Project assigned Visiting Teachers for two or three years
to introduce physics and chemistry in girls' schools where they were not
previously taught. Evaluation of this project must remember that it sought to
increase participation in schools where no choice existed; it did not address the
issue of lower participation in schools where the option of chemistry and
physics already existed.

Like the liberal feminists, the proponents of the equal opportunity
philosophy, the girl-friendly science lobby have misinterpreted the scale of the
problem. As the equal opportunities lobby accept that education as it is
presently constituted is a "good thing" but unequally distributed, the girl
friendly science lobby accept the virtues of science education in principle but
want to adapt the practice.

To succeed in encouraging more girls to study the sciences once they
become optional would have little effect in overall gender inequality. Science,
remains science; it is a socially created entity not solely an academic one. An
over-concern with friendliness prevents the interventionalists from viewing the
social and political nature of the science curriculum. To adapt the curricula
and teaching strategies would not change the fact that selection in the sciences
is linked to the technical and sexual division of labour and that the curriculum
facilitates social control (Millar, 1981. Hodson and Reid, 1987). As Yates
(1985) cautions, schools should ask "What are we trying to draw girls into?"
and "Why do we want to do this?"

Initiatives to involve more girls in the sciences can be categorised as
"tinkering at the edges" (Yates. 1985) of the problem. The strategy to tackle
inequality through single sex education can be similarly categorised. This is a
common strategy used in Australia to redress the imbalance of girls' lower
uptake of science and mathematics.

In a review of the single sex issue, as seen in Australia, Willis and
Kenway (1986) conclude that when the deficiencies of the singlc sex strategy
are identified it becomes apparent that co-education has the greatest potential
for producing counter sexist practices.

The isolationist mentality of the single sex brigade blinds them to two
crucial factors. Firstly in a single sex environment girls are achie*.Ig in a
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concocted social setting there is no point in educating girls to be competent
and independent if the criteria for the exhibition of such behaviour is the
absence of males. Equality of the sexes cannot be achieved in the absence of
either. Secondly, the single sex strategy concentrates on changing girls
behaviour and neglects the fundamental problem of boys' and teachers' attitudes
and the nature of the curriculum. To become truly subversive women's
education would have to challenge the present form and content of education.
In relation to science it should ask: science for what? for whom? and should
critically review all male knowledge, scientific or otherwise (Cross, 1985).

Educationalists concerned with girls and science are gradually realising
the inadequacy of dealing with the problems outside a wider perspective of
power relations in a capitalist based economy. The technical division of labour
in our post-industrial economy ensures that only an elite group of highly skilled
personnel are required in the work place. Nonetheless, GIST researchers found
that the opportunity of employment in scientific and technical areas was a
significant motivating factor for girls choosing the sciences. The participants
in the Department of Education Project expressed similar motives. Educating
all girls in the sciences i the premise that their skills will be required by
industry, or that their status in society will be enhanced by these qualifications
is naive. As Kelly (1985) acknowledges "even if girls gain qualifications in
science and technology, this will not guarantee them jobs in this field, or power
and influence in a technological world." Strategies designed to entice more
girls into the sciences should be more mindful of this reality. If they ponder on
Yates' question "What is it that we are trying to draw girls into'?" they will
realise that to tackle gender inequalities in society, which stem from science,
the nature of scientific knowledge, as a social and academic entity, needs to be
examined.

Intervention strategies which operate on the premise that girls need
scientific training as "prerequisite skills to pursue jobs or further training in the
expanding sectors of employment," as the Department of Education Project
does. are I think illconceived. Such a rationale obviously entices more girls
into science courses but its contribution to equality in society is questionable.

Like the equal opportunities approach, they prefer to be immediate and
pragmatic in initiatives, content to accept that their remedial actions will never
cease and do not include a penetrating analysis of the problem. Equal
opportunity is a polite approach to gender inequality, it assuages the conscience
of policy makers and inhibits the development of worthwhile countersexist
initiatives. Educationalists favouring this strategy do not question the validity
of the actual schooling process, rather girls are not getting their fair share of it.

I* 1
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The flaw in this approach is to view the educational state apparatus in isolation
form other ideological state apparatuses; immune from outside influences and
working primarily to "educate" pupils.

Conclusion

By way of conclusion I would like to qualify the suitability of production
theories analysis of gender inequality. Womens' position in society, if I might
use the phrase, is constantly changing; their relationships within society, with
people, state bureaucracies and with policy-makers ensure that the "problem"
can never be identified. Consequently it is inaccurate to talk in terms of
"solutions." Their positions in society are determined by roles they are
allowed to occupy within specific areas. Women are subjects (persons) within
discourse s (areas of interaction) and the positions they occupy within these
discourses are determined by the power-relations governing the site, in this case
education. These accounts of girls in education should locate analysis within
this context what positions do subjects enter under our patriarchal and
capitalist system.

Production theories need to be complemented by empirical analysis to
investigate for instances how unequal interaction patterns, resource allocation
and organisational technicie.es actually create the power relations of male
dominance in schools. It is only when research is extended to this paradigm,
beyond the conventional exposure of discriminatory practices, that the
strategies to combat such practice will become apparent. An analysis of these
discriminatory mechanisms in a post-structuralist framework would provide a
framework for change at the level of pedagogy.

Foucault (1977) provides a decisive conclusion.

,tny system of education is a pol'!ical way of maintaining or
modifying the appropriation of discourses, along with power and
knowledge they carry. In every society the production of
discourse is at once controlled, selected, organised and
redistributed by a certain number of procedures whose role is to
ward off its powers and dangers, to gain mastery over its chance
events, to evade its ponderous formidable materiality. Discourse
is the power which is to be seized.

By reconstituting subject positions within the dkcursive practices of
education, the power relations in that ideology can be changed. This is the
challenge facing all intervention strategies.

1 U 2
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THE LN.T.O., THE BISHOPS AND THE CLASH
ON SCHOOL FUNDING (1945-1954).

Noel Ward

Introduction

The poor physical condition of many national schools was widely
acknowledged in the early years of the Irish Free State. In 1925 the Minister
for Education recognised that schools in bad repair existed "...in a very large
number of cases." A year later, the National Programme Conference again
drew attention to the problem. In the first of its eight general
recommendations, that representative body reported:

...it is plain that the nutterial'onditions of our schools are often
such as gravely to impair the quality of the work done in them...
It is clear that any such untoward conditions call for immediate
remedy if any educational scheme is to securf. the desired results.'

The Conference listed such typical faults in school conditions as small
rooms, structural and sanitary deficiencies, poor provision for heating and
cleaning, and lack of playgrounds.'

Much of the complaint about lack of progress in the building. and
inadequacies in the upkeep of nationa! schools emanated from the ranks of the
Irish National Teachers' Organisatkm ONTO). That Organisation held that the
system of school funding itself was at the root of the lack of progress, a position
which was to bring it into conflict with the Roman Catholic hierarchy.

This paper examines the differing positions of the INTO and the bishops
on school funding and conditions, and the reasons why this issue came
increasingly to the fore from the mid-I 940s. It focuses in particular on the
dash between the INTO and the hierarchy, and on why the INTO executive felt
compelled to change its policy. a new direction announced b. a deputation to
the Primate in 1954 as a decision:-

I t
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in deference to the wishes of the hierarchy to alter its claim and to
seek a remedy along the lines suggested in the Cardinal's
(previous) letter.'

The Funding System

The national school system inherited by the newly-independent state in
1922 was "state-aided" in nature. The state assisted local initiative in
providing schools by contributing the major share of construction costs and the
full amount of teachers' remuneration, but did not claim ownership of the
schools.' This structural arrangement met the approbation of the main parties
who participated in educational debate in the early decades of independence.'
The Roman Catholic hierarchy endorsed the national school system as
approximating to the ideal from the Catholic point of view in a pastoral letter
issutd following the National Synod of 1927.'

The INTO, while anxious to indicate its support for the Church's
ownership of schools and employment of teachers, soon came to see the school
funding system as not conducive to the proper maintenance, or where
necessary, to the speedy replacement of schools.'

The system operated in a similar manner for capital and current
expenditure on buildings. For the erection of a school, the manager had to
pros ide a suitable site and was asked to pay one-third of building costs, with
the state providing the remainder.' As for the general upkeep of a school, the
trustees and manager were responsible, but a state grant to help meet heating
and cleaning costs was available.' Such a grant was payable only when an
equivalent sum had been raised locally and was subject to a maximum
determined by a school's pupil attendance figures."

Both types of grant thus depended to an extent on local initiative. But a
local contribution for school building (or repair) was not always demanded in
practice. Quite often the state paid more than two-thirds and on occasions
provided the full cost. Minister for Education Tom Derrig told the Seanad in
1942 that the state was then bearing "almost the entire cost of primary
education." and in 1947 he stated that local contributions at that time amounted
to less than one-sixth of the total cost of school erection and improvement."

As regards the heating/cleaning grant, the INTO criticised the method of
determining the maximum subsidy payable, and traced the recurring failure to
expend the entire sum allocated for this purpose in the Departmental estimates
to the difficulty of raising a local contribution."

1 ' t)
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Towards Consensus on a Revision of the Funding System?

In the period of independence up to the mid-1940s, there was a measure
of agreement between the INTO and some members of the hierarchy, at least,
on a possible amendment of school funding procedures.

From 1929, the INTO held a policy position that the cost of erecting new
schools should be met entirely from state funds and that items of current
expenditure should be paid for through the proceeds of a local authority rate."
This policy was pursued throughout the years to 1954 by way of
pamphleteering, public meetings, further resolutions of annual Congress, and
the raising of the matter in the Dáil and Seanad.' It would not, however, be
correct to represent this question as one of the foremost concerns of the INTO
until perhaps the mid-1940s from which time, as will be seen, a more active
attempt to highlight school conditions may be noted.'6

Two members of the hierarchy in the 1930s were quoted as favouring a
funding system similar to that envisaged in INTO policy. The Bishop of
Down and Connor, Dr. Mageean, told INTO Congress in 1930 that in the
administration of education the religious and the secular sides might be
separated, and that school repair and upkeep could be in the hands of a
committee subject to the Education Authority." And in his lenten pastoral of
1937, Dr. Dignam, Bishop of Clonfert, criticised the condition of many school
buildings and suggested that the state should pay a larger proportion of school
building costs, and the full sum for maintenance."

In a comprehensive setting out of the INTOs position on school funding
and conditions in Seanad Eireann (1942), General Secretary T.J. O'Conliell
drew a distinction between the Church's claims in the religious side of
education and its claims in the purely material (buildings) side. Both bishop
Mageean and Pope Leo XIII were quoted in order to show that the INTO
position was not inconsistent with Catholic principles.'9

Within three years of that Scanad debate, the first public criticism of the
1NTOs position by a member of the hierarchy had been delivered.

Winds of Change

In the years from the mid-1940s into the early 1950s a number of factors
impelled the INTO to raise with regularity and purpose its policy on school
funding. Simultaneously, certain other factors served to ensure a renewed
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Church determination to preserve the school funding system as a guarantee of
clerical ownership of schools.

In reviewing the motions tabled for the 1945 INTO Congress, T.J.
O'Connell listed building and upkeep of schools among the "hardy annuals."2°
Ironically, that Congress was to experience a foretaste of the clash with the
hierarchy on the issue. Before referring to that Congress, however, the factors
which underlay the hardening INTO and Church positions on school funding in
this period will be examined.

The condition of national schools became an issue of public concern and
debate during the 1940s. A series of County Medical Officers' reports and a
comprehensive survey of schools by the INTOs Cork county committee painted
a sorry picture of insanitary, unhealthy school conditions.2' As an example of
comment in the media, the Connacht Tribune's editorial of 9 December, 1944,
highlighted the concern expressed by a woman graduates' group, and supported
the

emphatic condemnation of the badly-lit, badly-ventilated and
badly-heated buildings which stol form about fifty per cent of the
primary schools in rural areas...."

The authors of the INTO Plan for Education of 1947 raised the school
funding and conditions issue as one of a broad range which needed attention."
This document can be placed in a wider movement for educational
advancement which had resulted in, for example, the Butler Education Act
(1944) in England and Wales and the Northern Ireland Education Act of 1947.

Optimism might have been expected after the difficulties of the war
years. especially in the light of assurances that concerns in education would
receive attention. Minister Derrig had told the Seanad in 1942 that he
envisaged a comprehensive school building programme "when n^rmal
conditions come back," and the Dail in 1947 that only "insuperable difficulties
in providing building materials" were holding up thet programme." The INTO
might have been expected to take heart from such words.

Finally, the dramatic growth in the number of vocational schools (from
65 in 1930 to 224 by 1954), and the contrast between their condition and that of
the national schools was another factor in focusing attention on the state of
national school buildings!' IWO General Secretary D.J. Kelleher emphasised
this point when writing to the Primate in 1954:
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All over the onntry vocational schools are springing up. No
expense is spared to see that they are substantially built, artistically
decorated, adequately equipped, maintained, heated and cleaned.
They are surrounded by beautiful gardens, and in most cases have
spacious playing fields attached. Very often they are neighbours
to national schools, which lack everything which the vocational
schools enjoy."

For the Church, too, there were contemporary developments which
influenced its position. The Catholic social movement in Ireland had by now
developed considerably. One of the movement's central themes was the danger
of excessive state power, a theme taken from the teaching of Pope Pius XL"
The Commission on Vocational Organisation, chaired by Bishop Browne of
Galway and whose mammoth report was published in 1944, sustained the
attack on state bureaucracy." The Primate, Dr. D'Alton, was a leading figure
in the Catholic social movement. Cardinal D'Alton's reference to "socialistic
tendencies, now so widespread" in his letter to the INTO General Secretary of
October 1952 must have emphasised for the latter that the school funding issue
was seen as part of a wider question." The concept of a local contribution was
the legal safeguard of Church ownership of, and therefore influence in, schools;
if the state paid all, it might ultimately want to control all."

Perhaps, most of all, the Health Act controversies of 1947 and 1951 may
have persuaded the hierarchy that the INTO position might be in education
as the bishops felt the 1951 mother-and-child scheme was in health the
device by which excessive state influence would prevail.31

At the opening of the INTO Congress in Galway in 1945, Bishop
Browne became the first member of the hierarchy publicly to voice disquiet at
the INTO policy. INTO policy, he declared, tended "directly to the abolition of
the (school) management system" which had been the "legal safeguard of the
freedom of Catholic education in this land." The Bishop regarded as mistaken
the view that many schools were defective."

On this occasion, the INTO General Secretary and the Congress
delegates rejected the Bishop's criticisms, and re-affirmed existing policy." A
foretaste of the imminent clash on the issue had been provided, and a more
insistent hierarchical voice would be heard when next the controversy was
aired.

1 ()
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School Conditions Disputing the Facts

There was a remarkable divergence of views in this period on the actual
position regarding school conditions, as between the hierarchy and the INTO.
Bishop Browne's address to the INTO Congress in 1945 had included a
suggestion that there was exaggeration of the inadequacies of school buildings.
The editor of the INTO's Irish School Weekly held that the bishop's case was
weakened "...by his questioning of admitted facts about the schools'
situation.""

The suggestion that a "grossly exaggerated, unfair and unbalanced"
picture was commonly drawn of school conditions was repeated by the Bishop
of Ossory in an address in 1952" Later the same year, the Bishop of Achonry
said that the work of replacing old schools was progressing and that this should
be acknowledged and credit be given where it was due." The view that the
INTO's presentation of poor school conditions was "not in harmony with the
facts" was expressed also by Cardinal D'Alton. On his reading , official
statistics indicated that considerable progress had been made."

It is necessary, then, to turn to official sources to address this question of
the facts. One might ask about the state's view on the overall issue of the
system of school funding as well as the actual condition of schools; the state,
after all, was the main funder and supervisor of the national school system.

As has been noted, successive Ministers for Education approved of the
state-aided nature of the system. In 1953, during the period of the controversy
under review, Minister Moylan made clear his support for the retention of a
local contribution in the case of both building and upkeep of schools."

On the question of the conditions of the stock of schools, however, it is
fair to say that official figures and statements lent more weight to the teachers'
argument than to that of the bishops.

Minister Derrig acknowledged in the !Nil in 1944 that 1,000 schools
needed replacement and that a further 1,500 required substantial repair.' The
INTO in its Plan for Education, therefore concluded that out of a total of some
5,000 national schools some 50 per cent were defective.'

At the rate of new school building for the 1940s less than forty
schools per annum on average it would have taken some twenty-five years to
replace the 1.000 schools which the Minister had deemed in 1944 to be in that
need.'
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At the INTO Congress in 1952, at a time when the hierarchical emphasis
was on recognising the progress made, Minister Moylan said that the number of
practically derelict schools was "...nearer eight or nine hundred:1" The same
Minister told the Dill a month later that for the following five or six years the
annual rate of school building should be doubled, from about fifty, "...so as to
destroy the existing evil condition."

As it turned out, although a high point of erecting seventy new schools
was reached in 1953-1954, the figures before and after that were less
impressive and the average annual building rate for the five years to 1954-1955
was 47 schools."

Official figures, then, confirm the substance of INTO complaints about
hool conditions. The INTM claim that the system of joint responsibility

retarded progress applied also to the disbursement of the heating/cleaning grant.
Here, longstanding dissatisfaction also came to the fore. In the school year
1952-1953, for example, the sum allocated £66,000 for some 4,800 schools

was not all spent, and the allocation was cut by £1,000 for the following
year." The !NTO protested, not for the first time, in 1954 hs to the amount of
grant and as to the regulations governing its disbursement."

Whatever the merits of either side's argument during the controversy it
must be acknowledged that spending on national schools and the physical
condition of these schools remained grossly inadequate long after the dispute
between teachers and bishops ended. Not until 1962 was the first state grant
for national school maintenance made." And official figures indicated that, in
1960, 40.5% (1,978 of 4,882) of Irish primary schools were unsuitable for use."

The Dispute Develops

The INTO Congress in 1949 resolved to ask the Minister for Education
to summon a conference to examine the question of school conditions." Later
that year, the INTO executive issued a questionnaire to members, seeking
information on several asp !cts of the condition of their schools. The
completed survey form was to be returned to the INTO head office by the end
of February, 1950."

The hierarchy's displeasure at the INTOs action was evident in ih1/4-
account given in the executive's report to the 1951 Congress:

In June, 1950, His Grace Most Reverend Dr. McQuaid,
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Archbishop of Dublin asked the General Secretary to call to see
him. The interview took place on June 7th. His Grace, speaking
on behalf of the Hierarchy, said that they (the Hierarchy) were very
perturbed and displeased at the issue of the original circular. The
maintenance of schools was the responsibility of the managers and
an inquiry into the perfornwnce of that duty was outside the
province of the teachers...."

Having considered the Archbishop's intervention, the INTO executive set
out at his request its object in issuing the questionnaire, and resolved "in
deference to the Hierarchy" not to pursue the demand for a conference at that
time, but instead to seek a meeting with the clerical managers on the subject of
school provision and upkeep." The fact that it took nearly four years for the
INTO to be granted such a meeting with the clerical managers association will
not be discussed here, but is an indication of the bad relations to which the
differing positions on this matter gave rise."

Before the modified INTO position of meeting the clerical managers
could be put into effect, a more vigorous episcopal assault on the overall INTO
policy was launched. In June 1952, the Bishop of Clogher, Dr. O'Callaghan,
attacked teachers and their organisation from his pulpit for their attitude in
connection with school building, heating and cleaning. Fle suggested that the
INTO sought to take the schools out of the hands of the managers, and that the
generation of teachers then in the schools saw themselves as being above the
menial tasks involved in heating, cleaning and upkeep."

the INTO executive challenged the Bishop to prove his accusation about
the INTOs intentions, and sent a deputation to the Archbishop of Dublin to
lodge a protest. Letters of protest were forwarded also to the bishops'
secretaries and to the Primate, Dr. D'Alton. The latter written protest, at Dr.
D'Alton's request, took the form of a submission setting out INTO policy on the
matters raised by the Bishop of Clogher."

General Secretary Kelleher in this submission traced the history of the
INTOs position, referred to "eminent Churchmen' who had previously
supported the idea of local education authorities, stressed the organisation's
support of the managerial and ownership sy ,rri, and complained of the
rnanagers' failure to meet the INTO."

The Primate's reply to the INTO followed the hierarchy's meeting of
October, 1952. Disclaiming responsibility for any one bishop's
pronouncements, Dr. D'Alton nonetheless outlined the very strong objections of
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the hierarchy to the INTOs campaign. Writing "for the future guidance of the
Teachers," the Primate evinced that the campaign was a threat ta the entire
managerial system. Widespread "socialistic tendencies," and evidence of
progress in school improvement were quoted in support of the hierarchy's view,
Dr. D'Alton concluded his letter by stating:-

The Bishops feel confident that the INTO, now that it has been
made fully aware of their views on the managerial system, and of
the real facts of what the system has achieved in recent years, will
discontinue its campaign.... and that its activities in this matter in
future will be directed mainly towards securing a larger allocation
of State funds."

INTO Agrees to Desist

The INFO executive made no immediate decision in relation to the
contents of the Primate's letter. The organisation's 1953 Congress did,
however, approve a resolution which was very much more in line with
episcopal.wishes and which did not mention full public funding. A Dublin
delegate at that Congress reportedly felt that it was "...to be regretted that their
beloved Caidinal should have found it necessary to speak to teachers in such a
strain.""

A givup from the INTO executive which was preparing to meet Cardinal
D'Alton to discuss the building, heating and cleaning of schools, first met the
Minister for Education in December, 1953. These representatives sought a
statistical bnefing in preparation for the meeting with Dr. D'Alton. Having,
apparently, failed to receive the information which they had sought officially,
the INTO executive in April 1954 asked that the Cardinal meet a deputation."

In May 1954 this deputation met Cardinal D'Alton and advised him that
the executive "in deference to Coe wishes of the hierarchy" had decided to
pro,. eed as advisA in the Cardinal's letter. The deputation also summarised
replies to the 1950 questionnaire which "indicated that the position was far
from well in gt:neral" as far as school conditions were concerned.w

At Dr. D'Alton's request, the INTO General Secretary forwarded a letter,
outlining the revised INTO position, to the hierarchy on 24 May, 1954.

In this very lengthy letter, the modification of INTO policy was
confirmed and Secretary Kelleher listed measures which, he believed, had
tended to "degrade and undermine" the system of national education which was
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so close to Church teaching. He also made a number of proposals for joint
activity with the clerical managers on the issue of school conditions and
expressed a "deep sense of grievance" at the managers continued failure to
agree to meet with the INTO. DJ. Kelleher concluded by declaring the
support of teachers for the national education system:

As educated Catholics we know and believe in the principles of the
social teaching of the Church in education, and we see in that
system (of national schools) the most effective way to put these
principles into practice. lf, therefore, there is anything in the
submissions that we have taken upon ourselves to make in this
memorandum that may seem presumptuous, we feel sure that your
Eminence will accept this interest as our justification.'

Conclusions

The INTO's change of direction on the school funding issue in 1954 may
be understood in the light of the dominance of the Roman Catholic ethos in
society at the time. Since government deferred to the hierarchy in a matter of
legislation, the INTO's compliance in this matter might have been expected by
the bishops."

The close relations which had existed between the INTO and the
hierarchy over previous years undoubtedly also contributed to the teachers'
reluctance to damage a link which had become important in the Organisation's
affairs and which had proved of practical benefit on a number of occasions."
The General Secretary's portrayal ot' the INTO in 1954 as a loyally Catholic
body, while inappropriate in an organisation not exclusively Catholic in
membership, mirrored the sentiments of contemporary legislators.'

There was an inevitability about the outcome of a clash between the
bishops and the teachers' organisation on an issue where a Church principle
could be presented as the central issue." The clash had allowed a testing of the
relative strengths of the two groups to take place. The school conditions
debate, meanwhile, was by no means over.
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THE LIMITS OF PATERNALISM
IN EDUCATIONAL RELATIONS

Kevin Williams

Introduction

It is with a degree of self consciousness that I offer a paper on what must
be the most perennial and classical problem in philosophy of education. It
remains, however, a very live issue in current literature in the area and it is an
issue which is very acute both for student teachers, teachers and parents.'
Moreover, when in a recent article I suggested that Irish might be made optional
at the senior cycle of post primary education, I encountered some of the very
fixed ideas which the general public and many educationalists have about the
justifiability of paternalism in educational relations.' In discussions,
particularly with students, on the argument presented in the article, I found that
many of them hold a very p!ernalistic v;..w of ihe nature of authority in

This is the view according to which, on the basis that it is for their
own good. we are justified in compelling young people to learn regardless of
their own wishes in the matter. In this paper I wish to examine the nature of
this paternalistic authority which adults arrogate to themselves to encroach
without their consent on the freedom of children and I would hope to reach
some conclusions regarding what might be the justifiability and limits of this
authority.'

Readers may find it useful if at this stage I outline the structure which the
argument of the paper will follow. After a statement of the precise nature of
the problem posed by the notion of authority in the situation of compulsory
school attendance, an attempt is made to defend a notion of moral authority in
the case of those who are compelled to attend school. An attempt is then made
to identify what might be the limits of even a morally defensible conception of
paternalistic authority in education. The paper concludes by applying some
suggested guidelines on this matter to one particular controversial issue in
education in the Irish Republic.
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Stating the Problem

The consent of the obligated, which is arguably the basis of any
obligation, is not required in respect of children subject to compulsory school
attendance. This means that for young people the school is an institution,
membership of which is compulsory, and education is a practice, participation
in which is compulsory. Yet in respect of other institutions, such as sports
clubs or political parties, we would find the idea of compulsory membership
unacceptable, if not somewhat absurd.' And let us consider how compulsory
participation would apply in respect of other practices. No one would think
that we could force an individual into a relationship with a doctor, a bookie, or
an opponent at chess in the manner in which pupils are forced into a
relationship with a teacher. Participation in the practices of medicine, betting,
and chess playing presupposes, on the part of the participants, freedom of
choice in respect of their participation. Nor would anyone (normally) attempt
to force adults to participate in education, not only because such compulsory
education is unlikely to meet with success, but also because it is morally
offensive and forbidden by law. Indeed Western moral sensibility finds
profoundly objectionable any attempt, such as that of the Pol Pot regime in
Kampuchea, to subject adults to compulsory education.

The problem then is to determine whether there are grounds on which we
as adults have the right to impose our demands on young people irrespective of
their consent in the matter and even in cases where they have refused this
consent. Can adults, therefore, be said to enjoy a right not only to compel
children to learn, that is, to force them to learn regardless of their own wishes
but even to coerce them to learn, that is, to force them to learn in spite of or
against their own desires in the matter? We should note that the use of
coercion is clearly more problematic than the use of compulsion. This is
because many children compelled to attend school would choose to do so
anyway if such a choice were available. Coerced actions are, therefore, a
particular subset of compelled actions.' But let us examine more closely the
ingredients of the teacher's authority as it is presupposed in contemporary
practice.

Consent, obligation and the moral authority of the teacher

The view of the teacher's authority underlying the current practice of
compulsory schooling is that the conferring of formal or legal authority
presupposes that the teacher has epistemic authority, that is, a reasonable
mastery of his svill or body of knowledge, together with a degree of pedagogic
expertise in communicating this to his pupils, and an ability to achieve some
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level of social control over these pupils. Presupposed also is the view that
conferring legal authority confers moral authority and so, according to current
practice, legal/formal authority and moral authority are considered to be co-
extensive. This means that a teacher who has been appointed in accordance
with legally recognised procedures, and whose actions are in accordance with
the provisions of law, has moral authority for these actions,

The non-adult status of children is seen as providing moral justification
for the teacher's right to encroach upon their freedom without the children's
consent and to subject them to compulsory schooling. But it is possible to call
into question the justifiability of the paternalistic authority which adults assume
to encroach on the freedom of young people in this way. On the grounds that
consent is the only basis for obligation, we may argue that compulsory
education is not morally justifiable. As they are not obligations of their own
choosing. children cannot be obligated either to attend school or to comply with
the demands of teachers.

Accordingly we are presented with two contrasting options. On the one
hand, on grounds of their immaturity, we can deny to children status as moral
agents and by this argument justify our right to violate their autonomy by
subjecting them to compulsory schooling. On the other hand, we can argue
that, as consent is the only basis for moral obligation, subjecting children to
compulsory education involves subjecting them to obligations which are not of
their own choosing and so is not morally justifiable.

In my view there is something unsatinfactory about both opinions, that of
denying to children, because of their immaturity. status as moral agents in their
own right and that of claiming that consent is the only basis for any moral
obligation. After all, consent does not enter into the filial obligations which
children are recognised to owe to their parents. The attribution of obligation to
pupils subject to compulsory school attendance is, I would argue, related to the
quality of the teacher's authority. The quality of the teacher's authority must
be moral; it is not simply legal in nature. Where the teacher's authority is moral
or just and can he seen to be so. then we can speak of the attribution of moral
obligation to pupils. Ilow then shall we determine the moral basis, the
justness, of the teacher's authority? The basis of the teacher's moral authority
(which provides also the grounds on which we can attribute obligation to the
pupils) is connected to the nature of the demands which he makes of the pupils.
There are four conditions attaching to these demands. The demands must be
such as impose reciprocal obligations on those who make them; are conducive
to the promotion of the welfare and interests of the children; are of a
reasonable character; are capable of being justified to the pupils.

LA
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With regard to the first condition, P.F. Strawson points out that a demand

made on an individual can be regarded as a moral demand "only if it belongs to
a system which includes demands made on others in his interest."'
Accordingly, we can say that, although it is not an obligation of his choosing, a
child is obligated to his parents because his parents, as parents, have reciprocal
moral obligations or duties to him. Similarly, in the educational context, we
can say that pupils are obligated by the demands made on them where the
teacher and school authorities, who make these demands, are bound by
reciprocal moral and professional obligations or duties to them. Accordingly,
if we expect young people to undertake to learn, then we must fully accept our
duty to make every effort to teach them. And while this may seem fairly self
evident questions must be asked about the extent to which all of our schools
undertake seriousl) to teach all of our young people, rather than simply those
who are likely to prove successful in terms of the culture of the written word.
Indeed, in recent years, research in sociology of education suggests that some
schools have given up seriously trying to educate certain kinds of pupils and
that teachers are simply pandering to the wishes of their constituencies of
learning/school refusers.'

Secondly, our demands must be such as will genuinely tend to promote
children's welfare and interests. We are not only morally justified in imposing
demands on children which are intended to promote their welfare and interests,
but we are morally obligated to do so. This is because children are not always
the best judges of their own good and are not in a position to make informed
judgments about the desirability of education or about the kind of education
which they should receive. And one major feature of the children's welfare
which is being promoted through compulsory schooling is to increase their
capacity to exercise freedom and autonomy. This is a capacity which may not
be developed by giving children the freedom to choose whether or not to
become educated or what and how they should learn.' In principle, therefore,
on the grounds that it is in the interest of the children's welfare, the duty of
adults to endeavour to educate them has mora: priority over the children's right
to choose in the matter. (In the next section I shall say something about the
limits of the priority which the wishes of adults should enjoy in this respect).

For the moment I wish to consider the third condition, namely, the issue
of the reasonableness of the teacher's demands and of how can we determine
the reasonableness of these demands. Obviously it is not easy to do this with
great precision, but something must be said on how some determination of what
constitutes reasonableness might be arrived at. In a strict sense, the boundaries
of reasonableness are prescribed by the provisions of civil law. Most
dramatically, for example, a teacher's right to inflict corporal punishment is a
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matter for statute, and even where tolerated, the right is subject to legal
controls. Any penalties which schools impose on delinquent pupils are
similarly subject to law. For example, school authorities are limited in the
manner and extent to which they can impose on pupils detention after normal
school hours; parents must be alerted, pupils must be allowed time for meals,
and they can hardly be detained overnight. Of course, an individual teacher
may feel, on personal moral grounds, unable to make full use of his full legal
rights in managing his pupils, and on these grounds, for example, he may refuse
to administer corporal punishment.

The fact that not all teachers will find reasonable what the law either
prescribes or proscribes leads me to argue that the determination of
reasonableness in respect of educational demands is a question which must be
addressed from within the educational community. Just as doctors can justify
such severe and painful treatment as chemotherapy, radium and cobalt therapy,
a code of pedagogic ethics, based on the collective wisdom of the educational
community, might be similarly elaborated. This does not mean that definition
by the educational practice will be unanimous, or that it should be immune
from the criticism of the wider community. Just as, for example, the
administration of shock treatment in cases of mental illness can be criticised
from outside the medical profession, so also should decisions of educators
regarding, for example, whether the use of corporal punishment should be
permitted, or whether the school leaving age should be raised. Other matters
which would be the subject of such decisions would be the appropriateness of
curricula to the abilities and sensibilities of the pupils; the appropriateness of
methods of assessment used; the nature and limits of any sanctions, together
with specification of the conditions in which they can be invoked. In deciding
these and other questions, ultimately, the emphasis must be on the professional
judgment of those who actually teach the children, i.e. the teachers themselves.
This is not to deny that educational administrators and academics have their
role to play in devising a defensible aide of educational practice. Indeed, there
is no reason why pupils themselves should not have a voice in deciding these
questions.

This takes us to a consideration of the fourth condition, that is, the need
to justify the demands of the teacher to the pupils. In making demands of
them, the teacher must be prepared (within limits) to bring the pupils to
understand why these demands are made by representing them in the light of
the previous conditions. The teacher must show how he is bound by reciprocal
moral and professional obligations to the pupils and that the demands which he
makes are intended to promote their welfare and that they are reasonable. In a
compelled but justifiable form of social intercourse, those individuals subject to
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compulsion must be brought to see that tht. authority to which they are subject
is not arbitrary. By making clear the point or purpose of the demands which he
makes of his pupils, a teacher will minimise the coercive nature of the
educational enterprise. By explaining the reciprocal obligations by which he is
bound to them, the teacher may succeed in engaging the pupils' consent in a
contractual manner and thereby eliminate compulsion entirely. The kind of
authority which is genuinely moral is, indeed, that which is the most conducive
to outcomes which are most educationally fruitful.'

Determining the limits of Paternalism

Of course I am aware that even where the above conditions are observed
there remains an issue which has not yet been addressed. What of the pupil
who understands and accepts the foregoing conditions and yet refuses to learn a
particular subject or to engage in a particular school activity? Are there limits
to the right of adults to compel children to learn (that is, to force them to learn
regardless of the children's own wishes) but even to coerce them into learning
(that is, to force them to learn in spite of their own wishes)? I propose next to
focus in particular on the latter situation, i.e. on the use of coercion in
education. (Remember that many children cornpelled to learn would do so
anyway if they were given a choice in the matter) and then I shall try to apply
some suggested guidelines to one practical example.

We must remember, firstly, that there are limits to what we can force
others to do against their will. It is possible, in principle, even under
conditions of the most extreme coercion, to resist the author of such coercion,
as happens in the case of martyrs. The formal freedom which is presupposed
in the notion of human agency cannot be taken away, even by a creator. We

cannot ensure certainty in endeavouring to convert others against their will to
our purposes and so our power can never be absolute and irresistible. This
formal freedom inherent in the nature of human agency, then, sets limits to what
human beings may be made to do against their will by force or by the threat of
force. In the educational context, therefore, moral considerations apart, the use
or threatened use of physical force alone cannot guarantee learning in a
situation where the pupil is absolutely determined to resist it. Where his will is
unshakeably set against it, we cannot force a pupil into making an effort to
understand something, let alone into understanding it. And while this may
appear fairly self evident, it may be a reality that is not always honestly faced in
our system. Where, for example, a young person absolutely refuses to learn a
particular school subject or to engage in particular school activity, he cannot be
forced to do so."'

1 4



116
Such then are the actual limits to what we can force others to do against

their will. But are there limits to what we should try to force young people to
learn against their wishes? In determining these limits three factors ought to
be taken into account. Firstly, there is the age of the young person, as
normally one expects that children will become more capable of reaching
mature decisions as they grow older. Accordingly, the situations in respect of a
six year old and a sixteen year old are different. We would not tolerate a seven
year old opting out of English or Mathematics class and we would hardly wish
to force all Leaving Certificate students to study musicianship. Indeed, in the
Irish Republic young people beyond the years of compulsory schooling have, in
principle, considerable choice with regard to options at senior cycle. The years
at which the greatest difficulty will present itself are those in the junior cycle
stage of secondary school. Even here, however, I would argue that as adults
we cannot assume that we always know better than the child himself what is in
a particular child's interest. Moreover, we must be careful to distinguish
arguments about what is in the child's interest from rationalisations which are
really concerned with what is in the interest of the administrative convenience.
I am not condemning arguments based on genuine administrative/resource
constraints but rather I am asking that they not be disguised as being in the
interest of the child. There may be no administrative mechanism in a school to
provide for a young person of, say, fourteen who just does not want to study
commerce, for example, and this may be the only reason that the child is forced
to remain in commerce class. But this should be admitted as the reason for
continuing with the situation and the interests of the child should not be
disingenuously represented as the reason.

Secondly, we must take into account the importance of the activity to the
young person's future life. Here I would argue that considerations of utility
are paramount and such considerations would justify strenuous efforts to try to
help even reluctant young people to become literate and numerate and to
promote their physical health. Young persons who are disfunctional in these
areas are not only disadvantaged with regard to the prosecution of their own
material welfare but they also risk becoming a burden to others in society."
Thirdly, we should take into account the degree offamiliarity which the young
person can reasonably be expected to have with the subject. Where students
have had long experience during their schooling of a particular subject or
activity, they are in a good position to judge whether to continue with that
subject or activity.
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Summary and Conclusion

Before concluding, I should like to draw together the strands of the
argument offered in this essay. The authority of adults to subject young people

, to compulsory school attendance was shown to be linked to the moral quality of
this authority. The basis of the teacher's moral authority (which provides also
the grounds on which we can attribute obligation to the pupils) was said to be
connected to the fourfold nature of the demands made of the pupils. These
must be such as impulse reciprocal obligations on those who make them; are
conducive to the promotion of the welfare and interests of the children; are of a
reasonable character; are capable of being justified to the pupils. The actual
limits to paternalistic authority were explained and the three factors to be taken
into account in determining the moral/educational limits of this authority were
then suggested.

I should like in conclusion to apply the above conditions to an aspect of
the post-compulsory stage of education in the Irish Republic. Young people in
senior cycle of post primary schools are no longer subject to legal obligation to
attend school. Accordingly, and consistent with the practice in most countries,
it seems reasonable to assume that at this stage of their education they would no
longer be legally compelled to study any particular subject or subjects. At the
end of the years of compulsory schooling young people are normally
considered to be mature enough to make decisions regarding the subjects which
they will study. And this indeed is largely the case in this country also, even
with regard to the study of English. The study of Irish, however, is still
compulsory for all legally recognised pupils for the Leaving Certificate. As
the law stands at present, even at this stage of their education no discretion is
allowed to individual pupils, to their parents or to school authorities with regard
to the study of Irish. Now I want to ask whether it is justifiable on paternalistic
grounds to prescribe a particular subject for compulsory study beyond the years
of mandatory school attendance. As I shall be applying the above three
conditions regarding the limits of paternalistic encroachment on the freedom of
young people, I shall concentrate on arguments based on these conditions and
so shall not address directly any other arguments regarding the compulsory
status of Irish." If we apply the first condition on the limits of paternalistic
authority, it must be recognised that we are dealing with young people who are
no longer legally obliged to attend school and so can reasonably be expected to
be mature enough to choose whether or not they wish to continue to study any
particular subject, including Irish. Moreover, being free of legal obligation to
attend school, a fortiori, they should no longer be obliged to study any
particular subject. In respect of the second condition, I do not believe that it
could honestly be argued that considerations of its incontrovertible utility to
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young people would justify forcing those who do not wish to do so to continue
with the study of Irish beyond the years of compulsory schooling. Nor can it
be claimed that an individual who has not studied Irish to the conclusion of
senior cycle risks becoming a burden to the rest of society. And, thirdly, it
must be acknowledged that students will have had long experience and
familiarity with most school subjects, including Irish, and so will be in a good
position to judge whether they wish to continue to study any particular subject.

For these reasons the conclusion seems inescapable. The policy of
compulsory Irish at senior cycle is not sustainable on educational grounds. No
doubt some people will find this conclusion unwelcome, but it is the business of
philosophy to conduct its enquiries, wherever they lead, with honesty,
impartiality, dispassion and with as much rigor as possible. Only you can tell
me whether this enquiry is of such a nature.
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who refuse to study the subject in their classrooms; the unlikelihood of
finding some methodological panacea which will mean that the natural
ability, hard work and effort required in the learning of any second
language could somehow be circumvented in the case of Irish.

But, of course, it may be argued that the compulsory status of Irish at this
stage of a young person's education is based on political rather than
educational considerations. Here I am thinking of the argument which
would seek to justify continuing with compulsory Irish beyond the years
of compulsory schooling in terms of the pursuit of national cultural
aspirations. And there is the argument of a more expedient nature which
is based on the need to maintain the employment of teachers of the
subject. See Williams "Reason and Rhetoric in Curriculum Policy."
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SECOND LEVEL M1VI'HEN1ATICS CURRICULA :

THE REM. IILIC OF IRELAND IN INTERNATMAL PERSPECTIVE

Elizabeth Okiham

1. Introduction

'Nis paper considers second loci mathematics curricula in the Republic
of Ireland. In particular. it examines them in the context of findings from
internatitmal studies in which the countr) has participated, and discusses the
implications for curriculum re% iew.

The so-called 'new mathematics revolution- affected mathematics
curricula in man> countries twin the 1950s oimards. The first "new"
curi icula ere introduced at SL'Illur L le in the Republic in 1964. and a further
sat'cL".s1011 (il updales took place 0% cr the following twelve years. In this
period also. lutidamental ch;;tves occut red in societ) and tit the seh011l system,
thus altering the come \ t in %%Inch mathematics (and other) curricula were
taught; These de \ clument., LcIi ntm he seen in perspect k-c and considered in
the light (it stindar happenings ekew here.

A Ili,cii iciteiiiatiuii,cI In% esneation into mathematics education, the
Second International NlathemanL Stud% (SIN1S). w as hegun in 1976 and
continued Into the mid- I 9titk Its ticidicies both interim and final have
helped mathemant_. eklucators III Intel CI Ike \ [VI lellies UI nian countries in
the period In question Indp idual counn hegan issuine thecr national reports
m die ead loPsos hut the inteinationdl [quills ace he in12 pjhhished onI as the
det. ade ends

The pieluinnai iesults alie,uk been Of %,tlue Im itit mnlerstandin:.!
of mathematis oink:ilium hallee III Iceland. .1 Ile !Mal el NIons upporninel,

\ detail whtt..li is ol paitkulat !etc% an..e in two tespeets. Firq, tne
countr\ I LTLIIII% 111 national stink . the International
Assessment ational Pnyiess (I.\1d)i. it measured aelnevement in
mathemancs and science. .1 he L lintlinp fro:" S1\1S provide a
background agam.a Inch Me !Aid' mathemancs iesults can be interpreted.
Second1). turdier round of changes m the Irish mathematics eurrIculum kaN
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initiated in recent years. The SIMS investigations offer a framework within
which to view alterations introduced at Junior Cycle level; and they provide
crucial insights and possible guidelines for the work now taking place on
curricula for the Senior Cycle.

Hence, the main features of the Study are outlined in the second part of
this paper. Key results on relevant features of the education systems and on the
content of their mathematics courses are described in the third and fourth parts
respectively. The results of greatest interest for Ireland are highlighted in each
case. The findings are then applied to current issues in Irish education. First,
in part five, they are used to illuminate the outcome of the IAEP study. This
leads to an examination, in part six, of implications for the current review of
Irish second level mathematics courses. The paper concludes with part seven.

2. The Second International Mathematics Study

The second International Mathematics Study, SIMS, is a cross-national
investigation of mathematics curricula, classroom practice, and student
achievement and attitudes in second level education. It was carried out by the
International Association for the Evaluation of Educational Achievement (IEA).
Some two dozen education systems including those of England and Wales
and of Scotland as well as of the Republic of Ireland were involved. They
are listed in the Appendix to this paper. A s the Study could not span the whole
of second level education, it concentrated on two target populations:

Population A : all students in the grade containing the modal
number of thirteen-year-olds:

Population B : all students in the terminal grade of secondary
education who were taking mathematics as a substantial part of
their course.'

The investigation of mathenmtics curricula the Curriculum AnalysiA
is of particular relevance to this paper. The Curriculum Analysis had two

main aims ; to describe curricula, in such a way that cross-national similarities
and differences were highlighted, and to provide a background against which
data from other components of the Study could be interpreted. The author was
a member of the international Curriculum Analysis Group as well as being
Ireland's national research co-ordinator, and so can give an account of both
national and international aspects.

Data for the analysi., : collected in a variety of ways. In particular.
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lists of topics likely to form part of the curriculum at each of the two population
levels were drawn up; and representatives of each education system were
required to declare the "importance" of each topic within their curricula. They
were also asked to state the behavicural levels (computation, comprehension,
application or analysis) at which topics were intended to be taught. The
resulting content-behaviours grids are cornerstones of the Study,' National
representatives' responses highlighted those parts of the grids that were
common to the curricula of many of the participating systems. Test items were
written for the corresponding topics. The most obvious role of these test items
was in forming the instruments used for the Student Attainment component of
the Study. However, they also contributed to the Curriculum Analysis.
National representatives estimated which items were "appropriate" to their
national curricula, thus providing more detailed information, albeit on a limited
range of topics, as to the (intended) curricula in their systems. Moreover, in
several education systems, when classes took the tests, their teachers indicated
whether or not the students had had the "opportunity to learn" the relevant
mathematics for each item. This provided information on the actual taught
curricula. Thus the content-behaviours grids supplied a framework within
which curricular data the importance ratings, appropriateness ratings, and
opportunity-to-learn ratings could be collected systematically. However,
such data could not capture all the nuances of the various curricula. Moreover,
interpretations made by the Curriculum Analysis Group without due
understanding of the differing contexts and cultures involved might have led to
serious misrepresentations. Consequently, contextual data (regarding the
structure and organisation of the vai ious education systems) were given
prominence,' and also, many consultations were held with national
representatives, in an attempt to ensure that the Group's analyses and syntheses
were consistent with national perceptions.'"

Results for the Curriculum Analysis were presented under two main
headings : those concerned with the context of mathematics education (its
setting and organisational structure), and those concerned with the content (the
mathematics in the syllabuses). This format is used below.

3. Curricular context : Ireland in international perspective

As regards context, it must be noted first that the various national
populations differ somewhat.

For Population A, the grade cohort with the modal number of thirteen-
ear-olds, tlw main differences involve the position of the relevant grade in the
%arious school systems. A couple of dopulation A's are still at primary level;

Ult3
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most are in their first or second year of post-primary schooling; some are in
their third such year. Moreover, in a few systems the correct choice of
Population A was not immediately obvious. Ireland provides an instance.
The Population A grade is the first year of post-primary schooling; but at the
time of definition it contained only 45 per cent of the relevant cohort. Forty
per cent were in Second Year, and the remainder chiefly in primary school."

The Population B groups designed to represent the mathematics/science
specialists in the various education systems, are much more varied. They
reflect different structures for Senior Cycle education and also different rates of
retention, both in school and in mathematics courses. Ireland's unspecialised
Senior Cycle programme and consequent high retention rate in "substantial"
mathematics courses are conspicuous. Since Leaving Certificate Higher level
mathematics is not a prerequisite for further study of science, the Irish
Population B was defined as all students in their Leaving Certificate year taking
mathematics in the Leaving Certificate. At the time at which the Study
collected data, just over half the students in the age cohort sat for the Leaving
Certificate; and almost all these students took mathematics as one of their
examination subjects. Thus, Ireland's Population B contained fully 50 per cent
of the age cohort. (The proportion k now even larger). Only Hungary, with a
50 per cent retention rate in school and no dropout from mathematics, reported
comparable figures. By contrast. in England and Wales and in Israel,
Population B consisted of only 8 per cent of the age cohort.'

Another point of interest is the number of different mathematics courses
available to the target populations. For Population A, about half the systems
offered just one course (or multiple courses which, at this level, did not yet
differ effectively); the other halt' provided some significant choice of
programme.° There did not appear to be a cross-national trend towards either
situation. In Ireland, the courses at the time in question were those for the
Intermediate Certificate (I ligher and Lower) and the Group Certificate. In

theory they shared a common first year. putting the country in the "one course"
group. Since then, however, the more clearly differentiated Syllabuses A. B
and C for the lntermediaw (and now the Junior) Certificate have been
introduced. It is of interest to note that recent moves in England and Wales
have been in the opposite direction : towards greater uniformity than before."

At Population 13 level. the Study found almost universal differentiation Of
one kind or another. Many patterns of organisation were observed. ranging
from those in which only a small number of students take substantial
mathematics courses (studying the subject in depth) to those in which most or
all Senior Cycle students take a reasonably extensive course in mathematics.
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Ireland, as already indicated, is in the latter group. Again the situation in
England and Wales offers a contrast; the system is perhaps the archetypal
member of the former group, and this accounts for the system's very small
Population B."

A final relevant point is the extent to which control of curriculum and
certification of achievement is a national or a local concern. In most systems,
there is a national curric.ulum (or there are national curricula), typically
prescribed by the Department of Education or its equivalent. Usually also
there are national centrally-run examinations, at least at Population B level
although some systems have introduced school-based (but centrally moderated)
assessment, and the North American systems determine standards locally.'6
Ireland's very centralised system is thus the norm rather than the exception. It
does, however, give the impression of being rather more inflexible than most.

4. Curricular content : Ireland in international perspective

It is against the varied contextual backgrounds that content is now
considered.

For most of the systems in the Study. the per;od 1960-1980 was one of
extensive curricular change. In some cases, rilther radical curricula were
introduced and subsequently modified: in others, the process was one of
evolution rather than revolution." The main focus of the Study is on the
situation achieved by whatever route -- in the early 1980s.

The data point to the existence by that time of some kind of international
mathematics curriculum : a body of mathematics, much of which is taught or
intended to be taught to students in most systems. Deeper analysis suggests
that it may be more helpful to distinguish several international curricula, each
one typical of the mathematics taught in a group of systems but significantly
different from curricula elsewhere. ' These curricula are now examined for the
mo target populations in turn.

At Population A level, the Study found commonality in basic arithmetic,
algebra, and measurement: and attention was paid by some systems to
introductory statistics. However, geometry curricula were very varied.
untk.rlining the fact that junim cycle geometry teaching has been in disarray for
some time. As regards algebra, participating systems form two "clusters," with

stems in one cluster providing greater coverage of algebra (that is, rating
intHe of Ilk' test ims appropriate) than do those in the other.'
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Ireland is in the "high algebra" cluster. This is slightly unusual for a
system in which the Population A year is only the first of post-primary
schooling. It may tend to suggest that the Irish curricula of the time moved
rather quickly, by international standards, into comparatively abstract and
symbolic mathematics. That perception is supported by a cortparison of the
geometry in the Irish Population A course transformation ..ometry in the
style of Papy, resting explicitly on an axiomatic basis with that of other
systems.'

At Population B level, the study found a somewhat less clearly defined
'common core." It includes topics in algebra, sets and relations. elementary
functions, and number systems. Probability and statistics. some combinatorics.
and computer science were also featured in some systems. Geometry was
again an area of international diversity. though most systems emphasised co-
ordinate geometry and trigonometry. k -egards calculus, historically a major
goal for school mathematics in many systems. there was a rather sharp contrast
between systems in the extent to which it was part of the curriculum. This
provides the basis for forming curricular clusters. Thus. two main clusters are
distinguished : one contains those systems with high coverage of calculus and
allied topics, and the other contains those in which Ll Ie coverage of calculus is
lower or non-existent.'

Ireland is in the "lower calculus- cluster. This is not surprising. given
the unspecialised nature of the Senior Ccle course. However. the
identification is not as clearcut as nught he espected: some analyses of the data
place Ireland among "higher calculus- s stems.- h! \ iew of the large
proportion of students involved and the comparativek short time allocation to
mathematics. this may suggest that t.ntendedi cmerage is actuall rather
ambitious.

What was found more surprising was the identification of a sub-cluster of
systems those of France. Belgium. Lusenthourg and Ireland curricula ot

sc.loo. of mathematics t thcwhich were clearly ver.x t I I R ki I

'new mathematics'' that hit the headlines in the 1060s). For the Curriculum
Analysis Group in general. the surprising feature was that such a sub-cluster
existed. For Ireland. however, the supi ise la in the fact that the sub-cluster
was so small: Irish mathematics educators had tended to assume that the
Bourbakiste type of curriculum was the international norm.' his finding was
itself sufficient to justify re.ani.I I 's participation in the Curriculum Anal\ sis.

It also helps to explain why Ireland did nct. in the end. participate in the
Student Attainment component of the Study. t uhe main reason was lack 0:
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resources money and, for Population B, students time at the crucial
period. A follow-up study has been carried out for Population A; data analysis
is continuing). The items in the Population A student tests were not actually
inappropriate for Ireland, in the sense that students had been exposed to the
content of most of them. However, some of this content was not of great
importance in the Irish curriculum, at least for the classes which would have
been tested; and there were many important areas of the curriculum which the
tests did not examine.

5. Student attainment : Ireland in international perspective.

While Irish student attainment results are not reported in SIMS, a picture
of Irish attainment at a level roughly corresponding to that of the SIMS
Population A is provided by the International Assessment of Educational
Progress (IAEP)." In comparison with several other countries in the IAEP
study, Ireland produs:ed a rather low mean score. It is not significantly
different from that returned by the United Kingdom and Spain, and exceeds that
produced by the United States; but several Canadian provincial groups and
especially the Korean population scored appreciably more highly. 26

This finding needs to be set in context.

MEP was a study of ti different style from SIMS. SIMS opted to
eschew total-score comparisons between countries; even within topic areas it
emphasised within-system comparisons of intention and implementation, rather
than between-system rank ordering of achievement results!' The Curriculum
Analysis provided an account of the variety, in both context and content, that
makes such between-system comparisons difficult to interpret." IAEP, while
adverting to the difficulty, nonetheless chose to present its results in the form of
a -11:aguc table. 1'he two studies are therefore complementary. Occasional
studies a the SIMS type which are relatively time-consurning and
cumbersome to carry Ou can suppl the background against which results
from more frequent and quickl) executed studies in the style of MEP can be
exaniined.

What, then. can the experience of SIMS tell us about the MEP study?
Perhaps even more than in the case 01 SIMS, the MEP tests uid not cover key
aspects and distinctive features of the Irkh curriculum."' Moreover, the tests
were given, mu to a grade cohort, but to an age cohort : the thirteen-year-olds."
his is natural in a study which ainted to maximise between-system
comparabihty; but it increases the difficulty of relating national attainment
scores to identifiable curricula or classroom activities, for two reasons. First,
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as already indicated, the thirteen-year-old age cohort in Ireland is scattered
across several grades. Secondly, at the time at which testing took place, some
of the students were following the old Intermediate courses, while others were
following the new ones.

Thus, in terms of achievement of the goals of the Irish curricula, the
case for or against Ireland perhaps remains "non proven." However, some very
interesting questions can be addressed by detailed analysis of the data. For
example, if Irish children actually performed badly (relative to those in other
systems) on those test items which were very appropriate to the relevant Irish
curricula, then there will be cause for concern.

This discussion can be carried further. The IAEP tests contain a
considerable number of items associated with the Irish primary rather than thP
post-primary curriculum. Hence, it may be asked: was some of the poor
performance by Irish students attributable to "rustiness?" A further question
follows: if so, are the skills and concepts involved ones which Irish society
wants its students to retain at all times that is. does such rustiness constitute
a serious problem or are other skills and concepts more important?

Questions such as these are crucial when the redults of SIMS and IAEP
studies are applied to curriculum review. It is to that topic that discussion now
turns.

6. Implications for curriculum review

In examining recent international developments in mathematics curricula,
it is hard to identify what might be due to SIMS in particular to the
Curriculum Analysis -- and what has evolved independently. Because of the
protracted timescale of the Study and the availability of preliminary results
(some of which have been known for as much as then years). there has been
interaction between SIMS and other sources: hopefully, to the benefit of both
the Study itself and mathematics education in general."

In the case of Ireland, however, the scope of the Study's influence can
perhaps be determined. revision of the Junior Cycle curricula was instituted in
the early eighties. and culminated in the introduction of new courses in 1987;
revision of the Senior Cycle courses is under way at present. The two levels
are considered in turn.

The alterations in Junior Cycle curricula reflect three relevant (and
related) points: a move away from the Bourbakiste influence identified above, a
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slowing down of the fast pace set in the curricula of the 1970s, and increased
differentiation of provision in the early Junior Cycle years." While none of
these is directly attributable to SIMS rather, they arose because of
widespread dissatisfaction within the system regarding the then existing
courses' the results of SIMS are important nonetheless.

Broadly speaking, they support the changes. As outlined above, the
indications were that the Irish curriculum covered too much, too soon;
hopefully this has now been rectified. Moreover, the emphasis on "modem
mathematics" was shown to be unusual. Modern mathematics did not find a
natural home in the Irish culture, so its unsuccessful implementation (or rather
its non-implementation) was almost guaranteed.," Its scaling down appears
sensible. The Curriculum Analysis revealed that such a procedure, in which
quite radical curricula are introduced and then modified where necessary, is in
line with what has happened elsewhere. Altogether, in fact, the review of the
Junior Cycle courses was concerned primarily with tidying up some unfinished
business from the 1960s; and the findings from SIMS sugge::t that appropriate
action was taken ir this respect.

The preliminary results of SIMS were communicated to various people
involved in.the curriculum review at Junior Cycle level. However, the
Committee now reviewing the Senior Cycle courses has access to the final
results. These appear to have two main messages; they are concerned
respectively with context and with content.

As regards context, the unspecialised nature of the Senior Cycle
curriculum means that students following the Leaving Certificate courses have
limited time, compared with that available to their counterparts elsewhere, for
the study of mathematics. There are bounds on what we should expect even
the best of such students to cover. Indications from SIMS are that the
(intended) curriculurn at the Higher level has been quite extensive; so the
declared ambition of several constituencies" to shorten it has research backing.
Moreover, the high retention rate in Leaving Certificate mathematics courses
may not be consistent with the use of both existing programmes (Higher and
Ordinary Level) as courses of Population 13 type: that is. courses catering inter
alia for students who will specialise in the mathernatics/seience area. Again,
therefore, an existing lobby this time for another Leaving Certificate course.
of different type from the existing ones can quote research in support of its
demands."- "

This leads to a consideration of content. Because Population B is
essentially concerned with courses for a mathematies/science "track," the Study
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does not provide models for the possible content of a more general mathematics
course. The situation is otherwise for the existing Higher and Ordinary
courses. These, it reveals, are broadly similar to programmes reported from
elsewhere; the characteristics that place Ireland in the Bourbakiste cluster of
countries are less pervasive and less controversial -- at this level than in the
former Junior Cycle courses.

Such changes as are introduced in the current revision, therefore, perhaps
should have to do not so much with finishing an agenda from the sixties as
with introducing one for the nineties. In the Curriculum Analysis report, it is
pointed out that topics such as probability, statistics and discrete mathematics
may be more relevant to students in the nineties than are (say) aspects of the
calculus; so also may greater use of calculators and computers." If this is true,
there are clear implications for the revision procedure. The existing courses
may need, not just to be tidied up, but rather to be redesigned, with rigorous
scrutiny of the value for students (as well as acceptability by teachers and
others) of the various topics which they might contain.

Ideas such as these may help the current Senior Cycle Mathematics
Course Committee as it sets about the task of producing courses that are
suitable teachable, learnable, and applicable for the students of the 1990s.

Conclusion

This paper has considered developments in second level mathematics
curricula in Ireland against the backdrop provided by international studies,
particularly the Second International Mathematics Study.

Such studies have strengths and weakness. In this paper, the emphasis
has been on the strong points: on what the studies can tell us about our
mathematics education. There are issues amenable to such an approach; there
are others for which alternative sources would be more helpful; and there are
yet others which studies such as SIMS cannot even begin to address:"
Moreover, even where they are most relevant, the studies cannot prescribe; they
can only suggest. Attempts to use them inappropriately could well bc
counterproductive.

However, SIMS has cast considerable light on where we now stand as
regards mathematics curriculum and on how we arrived there. Perhaps it has
also helped to show directions in which we might advance, if we so wish. It is
up to ourselves to make the decisions.

14 0
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APPENDIX :

THE SECOND INTERNATIONAL MATHEMATICS STUDY

Scope
The Second International Mathematics Study (SIMS) is a cross-national
investigation of mathematics curricula, classroom practice, and student
achievement and attitudes, chiefly in second level cducation.

This paper discusses one component of the Study. the "Curriculum Analysis"

Participants
Twenty five education systems were associated with the Study; they were:

Australia Israel
Belgium (Flemish) Ivory Coast
Belgium (French) Japan
Canada (British Columbia) Luxembourg
Canada (Ontario) Netherlands
Chile New Zealand
Dominican Republic Nigeria
England and Wales Scotland
Finland Swaziland
France Sweden
Hong Kong Thailand
Hungary USA
Irish Republic

(Some of these systems were minimally involved and are not represented in the
international reports).

Populations
Two target populations were singled out. the full definitions being as follows:

1. Population A:
All students in the grade in which the modal number of students has
attained the age of 13.0 13.11 years by the middle of the year.

2. Population B:
All students who are in the normally accepted terminal grade of the [sic]
secondary education system. and who are studying mathematics as a
substantial part (approximately five hours per week) of their academic
programme.
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Content-behaviours Grids
Two content-behaviours grids, used as the basis for data collection for many
aspects of the Study, covered the following topic areas:

1. Population A:
Arithmetic (nine topics); algebra (twelve topics); geometry (fifteen
topics); statistics (nine topics); and measurement (four topics),

2. Population B:
Sets and relations (five topics); number systems (five topics); algebra
(seven topics); geometry (nine topics); elementary functions and
calculus (ten topics); probability and statistics (five topics); finite
mathematics (one topic); computer science (one topic); and logic (one
topic).

Curriculum Context
The contexts in which the various curricula are embedded vary considerably
from one system to another. The study revealed both commonality and
diversity in the content of mathematics curricula.

1. Population A.
There is a common core consisting of arithmetic and mrmsurement:
coverage of algebra and statistics varies, as does the approach to
geometry. Systems could be seen as forming two clusters:

"High algebra cluster:" Ireland, New Zealand, Belgium (French),
Belgium (Flemish), Japan, Hungary, Scotland, France. England
and Wales, Canada (British Columbia) and the Netherlands;
"Low algebra cluster:" Swaziland, Finland, Hong Kong,
Luxembourg, Sweden, Thailand, Israel, Canada (Ontario), and the
USA.

2. Population B:
There is a common core consisting of topics in algebra, sets and
relations, elementary functions, and number systems. Other topics are
important in some systems. Coverage of calculus is particularly
variable. This is the basis on which two clusters are idemilied:

"High elementary functions and calculus cluster:" New Zealand,
England and Wales, Hong Kong, Israel, Japan, Belgium (Flemish),
Belgium (French), Finland, I lungary, and the USA.
"Low elementary functions and calculus cluster:" France, Ireland,
Luxembourg, Scotland. Sweden, Canada (Ontario), Thailand,
Canada (British Columbia).
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(Systems omitted from the above lists did not take part in the relevant sections
of the Curriculum Analysis).

In addition. the Study revealed a sub-cluster of "Bourbakiste" systems
France, Belgium (Flemish), Belgium (French), Luxembourg and Ireland
particularly affected by the so-called new mathematics introduced in the 1960s.
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THE EDUCATIONAL DIMENSION
OF VOCATIONAL REHABILITATION

Peter Davies

Introduction

This paper examines the educatiomd needs of 200 disabled persons
referred for vocational training to the Rehabilitation lnstitute's National
Training College in Dublin. Part 1 discusses the background group, and
examines the background issues and the assessment methods used. Part 2
analyses the population's charaeterktics and needs, describes the services
provided and examines the outome of this provision.

1. Background

The international Classification of Impairments. Disabilities and
Handicaps (1980) provides a model of the handicapping process which enables
us to view the major focus of vocational rehabilitation, for the individual, as
being to minirnise the handicapping effects of the disability. The activity is
geared to achieving a transition from a relatively dependent. disability focused,
relationship with society to a relatively independent, ability focused.
relationship. Transition is achieved through the acquisition of a range of
knowledge and skills, primarily technical and job centred. but encompassing
work-related educational and social dimensions. The rapki pace of change in
commercial and industrial activities. and in particular the introduction and
growth of new technology has (lemanded that people seeking employment have
a broadly based preparation for work, where skilk acquisition is integrated with
education and personal development. Vocational rehabihtation and ti,(ining
must promote flexibility through these means, thereby encouraging
indeperkient, and widening vocational choice (Flannery, 1984).

Entry to vocational training courses for disabled people, just as for the
able bodied, depends upon the person's perceived ability to benefit from the
service, and "ability to benefit" is frequently measured in terms of (among
others) level of educational attailunent. Poor educational attainment thus
aggravates the handicapped person's disadvantages, making it inure difficult for
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him to gain entry to and succeed in vocational training services, and less likely
to return to employment. (Training and Employing the Handicapped (1975).
The importance of education as a factor in return to work has been reported by
a number of authors. Wright (1980) has asserted that:-

Education is fundamental to the concept of complete rehabilitation
...(which) should result in permanent vocational adjustment, a
career rather than a job for the moment... Educational programs
can also contribute to clients achieving personal adjustment to
disability.

MacKenzie et al (1987) found education, with income and social support,
as the most important factors, apart from severity of injury and body region
involved, contributing to return to work among persons hospitalised for
traumatic injury. With spinal cord injured populations a number of authors
have found pre-injury educational level, or further educational development
post-injury, to be significant factors in return to employment. (Goldberg and
Freed1973 and 1982; El Ghatit and Hanson, 1979; Alfred et al 1987). Natvig
(1983) found inadequate education to have militated against successful re-
employment of laryngectomees and similar results have been found with head
injured subjects. (Dresser 1973, Bolger 1983).

In Ireland a survey of members of the Irish Wheelchair Association
carried out between 1974 and 1976 showed a substantial level of poor
education. Primary education only had been achieved by 11.3% of 15-18 year
olds, 34.3% of 19-25 year olds and 37.3% of 26-35 year olds. (Faughnan,
1979). The Irish Industrial Training Authority, AnCO, carried out a survey in
1978 revealing substantial literacy problems with 14.7% of their disabled
trainees, as well as difficulties with concentration, communication and
comprehension. (AnC0 1978). Within the Rehabilitation Institute's general
services, the provision of remedial education services had long been seen as
important.

Founded in 1949, the Rehabilitation Institute is an independent voluntary
organisation which aims, through the provision of a range of vocational
rehabilitation and work related services for handicapped persons to enhance
their prospects of achieving social and economic independence in the
community. It provides training in some 35 community workshops throughout
the Repub Fc of Ireland. Its National Training College opened in Dublin in
1983. It provkles training in a range of areas:including business and clerical
jobs, emnputer programming, graphic design, draughting (including CAD),
electronics: in engineering; cabinet making and similar trades: and as chefs in

14



141

hotels and restaurants. The college operates a continuous entry system to all
its courses. This means that each trainee is on an individualised course, and
can progress at his own speed, dealing with any particular difficulties which
arise in a way which suits his or her specific needs. The vocational assessment
unit in the college developed a criterion-referenced methodology which allowed
difficulties to be identified at an early stage. It soon confirmed that educational
deficits were hampering trainees' progress. A department within the college
provides educational foundation courses for those requiring them. These
courses are the subject of the second part of this paper.

The college's vocational assessment aims to enable clients to take
account of their individual requirements, interests, weaknesses and strengths in
relation to currently available opportunities when constructing realistic and
viable vocational plans. It uses a three-phase assessment process, a detailed
description of which is available elsewhere. (Davies, 1985). It is sufficient
here to explain that the first stage (Stage I) uses educational achievement tests
of mathematical skill and English comprehension, criterion-referenced to the
requirements of the various courses on offer, together with tests of non-verbal
logical reasoning and verbal ability. A vocational interest inventory and
personal vocational preference listing, complete the initial assessment. Stage
11 checks performance on, and identifies any special needs in relation to, the
technical and social aspects of the vocational rehabilitation process
adaptations, transport, psychosocial needs, for example. Stage 111 is a
confirmatory assessment over the first 3 to 6 weeks in the college, following
which a detailed individual rehabilitation plan is finalised.

The stage I assessment is the major identifier of educational needs. Its

report shows what percentage of the maths requirement of each course the
person has mastered, which specific items are problematic. and what level of
the English comprehension requirement of each course is achieved.

2. Population needs and expenses

The College provides services to people with disabilities. ranging in age
from 16 years up. The average age is about 23 years. In terms of disability.
the population is mixed, with the general distribution as follows:
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TABLE 1 Population by disability

Physical acquired 25%
Physical congenital/childhood 25%
Hearing impaired/deaf 15%

Visually impaired/blind 5%

Psychiatric/psycholog'cal 25%
Other 5%

In terms of their educational background. the prior level of attainment is also
variable:

TABLE 2 Population by educational level

Primary education only

Intermediate Certificate 35%

Leaving Certificate 40(%

Third Level qualifications

Other (mainly (iCE) 9(7(

The majority of those with third level qualifications have psychological
or psychiatric difficulties, and w e expect that all of those with sensorial
disabilities have sonic level of certification. It should also by remembered that
these are prior attainments and. therefore, do not necessarily reflect current
functioning.

Analysts of the assessment sults of a random sainple of people referred
to th,- College showed that of tlit. 1 57 people who ultimately entered. 48
(30.oci ) required Foundation.

15 1
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Those requiring Foundation had the following educational background:

TABLE 3 Requirement for Foundation Course by educational level

Count Primary I.C. L.C.
3rd

Level D.K.
Row
Total

Foundation
not required 6 30 54 7 12 109

Foundation
required 2 23 16 1 6 48

4.2% 47.9% 33.3% 2.1% 30.6%
25.0% 43.4% 22.9% 12.5%

Column 8 53 70 8 18 157

Total 5.1% 33.8q 44.6q 5.1% 11.5% 100.07

These needs of 43.4% of those with Intermediate Certificate for Foundation is a
reflection of the entry level of courses. Of particular interest are the 16 people
(22.9%) of those with the Leaving Certificate who required Foundation. Six of
these had sensorial deficits, predominantly hearing impairment, which led to
language comprehension needs. Five had psychiatric disabilities, where the
need for educational and social reactivation would be an issue. This pattern is
reflected in the distribution by disability of those requiring Foundation.

TABLE 4

Foundation

Requirement for Foundation Course by
disability category cmmt

PhysA Ph) N.0 SenNorial Belli'. Other
Ro
Total

not required 37 20 "16 3 1()9

69.4(h

Foundation
required 7 8 18 l 5 48

Column 44 41 36 8 157

Total 28.Wh 17.8'7( 26.1g 22.9'h 5.1'h 10(1.0(7(
t
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It is not surprising that 5 of the 8 persons with learning difficulties

required Foundation. The 3 who did not chose craft courses for which they
had adequate educational levels.

There was a significant relationship (p. 0001) between choice of course
and need for Foundation. NOt surprisingly most people chose courses for
which they did not require a Foundation. Two of the 48 completed assessment
but were referred on for further assessment. One of these had an acquired
physical disability and one a psychiatric disability.

TABLE 5 Requirement for Foundation Course by Course chosen
---------- -

Draught
13S/C Graphics

151 1.....

5 9

Sec.

11

15

Elec.

l 0

1

Craft
Further
Assess.

Row
Total

Foundation
not required

Foundation
required

4

16

0

2

109
69.4%

48
30.6%

While it might be expected that those requiring Foundation would tend to
be the older trainees. their mean age was practically the same (22.9 years) as
that of the total population (23.2 years). Thus. those requiring Foundation
courses are predominantl) those with Intermediate Certificate level of
education. Those ith acquired phsical disabilities have the lowest need for
Foundation ( 15.9'4 but it is still suhstantial.

The response of the colkge to the needs of all who require compensatory
measures is individualised and muhifaceted. Because individual needs can be
identified. programmes can he designed to meet each individuars particular
circumstances. .11h: educational needs of trainees ;ire met b) their participating
in a Foundation course prior to embarking on a technical skills training course.
The college Offers two Foundation courses: One caters for six trainees who
take approximatel six momhs to work on English. Maths and their general
education: the other caters foi t eiVe trainees who work for three to four
months on English and Maths needs specific to their chosen vocational courses.
Trainees are placed in one of the two courses ;According to the level of their
needs. and a few trainees will avail of both. While the atmosphere and
intensity of the two courses varies. the overall objectives of both are the same.
i.e.
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to provide trainees with the educational skills and competencies
required for their course;

to enable trainees to develop an appropriate and effective learning
style;

to facilitate the transition of the individual from their previous
activity (e.g. unemployment, hospital, school) into the College.

Each trainee is given starting points for the various strands of his
programme. As work progresses the trainee is offered choices of matrials,
topics, directions for the subsequent steps. In this way the programme,
always bears in mind the goal of achieving the educational requirements of the
chosen course. Indeed each must eventually complete a terminal test to
demonstrate mastery in the areas required for the target course. Sometimes it
is necessary to use smaller intermediate tests to demonstrate to the trainee that
he has mastered an area.

People moving into a new learning situation, whether they have come
from a school, from a hospital, from unemployment, must develop a learning
style appropriate to their needs and situation. They require

"Strategies to solve problems, manage information, monitor the
state of their own knowledge and skill, and transfer learning into
new contexts," (Flannery, 1984).

Individuals need to find ways to learn, that work best for them. This
may include resolving issues of concentration span, pace of work, or need for
repetition, to develop practical study techniques. It also includes a validation
of previous experiences having relevance in the present situation, and an
understanding that making mistakes is all right in a learning situation provided
they are learned from.

The facilitation of the transition from home, hospital or school into the
College is an important part of the rehabilitation process. Apart from the
routine life-organisation issues such as arriving on time, focusing on the job in
hand, or managing accommodation. the growth of confidence, belief in ability
and the anticipation of success are vital components. Much of this set of needs
is dealt with within the teaching/learning activity, but clearly some needs for
some trainees require the involvement of counsellors, psychologists and other
specialists in the field, and these are available in the college.
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The process of adjustment to the college also provides valuable

experience for the individual on handling change. Sensitive feedback of
difficulties perceived by staff can be very useful in terms of negotiating the
agenda of issues which need to be worked on in the context of the individual's
rehabilitation programme so that the next move, that is, full return to working
life, can be achieved smoothly and successfully.

Instructors have observed that trainees who require Foundation courses
almost always see themselves as being less able and less successful than those
who do not. Thus they start their College career with a deficit in confidence.
This deficit is addressed throughout the Foundation Course. Regular
consultations between instructor and trainee concentrate on progress and on
successes, however small. Trainees are given the responsibility of developing
and overseeing their own programmes, including marking their own work, and
of initiating new tasks. They are also encouraged to help, even teach, other
trainees on the course. Apart from the individual programmes, trainees
participate in group discussions and group projects, gaining respect for one
another and for themselves.

During the 3 years September 1984 - August 1987, 101 trainees were
admitted to the Foundation courses in the College. (While some of these are
included in the sample discussed in the first part of the paper, they are not the
same population).

TABLE 6 Trainees leaving Foundation Courses 9/1984 8/1987

Outcome

Completed/to courses 80 79.2
Outer Rehab Centres 8 7.9
Employment 3 3.0
Marriage 1 0.9
Other (medical) 9 _ 9_.()

Total 100.0

Trainees moving to other Rehab centres cannot be regarded as having reached
their full potential, and their ultimate success in reintegrating has not been
investigated.
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The 80 who continued went to courses as follows:-

TABLE 7 Destination of Trainees Completing Foundation

Course

Business/Computers 13 16.25

Secretarial 32 40.00
Draughting/Graphics 14 17.50
Electronics 10 1230
Craft Courses 11 13.75
Total 80 100.00

To 31st May 1988, 59 of
have yet to complete their

TABLE 8 Destination

these trainees had left the college, the remaining 21
courses.

of Post Foundation Trainees Completing Courses

Course

Business/Computers
Secretarial
Draughti ngJG rap h ics
Electronics
Craft Courses

Total

Did Not
Complete

Training
Elsewhere

2

Completed Placed

8 7

5 1 16 12

5 1 8 7

3 1 4 3

2 3 3

Thus 667( completed their course, and 829c of them were placed.
Disregarding those who went to further training. 61.5% of all discharges
entered or re-entered the labour force. This compared with general outcomes
in the college of 80% completion and 85% placement. Thus, while the
completion rate is somewhat lower than the general rate for the college. the
placement rate compares very favourably.

Summary

The assessment process used has demonstrated and this analysis has
confirmed the exktence of substantial educational needs among this
heterogenous population of disabled people. They are not needs in a purely
theoretical sense. hut exist in the context of the 'specific knowledge and skills
required by a person to enter (successfully) vocational rehabilitation training
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programmes offered in the National Training College. The direct linkage of
this educational dimension to the further vocational training and ultimate re-
integration into the workforce of disabled people ensures its relevance, while
the numbers placed confirm its value.
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THE TEACHING OF SENIOR-CYCLE RELIGION:
AN IRISH PERSPECTIVE

Geraldine Bourke

This paper examines the teaching of religion, at senior-cycle level, in
Catholic voluntary secondary schools in Ireland. I aim to show (a) that the
theory underpinning the teaching of senior-cycle religion betrays a lack of
conceptual clarity in its failure to distinguish clearly between the Catholic
school's dual goals of education and faith-nurture, (b) that catechesis rather than
religious education is the dominant model in the teaching of senior-cycle
religion in Catholic secondary schools in Ireland, (c) that the preconditions of
catechesis do not exist in a "zone of obligatory attendance" such as the
classroom, and (d) that religious education, as well as being the only legitimate
approach in a compulsory setting, is also a necessity, given the particular
context of the Catholic school.

Definition of Terms

While it is outside the remit of the present discussion to provide a
detailed analysis of the logical distinction between religious education and
catechesis, it is necessary, in the interests of clarity, to define briefly the terms
"religious education" and catechesis" and to outline the essential differences
between the two activities. For the purposes of this paper, I take "religious
education" to mean, in the context of senior-cycle schooling, the development
of pupils' capacity for critical thinking in the area of religion. This
development of pupils' capacity to think critically may, arguably, be best
achieved by adopting the concept of education proposed by R.S. Peters, which
may be briefly described as the intentional transmission of that which is
considered worthwhile, involving increased knowledge, understanding, and
cognitive perspective.' According to Peter's former colleague, Paul Hirst, the
knowledge transmitted in education must be accompanied by appropriate
evidence if such knowledge is to receive the universal acceptance' which is
nece.iary in a public activity such as education.

Catechesis or faith-nurture, on the other hand, may best be understood in
terms of socialisation, i.e. that form of education which entails the initiation of
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the young into the knowledge, beliefs, and attitudes of the community. An
essential feature of this view of education is that, unlike education understood
as the development of critical thinking, the knowledge transmitted to
succeeding generations is not dependent on objective proof but is passed on
simply because the community believes it to be true.' Although catechesis, in
common with religious education, entails increased knowledge and
understanding of the Christian faith, its primary aim is a deepening of the
believer's faith in Jesus Christ rather than the development of the mind in the
area of religion. Therefore, as a consequence of this faith-nurturing aim of
catechesis, one has to assume the prior existence of faith in those participating
in catechetical activities. In addition, the believer's participation in catechetical
activities must be voluntary. The fact that religious adherence, in the Christian
tradition, is essentially a loving relationship with Jesus Christ rules out any
question of compulsion. This is because genuine love is always volitional and
must, therefore, be based on a free decision. Now, just as one must be allowed
complete freedom in making one's original decision for or against religious
belief,' so too the decision to deepen and to strengthen one's faith through
catechesis must be the result of a free choice.

The essential difference between religious education and catechesis
hinges on the different stances required towards what is essentially the same
subject matter, i.e. religious knowledge. This stance will be one of reason in
religious education and of faith in catechesis.7 Lest the erroneous impression
be created, through this contrast of faith and reason, that religious belief is an
irrational act, it should be pointed out that the term "reason" has come to be
identified, in the public domain of education, with the notion of appropriate
evidence.' As a consequence of this identification of reason with objectively
verifiable evidence, faith becomes belief in something without universally
compelling proof.

Now, because education is a public activity, its content is bound by the
necessity of offering appropriate reasons or evidence.9 The consequences of
this are that the claims of Christianity cannot be presented as incontrovertible in
an educational setting as the necessary evidential support cannot be supplied.'
In religious education, one can aim to provide knowledge and understanding of
what adherents of a particular faith believe, given the basic assumptions
underlying their beliefs. Whether this belief system is true or not, however, is
a matter for the pupil to decide as the acceptance of a religious outlook
necessarily entails going beyond the available historical and scientific evidence
and requires the pupil to make an act of faith on the matter. In catechesis, on
the other hand, one approaches the same content, i.e. religious knowledge, from
a stance of faith. Those taking part in the activity have already accepted the
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claims of Christianity as true, without being in a position to provide absolute
proof in support of their beliefs.

Lack of Clarity in Theory

From what has been said so far, it is clear that religious education and
catechesis are logically distinct activities. Yet, when we come to examine the
theory underlying the teaching of religion in Catholic secondary schools, we
find that the basic document for the guidance of teachers of religion, namely,
the Syllabus for the Religious Education of Catholic Pupils in Post-Primary
Schools (1982), fails to distinguish clearly between the school's educational role
in the area of religion and its faith-nurturing goals a failure which has,
arguably, contributed to many of the problems currently affecting the teaching
of senior-cycle religion." The seeds of confusion are sown in the opening lines
of the Syllabus where the terms "catechesis" and "religious education" are used
synonymously: "One of the main means of evangelism is catechesis or
religious education."2 Now, as we have already seen, the terms "religious
education" and "catechesis" are not co-extensive even though there are points of
convergence between them. To use these terms interchangeably is bound to
confuse teachers about the precise nature of their classroom role. According to
the Syllabus, the aim of religious education is overtly catechetical rather than
the development of the pupils' ability to understand and use religious concepts:
"The general aim of religious education is to awaken people to faith and then to
help them throughout their lives, to deepen and strengthen that faith."'' The
suspicion that education in the area of religion is being subsumed under the
more dominant concept of catechesis is reinforced by the great preponderance
in the Syllabus of catechetical as opposed to cognitive curriculum goals' and
by the document's stress on the necessity of Christian witness in spreading the
faith: "It is the whole Christian people which teaches religion, teaches it by the
way it lives more than by the way it lectures," The intellectual development
of pupils an area in which the school has particular expertise receives far
less emphasis than catechesis. Although the Syllabus acknowledges that
religion should be taught in accordance with educational principles,'6 nowhere
does it explain how such principles are to be reconciled with the heavy
emphasis on faith-nurture which is such a feature of the document. ThiA
preponderance of ecclesiastical rather than educational language in a syllabus
aimed specifically at teachers in a fomml classroom setting does little to help
the individual teacher to form a clear concept of his/her precise role in the
classroom. Now, a policy of catechesis certainly has relevance to the Catholic
school's role as a socialising agency. The problem is, however, that sufficient
cognisance has not been taken of what might be considered to be the school's
fundamental task of education.
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The 1982 Syllabus makes frequent reference to various Church
documents" in support of its position on religious education. Yet, the main
preoccupation of all these documents is with catechesis or faith-nurture and not
with education a the development of critical thinking. For example, the
authors of The Catholic School appear to understand school-based religious
education in terms of catechesis when they write:

'The fundamental difference between religious and other forms of
education is that its ait is not simply intellectual assent to
religious truths but also a total commitment of one's whole being
to the person of Christ.'

The authors of this document do not appear to see any logical difference
between the concepts of religious education and catechesis, for if they did, they
would have to accept the possibility of a person being educated in the area of
religion whether she/he had faith or not. As a result of this type of conceptual
confusion, teachers are often distracted from achieving attainable educational
goals in their pursuit of catechetical aims which might be more appropriately
and successfully pursued somewhere other than in the classroom.

Catechesis the Dominant Model

Given this tendency in Church documents to connate religious education
and catechesis, it is not surprising to discover that the majority of Irish teachers
of religion also operate on the basis of a catechetical model. According to a
recent survey by Bates, 68.74 per cent of teachers of religion see themselves as
working on the basis of either a "catechist" or "evangelist" model with only
7,14 per cent subscribing to a traditional or knowledge-centred approach.°
This finding supports the view that catechesis rather than religious education is
the dominant approach in the teaching of senior-cycle religion in Ireland. A

further indication that the teaching of religion in Catholic schools has
traditionally been regarded as a catechetical rather than as an educational
activity is the fact that it is the Irish Conference ot Bishops rather than the
Department of Education which has ultimate responsibility and authority in
virtually all matters pertaining to the religious education of Catholics in Irish
Post-Primary schools.

Preconditions of Catechesis not present in Classroom

flaying supported the view that catechesis is the dominant model in th.
teaching of senior-cycle religion. it is pertinent to ask whether the logical
conditions of catechesis actually exkt in a compulsory classroom situation.



155

Now, because catechesis aims to bring the believer to maturity of faith, one has
to assume the prior existence of faith in those being catechised. There is,
however, ample evidence to suggest that such an assumption cannot be made in
the case of all senior-cycle pupils for whom attendance at religion class is
obligatory. For example, a study by Breslin and Weafer found that 40.7 per
cent of respondents were unsure about the existence of God and 2.5 per cent
actually disbelieved in it. Only 56.8 per cent positively believed in God's
existence.2° Similarly, a survey carried out by the Irish Inter-Church Meeting
(1988) showed that 27.5 per cent of the young Catholics surveyed had problems
in the area of religious belief." Both these surveys confirm the view that the
average senior-cycle religion class is not made up of a homogeneous group of
believers, but instead, that it contains, in addition to a very small group of
unbelievers, a sizeable minority of pupils who are experiencing doubt and
uncertainty where belief in the central tenets of Christianity are concerned.
This implies that catechesis is not an appropriate model for the teaching of
senior-cycle religion in Irish secondary schools because, for all practical
purposes, one cannot assume that every pupil is either a believing or a
voluntary participant given the compulsory nature of the classroom situation.
It would thus seem that the current practice of catechesis in the classroom is
being carried out despite the fact that the preconditions of catechesis are not
present in such a setting.

Religious Education the Only Legitimate Approach

Given that it is not logically consistent with the status of catechesis to
conduct it in a "zone of obligatory attendance"" such as the classroom, religious
education remains the only legitimate approach to the teaching of religion in a
compulsory setting. Because religious education is part of education as a
whole, and because the knowledge transmitted in education is bound by the
requirement of appropriate evidence. "inwllectual and behavioural acceptance""
is demanded of the pupil. This means that sheThe is logically compelled to
accept the truth of what is taught in religious education as such knowledge will
be accompanied by the necessary evidential support. In practice, this means
that an objective and factual presentation of the subject matter. i.e. that
Christians believe in the Resurrection. is not open to dispute by pupils.
However, due to the controvertible status of religious claims to truth, the
acceptance or rejection of these claims must be left to the pupils free decision.
Because a faith response is not demanded of pupils, religious education is
possible, logically speaking, for all pupils whether they are believers or not and
compulsory attendance at religious education ,:asses can be defended on the
same grounds as one would defend compulsory attendance at any other subject
in the curriculum, i.e. English, Ilistory. Maths. etc.



156
Necessity of Religious Education

Not alone is religious education the only legitimate approach to the
teaching of religion in the compulsory setting, but it is also an absolute
necessity given the particular context of the Catholic school. First and
foremost, the Catholic school has a mandate to educate by virtue of its being a
school just like any other school a fact which the Vatican II document on
Christian education, Gravissimum Educationis, freely acknowledges:
"Catholic school pursues cultural goals and the natural development of youth to
the same degree as any other school.'u This mandate to educate applies in the
area of religion as well as in any other area of knowledge. Indeed, the
development of human understanding in the area of religion, which religious
education etaails, could be described as worthwhile in itself and, as such, in no
further need of justification23

Secondly, religious education may be considered a precondition of
catechesis and, therefore, essential if the Catholic school's faith-nurturing goals
are to be achieved. Because religious education enhances the pupil's freedom
by developing his/her ability to assess critically the claims of Christianity which
the school promotes, it thereby ensures that any religious commitment made by
the pupil is based on tested reasons and on the free decision which is a
necessary element in any genuine assent to faith.=6

Thirdly. religious education is especially necessary in the context of the
Catholic school it' such a school wishes to avoid possible charges of
indoctrination." Without the concurrent development of the pupil's capacity to
assess critically the beliefs and values which are being promoted by the school,
it could be argued that the Catholic school's policy of faith-nurture is potentially
indoetrinatory. Should indoctrination, in fact, occur, the school's catechetical
goals would be frustrated as the necessary element of pupil freedom would be
missing. To put it another way, indoctrination as a means of catechesis is a
self-contradictory notion and the provision of religious education is the most
effective means of preventing such indoctrination from occurring.

Fourthly. it is particularly important, from the perspective of faith-
nurture, to ensure that religion is not left behind in the general trend towards
higher educational standards prevalent to-day. If a pupil's thinking in the area
of religion does not keep pace with his/her thinking in other areas of
knowledge, there is a danger that religion will be misunderstood and, as a
result, he rejected by pupils as infantile and unworthy of their consideration.
Now, there is evidence to suggest that the intellectual development ot' the pupil
in the arca of religion is being neglected and it could be argued that this failure
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tO provide adequate intellectual support for belief may be a contributory factor
in the gradual erosion of faith among the young. For example, a study by
Bernadette McMahon of young people at the age of' fifteen and again at
seventeen years showed that the intellectual development of these students had
remained static (or had even regressed slightly) where knowledge and
understanding of the Catholic faith were concemed.ls Similarly, a study by
Breslin and Weafer may suggest that at least some of the confusion and doubt
expressed by young people in the area of religion could be attributed to
problems in the cognitive area. As an instance of this, only 56.8 per cent of
respondents believed in the existence of God, whereas 65 per cent said that they
believed that Christ was God." Such inconsistency may be due to an inability
to think in religious concepts which, in turn, would support the view that there
is need for greater emphasis on the cognitive domain at senior-cycle level. As
belief is dependent on knowledge, it could be argued that unless pupils possess
sufficient knowledge and understanding of Christian beliefs, doubt and
confusion are liable to set in. In other words, it is possible that the present
practice of catechesis in the classroom with, arguably, a less rigorous and more
personalist approach, may be inadvertently contributing to the current erosion
of belief among young people by its failure to provide adequate intellectual
support for belief. In fact, it could even be argued that religious education,
viewed primarily as cognitive development, is a necessity ter reasons internal
to Christianity itself.

The importance of cognitive development in coming to a proper
understanding of the Christian faith is perceptively explored by A. Roger
Gobbel in a paper entitled "Christian Education with Adolescents : An
Invitation to Thinking." According to Gobbel. any religion is grounded in "a
particular way of structuring experience as a whole,' rather than in a given set
of doctrines and this structuring of experience is a cognitive task. Gobbel
believes that to know what a doctrine says is insufficient. It is necessary to be
grounded in the thinking which underlies the doctrine. In Gobbel's view. the
Sacred Scriptures and the major doctrinal formulations of the Christian faith
arose out of formal operational or abstract thought rather than out of concrete
operational thought." which he believes leads to literalism and fundamentalism
in religious matters. It is Gobbers contention that some capacity for formal
operational thought is necessary in order to deal adequately with much of the
doctrinal content of Christianity and with the thinking of the Christian
community. It is, theretere, incumbent on the Christian community to initiate
its members into this mode of thought. While formal operational thought
emerges during adolescence. Gobbel states that its emergence is neither
automatic nor universal. Because of this. formal operational thought in the
area of religion needs to be deliberately cultivated in a systematic manner.

166



158

If Gobbel is correct, and I believe that he is, then a religious education
which would develop the pupils' capacity for abstract religious thought, is a
necessity from within the perspective of Christianity itself. This is because a
sophisticated and mature understanding of the Christian faith demands the
ability to think about it in abstract terms." This stress on the cognitive in no
way denies the importance of the affective in religious matters but, even here, it
is possible to trace the origin of a particular emotion to the thoughts which
consciously or unconsciously underlie it," thus reiterating the importance of the
cognitive in the area of religion.

Yet, it should not be assumed from what has already been said that
religious education is a necessity for believers only. It is equally important that
unbelieving pupils should develop the capacity to think rationally in the area of
religion. Without the ability to assess critically the claims to truth of
competing religions, such pupils may fall prey to unscrupulous groups
masquerading under the name of religion and suffer lasting psychological
damage as a result.

Conclusion

In conclusion. I would sum up present practice in the teaching of senior-
cycle religion by stating that the intellectual development of pupils in the area
of religion is being neglected in the pursuit of catechetical goals goals which
are not logically attainable in a compulsory classroom setting. As a result, the
necessary equilibrium between the Catholic school's educational and
catechetical goals is being lost with education being subsumed under
catechesis. Yet, it could he argued that catechesis is also suffering as the
failure to educate may inhibit the growth in personal freedom which is a
precondition of all catechesis.

The practical implications of the argument proposed in this paper are that
religious education and catechesis. at senior-cycle level, should be kept strictly
separate within the Catholic school." Such a separation is necessary as one is
conceptually precluded from educating and catechising at the same time due to
the different stances of faith and reason required in each activity. Because of
the necessity of a free response to faith, participation in catechetical activities,
at senior-cycle level, should be on a voluntary basis, as should attendance at
school liturgies and retreats. In addition, religious elication, an activity which
is acceptable on both moral and educational grounds within a compulsory
classroom situation, should replace the current practice of catechesis in the
classroom. If the present prop ot compulsion was removed from eatechesis,
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even greater effort and resources would need to be channelled by school
managements into catechetical activities in order to encourage the attainment of
the Catholic school's legitimate catechetical rals.

I believe that the implementation of these proposals would, in fact,
strengthen catechesis in the Catholic school by putting it on a sound moral and
conceptual footing. The quality of catechesis itself could only improve as a
result of its removal from the classroom as, henceforth, those being catechised

would be willing and believing participants. Such a change in policy would
place greater responsibility for catechesis on those agencies primarily
responsible for it, namely, the home and the parish. Religious education, as
well as contributing to the intellectual development of all pupils in the area of
religion, would also provide the necessary cognitive support for the faith of
believing pupils and prove a potential source of evangelisation or conversion in

the case of unbelieving pupils. The change in approach towards the teaching
of senior-cycle religion advocated in this paper would entail an
acknowledgement by all concerned that religious education may be all that is

possible in the case of some pupils. Such an admission follows logically from
an acceptance of the notion that a person's assent to faith must be free."
Although the implementation of these proposals would not guarantee that every
problem relating to the teaching of religion would disappear, it should, at least,

ensure that there are no avoidable factors of a conceptual nature contributing to

the problem.

118



160
REFERENCES

1. Michael Warren, "The Catechumen in the Kitchen : Reflections on
Ministry and Catechesis in Ireland," in Religious Education and the
Future : Essays in Honour of Patrick Wallace, ed. by Dermot Lane
(Dublin : Colomba Press, 1986), p.82.

2. R.S. Peters, Ethics and Education,
pp.25-31.

(London : Allen and Unwin, 1966),

3. P.H. Hirst and R.S. Peters,The Logic of Education, (London : Routledge
and Kegan Paul, 1979), pp.62-63.

4. Although catechesis does not normally call into question the essential
episternological infrastructure of religious beliefs, it can, however,
promote critical thinking within their framework.

5. John Paul II, Catechesi Tradendae. (London : Catholic Truth Society,
1979), par.20, p.29.

6. See
(i) Vatican n "Declaration on Religious Liberty," in Vatican Council 11
The Conciliar and PoAt Docunwms. ed. by Austin Flannery
(Dublin : Dominican Publications, 1975), p.806.
(ii) Sacred Congregation for Catholic Education, Lay Catholics in
Schools : Witness to Faith. (London : Catholic Truth Society, 1982),
par.42, pp.24-25.

7. P.n. Ilirst. "Education. Catechesis and the Church School."British
Journal of Religious Education. (Spring. 1981), p.89.

8. Ibid. p.87.

9. ilirst and Peters. The Logic of Education. pp.62.63.

10. 11irst. "Education, (atechst iiid the Church School.- p.89.

11. See
(i) Ray Brady. "Slippers in the Simw : Catechesis in Second Level

Schook," The IriNif ('atechot. Vol.4. No.1 (March. 1980). p.30.
(ii) Nicholas A. Casey, "Short Ladder to Nowhere the Crisis in

'Senior Religion.." The Furrow, Vol.35, No.2 (February, 1984).



161

(iii) Irene Ni Mhaille, "A Ladder with Nothing to Stand On the
Crisis in 'Senior Religion'," The Furrow, Vol.35, No.7 (July, 1984).

12. Irish Episcopal Commission on Catechesis, A Syllabus for the Religious
Education of Catholic Pupils in Post-Primary Schools, (Dublin : Veritas,
1982), P.4.

13. Ibid. p.4.

14. Ibid. p.4.

15. Ibid. p.4.

16. Ibid. p.8.

17. See
(i) Sacred Congregation for the Clergy, General Catechetical

Directory, (London : Catholic Truth Society, 1971).
(ii) Sacred Congregation for Catholic Education, The Catholic School,

(London : Catholic Truth Society, 1977).
(iii) John Paul II, Catechesi radendae, (London : Catholic Truth

Society, 1979).
(iv) Irish Episcopal Conference, Handing on the Faith in the Home,

(Dublin : Veritas, 1980).

18. The Catholic School, p.19.

19. Denis Bates, Attitudes to Religious Education: a Critical Survey of the
Attitudes of Parents. Students and Teachers to Religious Education in the
Light of the 1982 Syllabus, : M.Ed. Thesis, 1987). p.49.

20. See Austin Flannery, "Irish Teenagers Belief. Practice and Prayer Life :
Report of a Recent Survey." Religious Life Review,
(November/December, 1984), p.326.

21. Irish Inter-Church Meeting, Summary of the 1988 Survey on Young
People wul the Irish Church.

22. Warren. "The Catechumen in the Kitchen." p.82.

23. I lirst. "Education. Catechesis and the Church School," p.91.

170



.1.

162
24. See Congregation for Catholic Education, The Religious Dimension of

Education in a Catholic School : Guidelines for Reflection and Renewal,
(London : Catholic Truth Society, 1988), p.3.

25. John B. Magee, Philosophical Analysis in Educadon, (Harper and Row,
1971), p.103.

26. Vatican II, "Declaration on Religious Liberty," in Vatican Council Il :
The Conciliar and Post Conciliar Documents, ed. by Austin Flannery
(Dublin : Dominican Publications, 1975), p.806.

27. See
(i) Desmond M. Clarke, "Teaching, Indoctrination and Freedom of

Thought," Oideas, (Spring, 1987).
(ii) Gerry Gaden, "Indoctrination and Power," Irish Educational

Studies, Val (1981).

28. Bernadette McMahon, Listening to Youth : The Views of Irish Youth on
their Religion, (Dublin : Dominican Publications, 1987), p.18.

29. Flannery, "Irish Teenagers' Belief, Practice and Prayer Life," p.327.

30. A. Roger Gobbet, "Christian Education with Adolescents : An Invitation
to Thinking, The Living Light, Vol.17, No.2 (Summer, 1980), p.136.

31. Ibid. p.137.

32. Ibid. p.143,

33. Kevin Williams, "The Education of the Emotions : Can Feelings be
Taught'?" The Secondary 'leacher, Vol.13, No.3 (Autumn, 1984), p.25.

34. Hirst, "Education, Catechesis and the Church School," p.92.

35. Sacred Congregation for Catholic Education, Lay Catholics in Schools :
Witnesses to Faith, (London : Catholic Truth Society, 1982), par.42,
pp.24-25.



163

Irish Educational Studies , Vol.10, No.1 , 1991

GIRLS INTO TECHNOLOGY : ISSUES ARISING
FROM THE EVALUATION OF

A CURRICULUM DEVELOPMENT PROJECT'

Jim Gleeson

1. Background to the Project

The Project under consideration in this paper (referred to subsequently
as GNT) must be viewed in the broader context of the June, 1985, E.C.
Resolution which set out an Action Programme on Equal Opportunities for
Girls and Boys in Education : it is part of a European series of initiatives
designed to promote diversification of educational and vocational choices on
the part of boys and girls.' The curriculum development and evaluation model
used by the European co-ordinator best fits the Classical Model.' The
Republic of Ireland initiative which was piloted between 1987 and 1989 in
four post primary schools involved the development of a unified set of
teaching modules on four topics: Communications, Computers, "Designing and
Making" and Electrics. While the promotion of interest and participation in the
New Technologies was the stated purpose of the Programme at European level,
distinctions between old and new technologies were not a major concern for the
Irish Project: there certainly was, however, a strong computer component in the
programme. The Project Director stated the main purpose of the Project as
follows:

to increase the awareness, interest and ultimately the participation
of girls in courses of study and training related to the new
technologies, by school-based intervention strategies involving
teachers, students and parents.

The overall scale of the Project was small. both in terms of available
finance and in terms of numbers of participants one class per school in the
four participating schools; a decision was taken by the head of one
participating school to extend the programme to all second year students in the
school during 1988-1989. Whereas each school chose to involve a different
year group during 1987.1988 all schools chose second year students for
involvement during 1988-1989: a total of 304 students (of whom 214 were
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female) participated over the two years. The four schools two all-girl
schools, two co-ed schools were selected for involvement by the Department
of Education; teacher interest in gender equity and availability of computer
hardware were two of the main criteria for selection. Each of the main school
types was represented: one girls' Secondary School, one girls Vocational
School, one Community School, one Comprehensive School. Three of the
schools were situated in Dublin. Science/technology teachers were most
heavily involved in the Project in three of the four schools. The involvement
of school Guidance Counsellors in the Project proved problematic.

Some 46% of the annual budget for the Project came from the
Commission of the European Community while the remainder was provided by
the Department of Education which also provided the Project Director. She is
an Inspector in the Psychological Services of the Department and is also
National Policy Co-ordinator (NPC) for Equal Opportunities (EO). She
undertook the leadership of the Project in addition to her other duties.
Participating teachers came together for one day meetings during the Project
approximately three per year as well as for some longer Workshops at the
beginning and end. They drew up a Project rationale, revised the structure and
content of the programme and adopted an approach to curriculum organisation
and dissemination at a three day Workshop held in Shannon towards the end of
the second year. An Interim External Evaluation Report was produced in
1988.4

Inevitably some changes of direction occurred during the process of
development. The first of these was that the initial intention of offering
support for girls and boys who would have chosen non-traditional occupations
was abandoned due to lack of resources. Secondly the intended focus on
parents was also affected by the same problem, and as a result this focus was
abandoned.

Probably the most important change in relation to the programme,
however, was the decision in April, 1989 to adopt an approach whereby "the
modules are integrated into related examination subjects" in order to overcome
the difficulty of finding time on the timetable for an extra intervention. In the
design of the revised modules gender issues were integrated into each module.
Such issues had previously been left to the school Guidance Counsellor.

2.0 Key Issues

The main issues arising out of the Project arc as follows:-

173



165
2.1 School related issues

Firstly, the experience of the Project suggests that the Project aim should
be seen in the context of the school community. 'INvo (male) principals of
schools located in urban working class areas stressed the prevalence of
traditional attitudes in the homes. One principal, in particular, felt that far
more basic issues relating to the role of women than subject and career choice
need to be addressed. Secondly, the low level of inter-institutional co-
operation between schools in relation to subject provision constitutes a barrier
to the achievement of the Project's aims.' Thirdly, the main resource
implication of Project participation for schools is an effective structure for co-
ordination. Fourthly, only two Project schools made arrangements for the
provision of the programme during 1989-1990, the year after the pilot phase.

2.2 Teacher related issues

Under this heading two important issues arise from the Project. The first
of these concerns the difficulties experienced during the Project in achieving an
effective working relationship between subject teachers (mainly from the
Science/Technology area) and Guidance Counsellors. Guidance Counsellors,
for the most part, showed a disappointingly low level of involvement in the
project. The response of the Shannon Workshop to this problem was to
integrate the awareness raising and career aspects into the modules.for
treatment by the class teacher while acknowledging the key importance of
Guidance Counsellors to the achievement of the aims of the programmes in the
general context of the school. It should be pointed out, however, that the
Project did have an influence on Pastoral Care programmes in two of the
participating schools, where gender issues were added to the programme.

Secondly, the staff development outcomes were significant for those
teachers and Principals who participated in the Project. This was regarded by
the Project Director as the single most significant outcome of the Project.'
Participating teachers said that their awareness of gender issues had been raised
considerably as a result of their involvement and that they now saw many more
issues from a gender perspective than heretofore.

2.3 Student related issues

Under this heading the main concerns arising from the Project are as follows:

Participating teachers were very definite in their view that participants'
levels of awareness of gender issues had been raised as a result of Project
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participation. They were not at all convinced, however, that participation
would affect subject and career choice on the part of their students.

Cohort 1 (1987-88) participants from Schools A and C were generally
quite positive about the programme in their response to a follow-up
questionnaire from the External Evaluator in May 1989. Two girls in School A
(both of whom chose Physics as a Leaving Certificate option) said that
participation had affected their subject choice: quite a number of School C a
girls' secondary school students took the attitude that they "would like to do
more practical subjects but this is not possible in our school."

While no cohort 1 participant in the two schools in question said that
Project participation had positively affected his/her choice of career, the career
options of School C participants were generally non-traditional as expressed in
their responses to the External Evaluation questionnaire of May, 1989. The
main focus in the School A programme was on computers; some girls in the
Project class in this school registered strong negative reactions to computers.

80% of participating students in 1988-1989 and 91% in 1987-1988 ratea
the programme as "good" or "very good." Gender differences in relation to
ratings were statistically significant at .002 level with females being
considerably more positive than males. Four main reasons were given by
1988-1989 participants for these positive ratings (in order of popularity):

"It was interesting and enjoyable"
"I liked the visits"
"It increased my awareness of gender issues"
"I liked the computers."

Statistically significant gender differences emerged in relation to the
responses of participants to a number of statements related to gender (in all
cases girls were more positive in their reactions):

As a result of this Project I have changed my career choice.

As a result of this Project I will choose/have chosen different school
subjects.

As a result of this Project I have changed my attitude to women's work.

As a result of this Project I have changed my attitude to the place of
women in society and in the home.
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I have learned a lot of new skills during the Project.

I feel a sense of achievement out of the Project.

Girls should be encouraged to do Woodwork/Metalwork.

Boys should be encouraged to do Home Economics.

The visits to industrial and commercial locations, which were a feature of
the Project, were regarded as the most valuable part of the programme,
followed by the computers. When they were asked "what did you learn from
the visits?" the students replied (in order of popularity):-

"I learned about jobs in industry"
"I learned about the state of gender equality in Ireland."

2.4 Curriculum related issues

Five issues call for attention under this heading. Firstly, the Project
Director was clearly influenced by the results of the Girls into Science and
Technology (GIST) Project, which took place in Britain from 1979-84. This
was chiefly reflected in her preference for "doing" rather than "thinking" type
learning activities. The emphasis in GIST ' was on awareness raising
("thinking"); some of the findings were perceived as inconclusive and
disappointing. The desire to have something concrete to show in the form of
active students, materials and a video meant that "doing" was central to the
Project under discussion.

Secondly, the Chief Executive of the National Council for Curriculum
and Assessment said that he had not been informed about the Project. This is
noteworthy for a variety of reasons. A number of new Junior Certificate
programmes are relevant to the achievement of the Project aims: Technology,
Business Studies, Science as well as possible developments in the area of
Keyboard Skills. The suggested introduction of a core curriculum including
science and technology for all at national level would obviously ensure female
participation in these subjects: it would not necessarily ensure greater interest.
Dr. Kathleen Lynch's study prompts us to question our assumptions about the
importance of technology subjects for all.

Thirdly, while girls' and mixed schools are well represented in the new
Junior Technology programme, it appears that the focus for Junior Technology
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INSET is on knowledge, skills and resources and that gender differences are not
on the INSET agenda.

Fourthly, the course structure of the Leaving Certificate Vocational
Programme announced recently (June 1989) is unlikely to be attractive to girls'
schools or to girls in co-ed schools. While it stresses that' "new technologies
will be undertaken in the technological subjects chosen" it lays down that
students following the new programme will follow the Leaving Certificate
programme in at leastfive subjects to include:

Two subjects from Construction Studies, Engineering and
Technical Drawing.

This condition will effectively rule oitt female participation in that the
proportions of females taking even one of th,se subjects not to mention two

are very small. This makes for an interesting comparison with the TVEP
initiative in England where gender equity is one of the key principles which has
to be observed by participating schools.

Finally, the introduction of a modular approach to curriculum and
assessment could make it far easier for schools to introduce girls to non-
traditional activities. This seems to be the only way in which the NCCA's
aspiration for a balanced curriculum can be achieved.

2.5 Use of our of school resources

The out of school visits were quite effective when students met with
appropriate role m Klels but such meetings were sometimes difficult to organise.
Visits of role models to the school were found to be a worthwhile alternative
and were far easier to organise. But who will organise such visits when the
support provided by the Project is not available?

2.6 Parents

While the involvement of parents was part of the Project strategy this
was not generally successful. An evening for parents was organised in one of
the four participating schools for both cohorts. The parents in the other
schools were, it would appear, generally unaware of their sons'/daughters'
participation.

Research carried out in 1987-88 into the attitudes of a sample of
participants' parents to gender issues suggests that prents are progressive in
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their thinking on gender issues."

3.0 Dissemination

Project effectiveness to date has to be viewed in the light of the
favourable circumstances obtaining at the pilot stage. These included: the
central role of a few individuals with a strong commitment to and
understanding of gender equality; the material benefits to participating schools
in terms of hardware and software; the low demands on schools one class
group per year for eighty minutes per week; the exceptional timetabling
arrangements in one of the schools where the Project was particularly effective;
the employment by the Project of an organiser for the visits to the workplace
during 1988-89. It is important that the controlled dissemination of the
programme to other schools be carried out under normal conditions in order to
evaluate its suitability for general use.

The proposed strategy of dissemination involves the integration of the
programme into existing junior cycle subjects (e.g. Electrics into Junior
Certificate Science). This represents a deliberate change of strategy from the
interventionist approach adopted during the Project because this latter approach
was deemed to be unrealistic. The strategy of integration was less than
successful in the one school where it was attempted during 1988/89, due to
organisational problems.

If neither intervention or integration strategies are feasible, a fundamental
question must be asked about the Project approach of developing its own pack
of teaching materials. An alternative strategy would involve the treatment of
gender issues in the context of existing syllabi using teacher guidelines.

4.0 The Broader Context

When this Project is placed in the context of some related developments
in England. Northern Ireland and Denmark. the following are the chief issues
which emerge.

The subject choices made by female Leaving Certificate students
(1987) are more stereotyped than those of girls doing GCSE in
Northern Ireland or England (1988). The participation rates of
Intermediate Certificate girls in the relevant subjects compare
favourably with those for GCSE. (See Table I, Appendix I ).' '

The Gender and Careers Education" study and the figures for
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GCSE participation in Northern Ireland would suggest that they
too have a long way to go in securing gender equality where the
conduct of schooling is concerned. The Northern Ireland
provision includes curriculum structures (core curriculum, whole
school review) and administrative structures (special grants,
provision for INSET) all of which give Northern Ireland schools a
decided advantage in promoting gender equity.

Schools in England are attempting to achieve greater equity of
subject choice through the provision of a broad curriculum for all.
Compulsion is coming to be seen as a step on the road to equality
but compulsion on its own is clearly not enough. There is also a
recognition that the curriculum as experienced and related
assessment procedures must be adapted to the values, needs and
cognitive styles of girls. The research in relation to 'I'VE! at
Tameside and Rochdale" supports the view expressed in the
Interim Evaluation Report on the GNT Project that whole school
review is the key to the resolution of the issue of gender inequality
in schools.

The Danish experience's in relation to computers suggests that
early intervention is important. Where the introduction of
computers is postponed those with home computers (usually boys)
gain an advantage that they are unlikely to relinquish.

5. Main Conclusions and Recommendations

The Project has developed a programme which contains a good balance
of practical and awareness raising ("doing and "thinking") activities. It has
been very effective in raising students' (especially girls') levels of awareness of
gender issues. The staff development outcomes for participating teachers have
been significant.

The outcomes also include a number of important lessons for the future.
These include:

I. The comparison with Northern Ireland highlights the importance
of support structures such as special grants for equipment. INSET
provision and a policy of whole school review. When gender
equity is located in the context of such review the danger of
isolating it as an issue is reduced.

.1 7



171

2. The experience of the Project highlights the need for a more co-
ordinated approach to planning at Department of Education level.
This particular Project was not known of by the N.C.C.A.; there
had been no contact between it and the Project which aims to
increase female participating rates in Physics and Chemistry; the
low level of inter-institutional co-operation between schools is a
cause for concern.

3. While the Project Director's determination to show that something
could be achieved is perfectly understandable, the favourable
circumstances prevailing viz, the interventionist approach, the
material benefits of participation to schools and the generally
favourable conditions under which the pilot was conducted
mean that dissemination will not be easy. The main lesson here is
the importance of considering dissemination from the very
beginning of a Project.

4. The expelience of the Project highlight3 the different reactions of
boys and girls to gender issues.

5. Experience of the Project suggests that certain school
organisational supports are necessary for the effective
implementation of this programme: the support of the principal;
co-ordination; liaison between teachers and guidance services;
parental involvement; liaison with the community; a structure of
whole school review.

6. The Project experience highlights the need for whole school policy
review (to include gender issues) and for greater levels of inter-
institutional co-operation.

The main recommendation of the Final Evaluation Report was that the
programme should be disseminated in a controlled manner to a cross-section of
schools under less favourable circumstances than those prevailing at the pilot
phase: schools should be required to organise their own visits, there should be
no special material support for schools and the incorporation of the programme
into existing junior cycle subjects would be carefully monitored. Other aspects
to be monitored include: the implementation of whole school review; the use of
out of school resources and the need for the programme in schools where Junior
Technology is provided.
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6. Postscript

This paper has focused on the main research findings: there are many
related substantive issues which would provide a basis for further work. These
include:

The underlying assumptions of the official description of the
Project as an Action Research Project.

A re-appraisal of the overall aim of the Project in the light of the
questions raised by Dr. Kathleen Lynch.

An analysis of the "Doing Versus Thinking" dilemma which was
always quite central to the Project which comes first: attitudes
or skills? Which survives longest?

Issues relating to policy co-ordination at Department of
Education/N.C.C.A. level e.g. the new Vocational Leaving
Certificate; Junior Certificate Technology; core curriculum; the
development, communication and implementation of policy.

The location of the Republic of Ireland initiative in the European
context. Economic considerations are now paramount in the
pursuit of the aims of this Project in England and other European
countries.

Is it better to put the emphasis on gender equity per se (the
approach of the Project) or on wider issues such as increased levels
of participation for all in the new technologies? During 1987-89
the Irish Project described above was the responsibility of the
National Policy Co-ordinator (NPC) for Equal Opportunities a
Department of Education Inspector who was also the Director of
the GNT Project. In late 1989 responsibility for increasing the
levels of female participation in the New Technologies was
transferred to the NPC for New Information Technologies, also a
Department of Education Inspector. The effect of this change may
provide the basis for an interesting study.

The context of the evaluation; why it was commissioned; the
evaluation brief; style of evaluation; audience of evaluation
reports; the uses of the reports; the formative role of evaluation in
the Project.
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NOTES

1. This paper is based on the concluding chapter of the Final External
Evaluation Report on the Project described in Section 1. The report
which was prepared by the author at the request of the Project Director,
was submitted in December 1989, and is available from the Department
of Education, Dublin.

2. The Project was officially described at national and European level as an
Action-Research Project: this raises issues about the definition of action
research.

3. The European co-ordinator recommended that "In each establishment
two classes would participate in the special activities through the year,
whereas in a third 'control class only a questionnaire was used at the
beginning and end of the year. Because the experimental classes also
filled in this questionnaire it is possible to determine the effect on them
of the actions taken." Euryclee Info.4, 1989.

4. This report was also prepared by the author. Copies are available from
the Project Director at the Department of Education, Marlborough Street,
Dublin.

5. Arising out of research carried out by the author for the Joint Oireachtas
Committee on Women's Rights it would appear that the extent of inter-
institutional co-operation is small,with only 24 schools involved in such
arrangements at junior cycle level and 91 schools at senior cycle.
(Based on raw data supplied by the Department of Education).

6. Research conducted by John Pratt et al for the Equal Opportunities
Commission in England and Wales in 1982 found that "nearly half of
teachers appear to be, overall, unsympathetic towards equality of
opportunity. Moreover they showed marked disparity of attitudes
dependent on the subject they teach." See Judith Whyte, Dean, R., Kent,
L., Cruickshank, M., Ed., Girl Friendly Schooling, London, 1985, p.33.
The results of research into the attitudes of teachers in Project schools
towards gender related issues are presented in the Interim External
Evaluation Report pp.26-29. Some interesting gender differences
emerged.
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7. This Project, which was based at Manchester Polytechnic, was described

by one of its co-directors, Judith Whyte, as an innovative action research
programme with the twin aims of investigating the causes of female
underachievement in science and technology whilst simultaneously
trying to change the situation (Whyte, J., Girls Into Science and
Technology, London, 1986, p. I ).

8. Lynch, Kathleen, The Hidden Curriculum, The Falmer Press, 1989.
Lynch finds that there is no evidence for the view that the industrial or
service sectors will require high levels of technical skills.

9. Department of Education Circular No.42/89 to schools regarding the
Leaving Certificate Vocational Programme.

10. R.V.E.I. stands for Technical and Vocational Education Initiative which
was announced by the Prime Minister, Margaret Thatcher, in the House
of Commons on 12 November, 1982. She asked the Manpower Services
Commission together with the Secretaries of State for Education and
Science and Employment "to develop a pilot scheme for new institutional
arrangements for technical and vocational education for 14-18 year-
olds, within existing financial resources." This initiative has now passed
beyond the pilot phase and is part of mainstream provision in England
and Wales.

11. See Interim External Evaluation Report, September, 1988, pp.49-59,
available from The Department of Education, Dublin.

12. The figures for the Republic of Ireland have been taken from Tharascail
Stadistiul 198O-87. the No3hern Ireland figures have been taken from
Statistics lOr the Summer 1(.88 Examinations publkhed by the Northern
Ireland Schools Examinations Council. The figures for England have
been taken from the National Consortium fOr Examination Results
(NCER). G.C.S.E. : All Consortium LEAS. published by
Chief Education Officer, Wiltshire County Council on behalf of the
NCER, 1989. The information on participation in Iligher Level Maths
was supplied by Simon Eason. Statistics and Computing Officer,
Southern Examining Group.

13. McEwan. Alex. et a I.,Gender and Careers Education, Equal
Opportunities Commission for Northern Ireland, 1989.
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14. Hilary Anslow and David Dickinson, "Case Study : Tameside and
Rochdale Equal Opportunities Project" (TRIST) in Burchell, H. and
Millman, V. Ed., Changing Perspective on Gender, Open University
Press, 1989, pp.74-75.

15. Paul Erick Jensen and Lars Klewe, Gender Differences and Computer
Use in Education, The Danish Institute for Educational Research,
Copenhagen, 1989, pp.31-33.
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APPENDIX 1

SUBJECT CHOICE : A COMPARISON BETWEEN ENGLAND,
REPUBLIC OF IRELAND AND NORTHERN IRELAND:

TABLE 1: Uptake of certain subjects by girls in 1988 GCSE (England and
Northern Ireland) and in Intermediate and Leaving Certificate
(1987)*

England+
%

N. Ireland

Republic of Ireland
Leaving

Certificate
Intermediate
Certificate

Maths (Higher Level) 47 49 41 52
Physics 26 29 24
Chemistry 45 49 40 43

(Science)
Biology 65 63 6F
Home Economics 88 94 94 90
Woodwork/Building 4 N/A 6
Metalwork/Engineering 2 N/A 1 6
Mechanical/Technical 10 2 10
Drawing/Graphic Communication
CDT 7 N/A N/A
Technology 7 N/A N/A
Art/Craft 51 51 11 58
EconomIcs 43 34
Accounting 50 75 52 56

(Commerce)
Business 71 73 56

* These are the latest statistics available

+ In the case of England cognate subjeLts have been amalpmated to produce the above results
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GOVERNMENT POLICY, THE CHURCH OF IRELAND
AND THE TEACHING OF !RISII 19404950

Valerie Jones

With the establishment of the Irish Free State Government in 1922 a
major change took place in educational policy. An essential aim of the new
government was "the strengthening of the national fibre by giving the language,
history, music and tradition of Ireland their natural place in the life of the Irish
school." The introduction of Irish as a compulsory subject in the curriculum
was widely approved by primary teachers and the INTO fully endorsed the new
policy, which included the practice of teaching infants solely through the
medium of Irish, This policy was to continue for almost fifty years with only
two modifications. The first was in 1926, when the Report of the Second
National Programme Conference recommended that infants be taught through
English, prior to 10.30 a.m. and after 2 p.m.' The second was in 1934, when
Derrig, the Fianna Fail Minister for Education, issued the Revised Programme.
Dissatisfied with the progress being made in reviving Irish, he restored the all-
Irish day for infants and reduced requirements in English and Maths for older
children.

During the thirties enthusiasm for the revival of Irish diminished and
teachers complained that the burden of restoring the language had fallen on
them. In 1933 the Irish School Weekly predicted a "sigh of relief from
thousands of our immortal patriots if it were announced that the Department
decided to cut out the Irish language altogether from the list of obligatory
subjects in the school programme.'1 In 1936 the INTO set up a Committee of
Inquiry to examine the issue. This resulted in a lengthy report. published in
1942, which described the school life of the average child as "repression,
confusion and unhappiness,' and revealed that the majority of infant teachers
were opposed to the language policy. The INTOs findings were disregarded by
Derrig, who was to continue as Minister for Education with only one short
interval until 1948,' when the first Inter-Party Government took office.

The election of the first Inter-Party Government raised expectations that
there would be changes in the language policy as the new Minister. Mulcahy,
and his party Fine Gad, had promised changes in their election manifesto.6
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One group which particularly welcomed the formation of the new government
in 1948 was the Protestant minority. For them the period, 1922-1945, was a
definite era of decline when the number of children at Protestant primary
schools decreased annually from approximately 20,000 in the mid-twenties to
approximately 10,500 in the mid-forties.' A shift in the size pattern of
Protestant schools also took place and by the 1940s they were mainly one-
teacher units. Though the minority had established good relations with
Cosgrave and his governments and the Ministers for Education in the twenties,
MacNeill and O'Sullivan, had treated their problems sympathetically,
Protestants never accepted the policy of teaching infants solely through Irish.
Another difticulty for Protestants was the requirement that Irish be taught for
one hour a day to every class or combination of classes. As most of their
schools were one-teacher units this would have meant that two or three hours
would have had to be spent on Irish daily. For Protestant secondary schools
the problem was that there were few Protestants qualified to teach Irish. This
difficulty was increased by the ruling that failure in Irish at state examinations
meant failure in the whole examination. This rule was first applied to the
Intermediate Certificate examination in 1928 and to the Leaving Certificate
examination in 1934.

While there had always been Protestants interested in the language and
religious services in Irish that were held from 1907 onwards, the majority of
Protestants were apathetic towards Irish and saw little use in learning it. The
official attitude of the Church of Ireland was ambivalent. From 1926 the
General Synod, (the church's parliament, which included a large number of
representatives from Northern Ireland), voted unanimously annual grants for
holding regular Irish services and it supported efforts by the Irish Guild of the
Church, (Cumann Gaelach na hEaglaise), to translate the liturgy into Irish. Yet
the church's chief educationalists continually denounced teaching through Irish.
The Revised Programme of 1934 caused consternation among Protestant
teachers and managers but Derrig showed little sympathy for them enquiring of
one deputation, "Did the minority require special treatment?" The majority
had accepted the conditions and special treatment for the minority would
require special legislation." In 1938 the Church of Ireland held its own
inquiry into Irish teaching with similar results to those of the INTO.'

Other areas where the emphasis on hi ;h created difficulties were
recruitment Ind teacher-training. Because of the weakness of Irish teaching at
Protestant secondary schools it was difficult for candidates to gain the
requirements for entry to the Church of Ireland Training College (C.1.T.C.) and
during the forties that college became dependent on students from Coldiste
Moibhi, the Protestant preparatory college. The follies were a bad time for
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CITC as its student numbers dropped, its income shrank and its debts increased.
But without its own training college the Church of Ireland's separate system of
primary education could not have continued, and the Governors of CITC were
forced to appeal to the Department of Education for help. From 1928-1943 the
Principal of the college, Canon E.C. Hodges, was the church's spokesman on
education. An able organiser and a gifted speaker he was fond of controversy
and wrote many articles and letters to newspapers, frequently denouncing
teaching through Irish. During his time as principal Hodges had successfully
turned CITC into an Irish-speaking institution and he himself had made efforts
to learn Irish, succeeding to the extent that he was able to take prayers in the
language. Much loved by his students who recall him as a good principal and
an excellent teacher his denunciations of the Department's policy were not
alwcys wise, coming from someone who had often to seek the Department's
financial help. His speeches may have hardened Protestant resistance to Irish,
for many people saw little difference between teaching Irish and teaching
through Irish. In 1943 Hodges became Bishop of Limerick but he continued to
act as spokesman for his church on education.

In the forties another clergyman, Canon W. Nesbitt Harvey, Rector of
Sandford Parish, Ranelagh, became prominent as a spokesman for the Church
of Ireland managers and he represented them on government committees, such
as the Roe Committee and the Council of Education, where with two others he
wrote Minority Report No.1 for inclusion with the 1954 Report of the Council
of Education.m Intellectually gifted, he was unorthodox in his views and
campaigned vigorously against compulsory Irish and corporal punishment. A

colourful character, his views were not always in the best interests of the
Church of Ireland.

The election of the first Inter-Party Government in 1948 raised Protestant
expectations of a more sympathetic approach to their problems. Some
modification took place with the introduction of the New Revised Programme
for Infants which allowed English teaching as an optional subject for infants
and first class for half an hour daily. But the Church of Ireland had hoped for
greater changes. So Hodges was authorised by the General Synod Board of
Education, the church's premier education committee, to meet Minister
Mulcahy to discuss the difficulties of teaching through Irish in one-teacher
schools. He also raised the question of recruitment to CITC. According to a
confidential note by Mulcahy on the interview Hodges told him that they
expected a "mitigation of emphasis on Irish" from the new government." But a
complaint had been received from a teacher that an inspector had been seeking
an extension of teaching through Irish in his school. Following this interview
the General Synod Board carried out a survey among Protestant teachers about
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teaching through Irish in his school. Following this interview the General
Synod Board carried out a survey among Protestant teachers about teaching
through Irish and the possibility of extending this to higher classes in the
primary school. Observations about Irish teaching in one-teacher schools were
also requested.'' Replies were received from 150 teachers and the Board's
findings were sent to Minister Mulcahy, whose officials drew up a response to
it.

The Board found that there was "no hostility to Irish as such" and that
Wachers "loyally administered the policy of the Department." The Board
suggested that teaching through Irish should be done only when the children's
mother-tongue was Irish, and it went on:

Not to use the home language of the children, be it Irish or
English, is a psychological outrage upon the most helpless and
inarticulate section of the community If a foreign atmosphere
is introduced in school there is confusion and slumbering
resentment in the minds of children ''

The Board requested that where English was the home language Irish
should be taught to infants for thirty minutes daily and that counting, tables and
arithmetic should be taught through English. It asked for consideration of the
difficulties of teaching through Irish in a one-teacher school and that the effects
of teaching through Irish on recruitment be examined. The Board pleaded to
be allowed to use English as a denominational privilege "as English is the
language of the Bible and Prayer Book and Church Services for the vast
majority of our children, any deterioration in the standard of English hurts us
from a religious point of view."4

In a confidential memo drawn up in response to the Board the
Department commented as follows on the Board's survey:

The circular letter and answers are just a device to give a
semblance of disinterestedness to a stand that has been there all the
time. Anyone familiar with the attitude of the Protestant element
to Irish could have no doubt whatever as to the kind ofanswer the
said committee hoped to get from teachers. Certain teachers knew
it too and were at some pains to please their managers by giving
that answer.'5

The remarks about "no hostility to Irish" were attributed to Hodges'
"guilty conscience:"
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No one in this instance at any rate alleged such hostility.
Therefore no need to deny it. Hodges knows in his heart hostility
is there. We, in the Department, know it is there. Any attempt to
deny it is either bluff or dishonesty.'6

It went on:

Loyalty not a term I would apply to any activities with regard to
Irish or the majority of Protestant teachers. They are generally
poorly equipped for the work of teaching Irish, and not at any great
pains to improve their competency for that work. The results they
achieve in the majority of cases are poor. The only interest
Protestants had in Irish until compulsory was to use it as a
proselytising agency in the remote areas to which the Irish-
speaking population had retreated. Achill, Connemara and
Dunquin can tell of Protestant interest in Irish."

This confidential memo went to discuss infant teaching through Irish,
recruitment and concessions for Protestants. Some of its views were
contradicted by an internal report drawn up by the Department in 1950.' Both
were confidential and the Church of Ireland was unaware of the Department's
views for in 1949 Harvey wrote to Mulcahy on behalf of the managers about
the New Programme.'9 He expressed satisfaction with the changes Mulcahy
had made and pointed out that the movement to revive Irish "largely originated
and had been enthusiastically supported by well-known Irish Protestants." He
repeated their objections to teaching through Irish, describing its effects as
similar to "the reading of print by an adult with spectacles or a reading glass
that waggles and will not stay still." He instanced the case of a child in a
Protestant lchool having been caned for speaking English. This he felt would
result in retarded mental development. He asked for less time to be spent on
Irish and that it should be taught by using songs, recitations, and other activities
which small children enjoyed. A further indication that Protestants were
unaware of the Department's views was a speech by Hodges in 1950, when he
told the General Synod that church representatives had "consulted in a friendly
fashion with the Minister."'

Harvey's letter had little effect which was not surprising with the views
prevalent in the Department and there the matter rested until 1950 when it was
raised at the General Synod in May. Protestant disillusionment with the
government's declaration of Ireland as a Republic may have had some effect on
Harvey when he declared that they "heard much in newspapers about the police
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state in Northern Ireland but should remember that there was a good deal of the
autocratic in their own state."2' He also complained about the "flood of
undiluted Irish nationalism in textbooks." Stung by these much publicised
remarks Mulcahy ordered an immediate inquiry within the Department into
Irish teaching in Protestant schools. At primary level it investigated the
teachers' Irish qualifications and their attitudes to Irish. It also examined
teaching through Irish, recruitment, textbooks and possible concessions to
Protestants. At secondary level it analysed the Irish results at state
examinations in 1949.

A 1950 internal Departmental report on the teaching of Irish in Protestant
Schools disagreed in plarls with the earlier confidential memo of 1948. With
regard to qualifications it said that Protestant primary teachers held similar
qualifications to other teachers and were generally competent at Irish, most of
them having passed through Colfiiste Moibhi and CITC and had obtained the
BilMgual Certificate.22 It reported that "many young teachers and rnany
older ones too are animated by a good spirit in teaching Irish." Infant
classes were taught through Irish and in other standards Irish was taught for one
hour a day. In a small number of schools a certain amount of teaching through
Irish took place. The 1950 report showed some openness on the question of
teaching infants through Irish, describing it as "very debatable." This
contrasted with the view expressed in the earlier memo which stated:

The experts of the General Synod have not yet realised it appears,
that work in infant classes in modem times differs very much from
work in other classes. The teacher determines the atmosphere,
irrespective of the language she uses."

On the question of textbooks the 1950 report admitted:

There are undoubtedly some grounds for grievances here because
the tone and outlook of many of them is undoubtedly Catholic.
We have, on occasion, sanctioned certain English readers for
Protestant schools for which general sanction was not allowed.
Books in Irish are a difficulty. The Synod should select what is
least objectionable (from their point of view) or take steps to
provide a suitable set of Irish Readers for their own schools.24

Here the Department put the onus on the Protestants to provide their own
textbooks and did not consider altering sanctioned texts to accommodate the
religious views of the minority. This part of the 1950 report contrasted with
the tone of the earlier memo which dismissed Protestant complaints about the
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emphasis on Irish "hurting them from a religious point of view," insisting that
the half-hour English concession should "enable Protestants to give instmction
in that language" and it went on, "If I wanted to be nasty I could say they
produced Bibles in Irish eie this, why not do so again?"

With regard to recruitment both the 1948 memo and the 1950 report gave
similar explanations tor thu shortage of Protestant candidates. The 1948 memo
described Protestants as "generally well-to-do, with farms and businesses and
their trend is towards avocations of that kind." It also felt. that Protestants had
a "more than ordinary chance of getting into banks, Guinness's or large
Protestant firms." While the 1950 report said:

Protestant schools try to pass their students at Intermediate in Irish
and at the same time concentrate mainly on subjects required for
the sizarship examination in TCD. Pupils not up to that standard
usually go into business, professions, or, the amied forces of the
British Crown. It must be remembered that the Protestant
population, though relatively small is extremely powerful
financially and able to provide for its own young people,
irrespective of 1rish.2s

It is clear from both the memo and report that the Department was
ignorant of its own statistics, which showed that while thew was an acute
shortage of recruits for CITC there were plemy of poorer Protestants seeking to
enter Coldiste Moibhi with its subsidised fees throughout thz. forties.2" Had the
Church of Ireland been able to provide secondary education for those
candidates who were not accepted into the preparatory college there would have
been no recruitment problem for CITC. The 1948 memo aiso blamed the
shortage of Protestant recruits on the unattractivenexs of teaching in small one-
teacher schools where it said:

The inspectors are unanimous that die ievel of intelligence is low
due to intermarriage. Saw ome of them myself and can bear this
out. Cannot imagine a more distasteiU1 assignment than to teach
in some of the Protestant schools 1 saw."

Both the memo and the report showed a similar attitude to possible
concessions to Protestants, saying alai there could be no "compulsion for
Catholics and freedom for Protestants." The 1948 memo" pointed out that
primary education was in theory, non-denominational, and that all
denominations must be served alike. It further stated that as the Church of
Ireland had only 2.3% of all pupils in primary schools, its numbers were not
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sufficiently large enough to justify any alterations in national policy which
might have to apply to all. While according to the 1950 report "the 'Two-
Nation' theory should not be recognised."

Both the memo and the report examined the position of Irish in Protestant
secondary schools and named schools where Irish was well taught. The 1948
memo gave this explanation for poor results at state examinations:

The experience of all our secondary inspectors is that in Protestant
schools where the Head is favourable to Irish or even neutral
does not avail of opportunities to inveigh against it ay. results
are reasonably satisfactory. The general practice of Heads is to
attack Irish in public on every occasion prize day etc. Pupils
cannot be expected to exert themselves at a subject which they
know is unwanted and earnest Protestant teachers of Irish have
frequently complained of the harmful effects of such attacks on
efforts in class."

The 1948 memo attributed the very low number of Protestants entering
the Civil Service to the low standard of Irish at Protestant secondary schools
and it went on, "Instead of remedying the defect Hodges and his like are trying
to whittle down still more the little Protestant schools are doing for Irish." The
1950 report contained a detailed analysis of Intermediate and Leaving
Certificate results at each Protestant secondary school in the country and
divided schools into three categories, benevolent, realistic, or hostile to the
language. One head was quoted as saying that "Irish spoiled the English
accent of children. Most teachers of Irish are socially very much inferior to the
pupils." This report considered the sources supplying the schools and
acknowledged that pupils from primary s-hoots had a good knowledge of Irish
but were "at times handicapped by agP.. Many were already 14 years of age
when they arrived at secondary school." It accepted that many pupils came
from private schools, junior departments of secondary schools or from abroad
and so had little knowledge of Irish.

The 1950 report was approved and initialled by a number of inspectors
and officials and it shows clearly why CITC had difficulty in the forties trying
to get financial assistance from the Department. In November 1948 Minister
Mulcahy received a deputation but without result." Further appeals went
unheeded and by 1950 the cellege's position was so critical that its future was
threatened. Faced with the Department's unhelpfulness, and at one stage
unable to obtain a reply, it was decided by the Board of Governors to "bring all
influence it could command to bear on the government at the highest level.""

1:13
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What influence was used was not recorded but in November 1950 the Minister
was persuaded to give CITC a substantial increase back-dated to September
1949.

Overall, these extracts show that Provntants were not as well treated as is
often claimed. While the criticisms of Harvey and Hodges did not help the
minority there is nothing to show that the quiet diplomacy of Protestant leaders
in the late fifties and early sixties would have achieved a different result.
Protestants were expected to keep quiet and it was only when they complained
loudly and were forceful that they were listened to. The whole period shows
the ambivalent attitude of the Church of Ireland to Irish and the narrowness of
its concern in educational matters. Both ot the Department's confidential
documents show the Department's attitudes to Protestants and highlight its
prejudices and ignorances regarding the minority. Officially it was claimed
that the educational system was non-denominational but in reality Protestants
were disregarded because of their small numbers and the Department
accommodated them by bending the rules when it felt like it. This was a
foolish policy and it shows the failure of successive governments to appreciate
the importance of treating the minority well. Comments such as Harvey's at
the General Synod of the Church of Ireland in 1950 were made before an all-
Ireland body and his audience would have included a iRrge number of delegates
from Northern Ireland. His remarks must have fuelled their fears about a
united Ireland. How far the constant complaints of Southern Protestants about
"compulsory Irish" affected Irish unity is not possible to say but it is certain that
they reinforced unionist perceptions about life in the south as they watched the
number of their southern co-religionists decline sharply.
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RECONCEPTUALFZING THE POST-PRIMARY CURRICULUM :
A GRID-MATRIX FOR THE DESIGN AND EVALUATION

OF A CORE CURRICULUM

Jim McKernan

1. Rationality and (.'urrkulum Intentions

Curriculum is replete \,1 ith technical designs (Tyler, 1949; Pratt, 1980;
(hiskey. 1984; Block, et al. 1989) for planning instruction and learning. On
this tecluncal model. curriculum plannin,t can only proceed if it is guided by
specific behzivioural objectives vhich can Ife measured. This scientific, or
behaviouristic, paradigm dominates the scholarly discourse on curriculum in
the o.estem \+orld. It is a form of -technical rationality- seeing education as
taking a means (content and method) to a preconce .ed end (the objectives).
Yet, other curriculum design mo(lels abound: Stenhouse offered his process
model a an alternatke, in %1hich aims arc realised in rather than as a result of
the process of education (Stenhouse, I975). Schubert (1986) cites pructird/
and crinca/ models Ahich compete alongside the le:Imical -objectives" model.
Recent curriculum policies ( NUCA. 1989) support this technical model of
curriculum. 11(mo cr. the curriculum in Irish posi-prunar) schools is Nerionsly

erloador ith subiecK and I argue that the initial debate about the
construction ot a common -core. curriculurn. (C1:11. 1984) baed around an
agree 'set at outcomes tor all puplk neeik to be reit:rated

//

It k not the purpow of this paper to ethume the man criticisms of"
technical iation,dit% %%kin!) :I national curriculum (Elliott. 1988: Simons. 1988)
%%Inch reult, 1,1 e \twine caws, in distorted forms of norm-ieteienced testing
and even a "League OR mon MK. fig schools thioul:h national aswssment
and monitolinj2 uf student achio 011e111 Such do elopmenis lia%e occurred M
the United States and Britain through the \ arious National Assessment ot
Educational Performance projects: notabl the v,ork of the Assessment of
Performance Utnt in the U.K. ( Weltard. et al I 98(» and the kind of debate
brought about b the estabhlunent of the no% -National Curriculum- in the
United Kingdom. and other European nations. Rather, ii is iii intention to
argue that one might also he acting as a raimnal curriculum planner by
specifying broad aims for curriculum and then elucidating the educational
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principles of procedure imminent in the conduct of educating pupils in subjects
or fields of knowledge; that is, educating them in the key concepts which give
structure to the discipline, in the methods for creating new knowledge and in
the tests of truth particular to the discipline. I then go on to propose a
conceptual tool which has becn constructed to act as a model for curriculum
design and evaluation in light of the declared statements made by central
educational decision-makers. Thus, in this paper I will argue that an
experience-laden "core curriculum" can provide a basis for reconceptualizing
curriculum in Ireland and provide a real alternative to the technical-rationality
of the behaviourist, subject-driven curriculum now being promoted. The chief
outcomes of this paper will be first, a reaffirmation and commitment to the
substance of a core curriculum; second, an evaluation grid by which school
staff and others can reflect upen the purposes of their work; and lastly. a
description of the processes or pedagogy by which the substance and purpose of
core curriculum are formed.

I wish to argue that certain valued ends are not measured by
examinations, such as pupil self-esteem. inner-harmony. caring, inquiry-
discovery methodologies etc; yet these ax the sort of intentions which lie at the
core of the purpose and process of education. The need for positive results is
of course, very much a part of our life and the need for assessment and
evaluation is of crucial importance. But one fears that we often use
inappropriate modes of measuring a limited range of cognitive outcomes at the
expense of effective and social-personal goals. In this regard one notes the
pulling back from assessing attitudes and values in the policy document of the
NCCA A Guide M The Junior Certificate. The acid test. I believe. 01- good
education, is in keeping a caring attitude within the student as a prime principle
of the curriculum.

If one is prepared to accept the role of the teacher and the school as
agents of rational curriculum planning and change. then a major irreducible
factor of immense difficulty in the curriculum development reform movement
is the coining to grips with the essential fact that curriculum reform is about
changing the values held ,1,or b the teat-hint: failkA. limil v.e have an
adequate knowledge base about what teachers Ix:line about curriculum then we
shall carry on in an unenlightened state. We have been provided with such
snapshops in recent curriculum studies of school. personnel (McKernan. 1984:
Crooks and McKeruan, 1984; Lynch. 1989; Crooks. 1990).

Statements of school aims have come from educational authorities and
administrators. Schools. including pupils. parents and teachers have. in the
main. been treated as functionaries in a classical bureaucracy. Yet it is clear to
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11 participants that the act of being a participant in an educational encounter
means grasping the values, purposes and intentions which constitute an activity.
The point that is crucial here is that teachers, as well as pupils and parents, must
come to see themselves as participants rather than simply look for
achievements, results, etc, because in this manner one can truly grasp and see
what he or she does as having intrinsic value. That is, rational action begins
from a practical/moral form of deliberation about how to realise purposes in
specific school circumstances. Ends are refined and re-defined by reflection on
action in particular situations, in which attempts are made to realise them.
Thus, curriculum is a practical matter, rather than a technical endeavour,
involving human plans, actions, observations and reflections on action. It is
what I have called elsewhere "planned and studied enactment" (McKernan,
1988b, 1990d).

In Ireland, the Intermediate Certificate and Group Certificate
programmes were replaced with a new Junior Certificate of Education in 1989
which, like its predecessors is subject-driven. Indeed, some might say that the
new curriculum seeks to preserve more than it would change. It s education in
a very conservative mood; perennialist and essentialist in character. The
Guide to the Junior Certificate is a policy document and it states the aims of
education in Ireland to be as follows:

The general aim of education is to contribute towards the
development of all aspects of the individual, including aesthetic,
creative, critical, cultural, emotional, intellectual, moral, physical,
political, social and spiritual development for personal and family
life, for working life, for living in the community and for leisure.
(NCCA, 1989 : 12).

These aims undergird the core curriculum and can be translated into
defined learning objectives and experiences. A core curriculum is not a strict
subject curruhon; it is a ..:onunitment to what is essential and basic to all
pupils education.

11. Core Curriculum and the Aims of Irish Education

N lso crucial that the aims of education are common to all learners.
this I simpl mean that it is important to resurrect our thinking about co.-e

curriculum as that part of the curriculum including basic and essential
learnings and areas of experience which all pupils arc required to master. By
boArt 1 mean leamings which provide a basis or foundation for further learning:
for example the abihty to read. write and do Mims would constitute basic

IiI
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learnings. By essential learnings I mean those which are necessary or
required for functioning as a citizen in interpersonal life: for example,
understanding the political system of the nation, being aL'e to comprcd
scientific graphs, balance a family budget, and so forth. We must endeavour to
guide core curriculum away from two pitfalls: first, that it is a set of subjects,
and second, that it is packaged centrally. At its heart are core learning
processes. For example, included here are learning and thinking techniques,
the integration of knowledge, dispositions and values; new skills and abilities,
novel forms of expression e.g. dialogue journals: practical performances and

finally social and personal skills.

The concept of the "core curriculum" has been widely understood to
mean compulsory subjects such as Mathematics, English, Irish. Civics,
Religious Education, etc. In the Irish context I lyland (1986 : 12) suggests:

There would appear to be a strong case for revising the required
official "core" curriculum for pupils in junior cycle to reflect the
reality both in terms of the range of subjects offered by the
majorii!, of second-level schools and the choice of subjects being
taken by pupils in these schools.

Hyland uses the term to demne a new concept the "subject core" which m
present consists of the five or more required subjects set down by the
Government Department of Education. This notion of a "subject core" is ako
being pursued in the new British National Curriculum which lists three "core
subjects" including English. Science and Maths (and Welsh in Welsh speaking
schools) and seven "foundation Subjects" : hktory, geography. technology.
music, art. and physical ediwation, as well as a foreign language (DES. 1987).
There is to my mind, a very grave danger that the inure comprehensive notion
of core curriculum is tlow being undersold reduced to a subject framework.
Core is varied and complicated: it niclutks more than mulitional subject
knowledge: it also encoripasses iii I evperience. new mode.% of Cyre.s.Niem .

new teaching tactics ancl stritto;ie.N. A fundamental criterion is that the "core"
is organised around the aims or ideals hekl for all pupils. We need a Aharper
concept of core than has been given us in the guise of new titihjects by the
Curriculum and Examinations Board in the now famous curricithwi wheel
(Issues and StructureA, 1984) in which the entire post primary curriculum was
carved up into eight new areas of experiences yet couched solely in tenns of
a subject organisation. Thk 'wheel diagram" was to undergo some revision in
the 1986 publication In Ow- ScIwols. a document issued by the reconsthuted.
or "Interim" Curriculum and Examinations Board. I lowever, talk of a "wheel
core" has been abandoned in favour of a subject approach.

? 0



192

A tentative outline of the key areas to occupy our emerging
understanding of core curriculum appears i:i Figure 1 below. These areas are
so placed because they identify and satisfy crucial criteria: they summon up
universal elements of Irish life; they consist of common learning experiences,
and the relationship of these learninf s to life, employment and the controversial
aspects of the human condition; they pick out vital concepts that give economy
and structure to curriculum; and they acknowledge the growing pluralistic
nature of an Ireland within a European community. They are not simply
knowledge, or subject driven; they involve pupils in the exploration of
knowledge; but most importantly, in educational encounters that are valued
processes: critical thinking, inquiry learning, value exploration. What is more,
all pupils would experience the core.

Figure 1 : Curriculum Areas of Experience & Knowledge

AREAS OF EXPERIENCE CATEGORIES

In Our Schools (1986) Issues and Structures (1984)

1. Arts Education (creative-aesthetic studies) 1. Creative & Aesthetic Swdies

2. Guidance/Counselhng 2 Guidance & Counselling

3. Language/Literature (Irish-English) (Other) 3. Communications Language Literature

4. Mathematical Studies 4. Mathematical Studies

5. Physical Education 5. Physical Education

O. Religious liducation 6. Religious Education

7. Scierwe & Technology 7. Science & New Technologies

8. Social/Political/Environmental Swdies 8. Social and Political Studies

With these eight areas 1 would personally prefer to see the following
areas incorporated: the kvtra-curriculum and Hidden Curriculum. Further, I
believe that pupik should be offered a range of mini-courses, options and
electives. outside of the compulsory core both at Junior and Senior Cycle.

The NCCA have not tackled the thorny problems of inservice education
in a satisfactory manner ----- which must surely be the top priority in any
discussion about curriculum implementation. What they appear to have done
is to return to the tradition of course design through syllabus design around
traditional subjects and to begin to tighten up on the objectives of these
subjects. They have embraced the technical rationality of the social
behaviourists. It seems to me that this is retrograde and narrow in its
conception of curriculum and culture and that what is now required is a
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curriculum mapping of those core (eight areas) elements which are basic and
essential leamings and furthermore, which are desirable for all. Core is
concerned with general education and not special programmes.

111. An Evaluation Grid and Matrix for the Core Curriculum

This section is devoted to describing a model for the design and
evaluation of the core curriculum. My curriculum grid (Fig.2) has two parts:
Processes along the top margin, and Purposes along the left margin. My
reconceptualized curriculum matrix (Fig.3) has three major parts: Processes
(or pedagogy), Purposes, and Programmes (or substance). The time is tight
for new conceptual thinking about curriculum as the discussion of curricular
outcomes increasingly focuses upon objectives for programmes and even
assessment objectives (NCCA, 1989). Granted, this is "prescriptive curriculum
theory" in the sense that it argues for what "ought" to be the case. It is not my
task to flesh out the content of the key fifteen by five areas indicated by the
aims proposed in my matrix, merely to propose these intentions as worthwhile
and meriting further discussion and development.

The Ends or Goals of Education : Purposes

The fifteen avowed intentions, or goals (aims) of curriculum are set out
on the left side of the grid. These purposes are contained in the junior cycle
policy document (NCCA, 1989). These purposes represent the valued
worthwhile features of the human condition and thus are set up as goals or
rational ends of education.

The Ends or Goals of Teaching/Learning Operations : Processes/Pedagogy

Five process goals relate to the operational tasks of teaching and learning
are set out along the top portion of the grid (Fig.2).

Communication/Fluency, Cognitive Understanding/Manipulation,
Care/Task Commitment, Self-Esteem, and Inquiry

These five processes act as pedagogical concerns for all teachers. These
are targets for teachers, and procedural aims for pupils. The task is to help
pupils to "own" these quz-,lities so that they become second-nature. They are
empirical tasks tasks that can be observed, verified for accuracy etc. They
are the major intentions of the processes in curriculum,
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FIGURE 2 : Grid for Core in Curriculum Design and Evaluation'
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' I owe an intellectual dem to Professor Arthur Foshay for his paper
"Curriculum Design for the Humane School." Reory Into Practice Vol.10
(3) : 204-208, 1971 in which he presented his matrix for curriculum
evaluation. Fig.3 is a substantially modified version of Foshay's model.
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1. Communication and Fluency
195

This task of the teacher is effectively concerned with facilitating
pupils so that they become "fluent" in the language; familiar with
mathematical symbols and notations, with special vocabularies etc
so that they can communicate with other humans. It involves
more than language skills such as speaking English a Irish it

involves understanding cultural signs and symbols the way of
life of a people. It is very much a part of what should now he
considered the "basic and essential" tasks of a core curriculum;
more properly understood as that which needs to be the "mastery
curriculum" (Cf. Block et al 1989). This is the foundation stone
upon which further education is based. The 3 R's is a simple
example of the Communication-Fluency element in curriculum
design.

2. Cognitive Understanding/Manipulation

This task is essentially concerned with getting pupils to understand
subjects, problems, issues, and other aspects of the human
condition, but it goes further by asking them to manipulate
information and data; in short, to interpret and be able to explain.
One might bc able to read a scientific article or symbol system yet
fail to comprehend and understand it. Similarly knowing the
letters of the alphabet does not equip one to write a great poem or
book. It is the manipulation or cognitive use factor to which I
refer the ability to create literature, art or whatever this is
what I mean by understanding as a teaching target.

3. Care and Task Commitment

Once the student has become fluent so that he can communicate
and understand sign and symbol systems then it is envisaged that
he or she will want to "do more" with the content of the
curriculum, particularly after the completion of fonmd education.
Indeed tnis is acknowledged to be one of the goals of the
Department's Rules and Programme curriculum. This is akin to
the development of care, or love for a subject so that it gives
pleasure. To watch a craftsman who loves his work is wonderful.
Implicit as a pre-requisite in such activity is to stay "on task" or to
persist. It seems to me that one cannot become good at anything
unless one persists in performing in the genre. The secret here is

2 4
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to allow pupils to succeed at educationally valuable tasks, be they
flute-playing or geomorphology.

4. Self-Esteem

Teachers must facilitate pupils to develop confidence and to feel
positive about their work. Confident pupils possess self-esteem
and Guskey (1985) provides empirical evidence that most young
children possess a positive self-image during the early years of
school but many lose this later, or it is destroyed by the curriculum
or other school factors. Pupils require the confidence to become
fluent, persistent and have the ability to understand and manipulate
knowledge to their advantage.

Most of the 15 categories of purpose along the left margin of the grid are
external or tangential to a strictly subject-based academic curriculum. The real
task of education is to prepare the pupil generally, for living life now, and as un
adult.

Examples of Purposes Within the Grid
1. Aesthetic purposes : These seek to develop awareness and appreciation

of beauty in nature, art and life.

2. Creative purposes : liere pupils would encounter, interpret and perform
works of art.

3. Critical purposes : Here pupils would critique design in works of art.

4. Cultural purposes : These seek tk, develop understanding of concepts of
culture, sub-culture, minorities and other groups in Irish society.

5. Emotional pwposes : Here pupils would be able to clarify feelings,
emotions, dispositions on a range of human controversial issues.

6. Intellectual purposes : Here pupils would develop critical thinking skills
and knowledge of disciplines.

7. Moral purposes : Here pupils would be able to separate moral from
ethical value issues and distinguish between fact and value.

8. Personal purposes : Here pupils would become aware of and learn to
clarify personal values.

2(.5
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9. Physical purposes : Here pupils would acquire knowledge and skills
which contribute to healthy lifestyles.

10. Political purposes : Here pupi3 would be familiar with institutions and
policies of political parties in Ireland and in European contexts.

11. Practical purposes : Here pupils would develop information-seeking
skills viz, use a word processor to draft documents.

12. Recreational purposes : Here pupils would learn to use leisure time
productively.

13. Social purposes : Here pupils would acquire and demonstrate effective
group and interpersonal communications and human relations skills.

14. Spiritual purposes : Here pupils would learn to appreciate how religious
beliefs shape and influence behaviour which may not be explained
rationally.

15. Vocational purposes : Here pupils would learn to develop knowledge of
various career opportunities and practical skills useful for employment.

These are merely offered as examples and not as a fully developed set of
curriculum aims. School administrators and teachers might ask "To what
extent are these aims and areas of curriculum available to all pupils for some or
all of the time, and to some pupils for some or all of the time while they are at
school?"

Interpreting the Core Curriculum Grid

Originally. I thought of core in this two-dimensional way, encompassing
purpose and process. Where these goals interwct, important curriculum design
and evaluation quesfions are raised. 1.et us examine cell IA, which raises the
qtiestion "[low does the communications ability of the student contribute
towards aesthetic development?" On the design side one might ask first, "Does
the curriculum provide aesthetic encounters and activities as well as
experiences in which a student can become more fluent/literate?" A second
example concerns moral education as is found in cell 713 consider the
student who has examined various moral dilemmas concerning human
hehaviour and who is helped to make a moral reasoning type of judgement.
This studem untkrstands something of the consequences of alternative courses
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of human action and can be said to possess a particular level of moral
understanding. Now this area has been sadly neglected in the past but has been
receiving increasing attention through programmes of health education
(McKernan, 1988). Another example is found in cell 15C which asks "How
does care/commitment in a given subject/area of experience contribute to
vocational development?" For example, imagine a computer training
laboratory where pupils are learning word processing skills. Pupils will need
to spend considerable time practising document editing, printing techniques and
similar skills. This is a task commitment they must accept. They must be
willing to persist and be committed to attain fluency and manipulation here.
One point which needs to be made is that there are some cells which we know
very little about for example the creative dimension take cell 2B; how
well do we know what children understand about being creative? Or more
problematically for teachers: "how do we assess creative work? In all there are
some 75 cells in my initial curriculum grid; they a:1 require two kinds of
answers: To what extent does this cell contribute anything to the present course
design:? And to what extent does the behaviour of the student correspond to
the qualities intersecting on this or that specific cell?

The Third Dimension : Programmes

Figure 3 sets out the Core Curriculum Cube which includes three pans:
purposes, processes, and programmes. Thus I have moved from a two
dimensional grid to a three-way mat:i;:. The third dimension is the core
content, or substance. Thus far we have considered a grid with purpose and
process. But in teaching and learning one must teach something to a learner.
This something is the substance or the programme. Schools have a wide
variety of programmes which we think of mainly as the formal subjects or
academic programmes. I have listed ten of these in the cube. The first eight
correspond to recent policy talk in Ireland of a conceptual core; but in my
analysis I argue for two separate entities which I call the Evtracurriculum and
the Hidden Curriculum. This matrix is a checklist for all schools to use in
examining their curriculum. The value of the matrix is that it helps us to thi
of the curriculum as a whole.

Programmes represent the content or substance of curriculum and for the
purposes of Ireland I include ten: Arts Education; guidance-Counselling;
Language-Literature; Mathematical Studies; Physical Education: Science &
Technology; Social/Political & Environmental Studies; Religious Education;
Extra-Curricular Activities; and Ilidden Curriculum.
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FIGURE 3

The Common Core Curriculum Matrix
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The final two, Extra-Curriculum and Hidden Curriculum, might seem

misplaced but I believe it is time we acknowledge that pupils learn through
these, and we can plan for extracurricular activities (like Chess Clubs) and the
potential of the hidden curriculum. We can now ask of cube VII-B-6 "What do
pupils learn to feel of Irish politics that affects emotions like national passion'?"
or "How does the. 'hidden curriculum' contribute to self-esteem and personal
development cube X-D-9?" We must acknowledge that the school has a
responsibility to work for the development of the whole child not just the
intellectual/academic dtwelopment of the chile

:7ew schools have such checklists or statements of purpose. It is time
that they began to examine their performance and their expressed intentions. It
will be illuminating to try to ascertain just what schools are achieving. As it
stands the cube matrix is rough-hewn and does not descend to the more
concrete world of behavioural objectives which can be verified empirically.
But :he real world of the school and curriculum theory in schools is a rough and
tumble state of affairs. The cube matrix is offered as a topic worthy of further
discussion. It does define a common core that links primary and post-primary
edocation.

I think it is quite reasonable to argue that an educator must have an aim;
otherwise education would not count as a rational and productive activity. Yet
it is less clear as to whether educators must adopt the strict road of
operationally defining all of the possible outcomes desired as pupil behaviours
in the form of instructional/behavioural objectives. Yet that seems to be the
road taken by central curriculum authorities in these islands. Educators must
have aims expressed in the form of culturally, intellectually and other worth
while values which inctude knowledge as well as skills, abilities, attitudinal
dispositiyis and other desired qualities. What we then require is a plan which
maps out the dimensions of human experience in which pupils can learn and
construct meaning about the human condition.

The Processes of Learning

In addi:lon to subject knowledge, chief aims should locate the wide
variety of student leaming experiences referred to above; for example, we now
are beginning to accumulate some evidence that pupils learn just as effectively
through small group work as they do in whole group organisational patterns; or,
through simulation games. role-playing, brainstorming and other problem-
solvi4 educational activities.

Second. we have a better view through curriculum research about the

2 t,
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economy of curriculum that learning proceeds most effectively when it is
highly structured (Guskey, 1985) into discrete units with constant teacher
feedback and corrective activities. Third, we have not exploited the range of
teaching styles adequately. For example, new forms of explosion, such as
dialogue journals, oral literature, creative writing, media study, practicals,
project work, field trips, nature trails. We need to unearth the particular forms
of procedure for excellence in the arts, humanities and sciences, and turn these
into curriculum objectives. We need pupils to work as if they were artists,
writers, scientims or whatever. Finally, we need to pay urgent attention to the
complex process of evaluation to mean more than pupil public summative
examinations. We need more looking at teacher self-evaluation and whole-
school curriculum evaluation. Inservice education has not addressed any of
these latter two aspects in any depth. It is the expressed desire of school
administrators to build in aspects of teacher evaluation as part of the final
public examination system (Crooks and McKernan, 1984).

Irish curriculum policy-makers are now presented with a golden
opportunity to accept or reject a technical rationality which, if left unchecked
will, I suspect, lead to the "technologisation of reason" on the way down the
road to a National Curriculum, rather like that obtaining in the United
Kingdom. If that path is selected one must realke that we could end up with
the sort of curriculum described by Prokssor John Elliott:

The National Curriculum is rather like a crate of bottles. The
crate suggests an overall framework. Each bottle stands for a
foundation subject and is filled with a different liquid. On the side
of each bottle there is a measuring scale of ten levels indicating
how much liquid a child ought to consume at any particular age
(Elliott, 1989:29).

Ultimately, the question to bc answered in Ireland is "Do .1, want
education to be like a productim process or like an educational process?" The
idea of education makes sense kmly in the context of the latter as a reflective
social practice.
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Irish Educational Studies. Vol.10. No.1 1991

SPORT AND EDUCATION:
THE CASE FOR A NON-COMPETITIVE APPROACH

Réamonn 6 Donnchadha

Introduction

In 1988 after a somewhat torrid and controversial All Ireland Football
Final, a member of the winning team wrote an article fol. a Sunday newspaper
entitled "Nice guys come second." In the euphoria and mutual admiration of
the occasion, the remark was virtually ignored. It did, however, serve to draw
attention to a disturbing trend in sport. at all levels. I refer to the growing
preoccupation with competition in sport, especially in childrens' sport, and the
consequent relegation of enjoyment. participation and fun to a position of
secondary importance, with winning and the need to win becoming the
dominant factor in games. This paper argues that if we arc to avoid an
inexorable slide to a situation where, as one coach put it, "winning isn't
everything, it is the only thing" then we should stop and examine some of
the ideas involved in sport for children, so that it remains sport and does not
become work. I would like to examine some of the uncontested assumptions
underlying the idea of competitive sport and offer sonic suggestions about wk.t
our response as teachers should be.

Competitive Sport

To begin with, in competitive spoil. the idea of winning becomes central.
All other reasons for taking part 1oecome at best secondary, at worst non-
existent. As a 1956 Report on School Health. in America pointed out, in
competitive sport the chief stress is placed on w inning, with excessive
emotional pressures applied by significant adults involved in childrens' sport
such as teachers, coaches. parents. This primacy of winning leads to parents
and others expressing undue concern over winning and almost inevitably ends
in a product oriented system which. as Scott' points out. causes the opponent to
be viewed as an obstacle or as an enemy. who must he overcome in order to
achieve victory.

A further aspect of competitive sport is tli inilitcnce of extrinsic rewards
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on the person taking part. While extrinsic rewards are an acceptable part of
"sport" at the piofessional level, or at the more serious level of the olympic
athlete, or the international player, such rewards invariably impose a
problematic dimension on childrens' sport, on the reasons for playing, and on
the satisfaction gained from it. Such extrinsic rewards may be material, such
as money or trophies, or they may be psychological such as social evaluation,
parental approval nr peer comparison. In competitive sport, moreover,
individuals perceive the cause of their involvement to be largely external to
themselves, and to that degree they will not experience as primary benefits the
feelings of mastery and competence which accompany sport involvement which
is based on intrinsic motivation.

Effects of Competitive Sport

Perhaps the most visible effect of competitive sport on children is the
change in attitude with regard to rewards. Winning and the trophy all too often
become the main reason for participation and as Green and Leppee found out
during the mid seventies in a series of studies involving children who had a
high intrinsic interest in a particular activity, the expectation of a reward for
titkin 2. part in the activity significantly diminished the childrens interest in the
activity. Sport in its true sense, is intrinsically interesting for children but
when we introduce the idea of extrinsic rewards, be they material or
psychological, we change the whole meaning of the word sport and further we
change the basic reason for childrens' participation. Naturally children are
attracted by immediate tangible reward, and may eventually become subject to
the reward rather than the activity.

Deci,4 in 1975, was among the first to draw attention to extrinsic
motivation and its effect on childrens' participation in sport. In what he terms
the cognitive evaluation theory he states that the experience of working for
rewards can initiate a change in perceived locus of causality. In effect he states
that intrinsic motivation decreases when the external reward is perceived to be
the primary reason for participation. The single most noticeable effect of this
is to eliminate the fun element. Numerous anecdotes provide evidence that
what professional sports people miss is the fun. Both Navratilova and Becker
blamed their 1988 bad form on the lack of fun in their lives and in their game.
Perhaps the most poignant example of this is the recent admission by Olympic
swimmer Sharon Davies (Sunday Times 19/11/89) that she gave up swimming
at 18 having just won an Olympic medal because of her father's obsessive
desire to make her a champion. She counsels parents to let their youngsters
SM. fill for fun and to take up serious sport later in life.
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The controlling aspect of offering rewards for performance may be, as

Ryan' points out, an attempt to get improved performance, but in effect this
turns what should be play, into the serious business of work. A group of
researchers in 19776 all agreed that competing is similar in many ways to
working tor a reward, with winning being more important, even replacing the
idea of doing one's best. Competing they found can provide positive feedback,
if the children win and, therefore, experience success. But for every winner
there is at least an equal number of losers, who, especially if they are children.
in a highly competitive sport setting, will often be subject to doubts about
ability, competence and self-image. Because of the major publicity given to
competitive sport, because of the part played in it by significant adults and
because of the fact that for children, motor skills and peer influence are so
important. it is inevitable that competitive sport will have decisive or indeed
crucial effects on a child's self-esteem formation. Insofar as victory is the
predominant end in competitive sport these effects give serious cause for
concern from an educational standpoint.

Another area of concern here is the fact that children may feel that they
must excel in order to satisfy parents' vicarious needs. Given that it is healthy
and normal for parents to feel satisfaction at their chi klrens achievements, the
danger of this vicarious satisfaction becoming the primary motivation for a
child's involvement is not too hard to imagine. If such should happen it makes
losing, and the associated sense of failure, all the more damaging to the child's
self esteem in as much as he has not only -let hunself down,- but he also feels
he has failed his parents. In short. pressure on children to w in to satisf.v others'
vicarious needs may arguabl be held to be an infringement of the rights ot
children.

A less evident effect of competition is %% hat is termed competitive stress.
Scanlan' has addre ssee tae subject of competitive sness and the child athlete in
some depth. It is defined as the negative emotional reaction that a child feels
when his self esteem is threatened. The threat occurs %%hen the ming athlete
perceives an imbalance between his ahilit to meet tlie performance demands of
competition and the expectations ot significant others regarding his
performance. That the child's stress is a function of his own perception
(shaped no doubt by significant adults) means that the stress may he
unnecessaly in as much as his perception ma> be wrong. It also means that
stress can occur at any time before, during or after the competition.

Competitive sport k of necessit stressfid because it involves extensive
social valuation of motor competence: social evaluation being the appraisal
information about ahility that an indi% idual receives front other people.
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Typically, children place great importance on motor competence and are
especially sensitive to appraisals by significant others about this ability and, as
Scanlan points out, sport situations may become particularly threatening if the
child anticipates either failing, or negative appraisals from significant adults.
Pierce' (1980) demonstrated the importance of ability appraisals when he found
that not only were athletes in such situations worried about performance (which
of course influences performance) but also that such worries would prevent
them from continuing in the sport. Some studies have shown that endurance
training at an early age in sport which requires great levels of working capacity,
such as swimming or running, may lead to physiological benefits, and
performance enhancement at maturity. But in such cases the child's sport
experiences are confined to just this one, and additionally, such caveats as
possible burnout, hostility to skills acquired, even to the sport itself or simply
dropping out of the sport, cannot be ignored. In other words where the child
has been exposed to competitive sports programmes he may not even be
participating when he reaches maturity, in which case the question of whether
performance is enhanced, becomes irre ley ant .

Individual sports are cleariy more inherently evaluative than team sports
but it must be remembered u, it any sudden focus on individual performance,
even within a team game, is likely to challenge the child's confidence.
Competitive sport, because it is such a visible achievement arena for children,
where athletic competence is publicly tested and evaluated, may frequently
exacerbate the perceived imbalance between demands and capabilities. Such
continued exposure to competition, especially to failure, may in turn lead to the
development of what we caE competitive Trait Anxiety, which is a disposition
to perceive competitive situations as threatening to self esteem. Scanlan' in her
twin studies of 1975 and 1977 found that Competitive Trait Anxiety was a
significant source of pre-competition stress." Perhaps more disturbingly she
found that win/loss anxiety was the major cause of post-competition stress.
Not only was it a question of winning or losing hut the margin of winning was
considered to he a significant factor in post-competition stress.

The question of self-esteem cannot be ignored here, either in its effect on
competitive stress, or in the effect that competitive stress has on self esteem.
Many self-theorists have cast global self-esteem as multidimensional in nature,
encompassing competence, social acceptance, control and virtue," and
considering the centrality of affect in formulation of self esteem." It is to be
expected that the pride, joy, shame or disappointment which accompany
perceptions of competence or incompetence will have a considerable influence
on biture motivated behaviour. In acknowledging the modifying effects of
Rosenberg's "ps)chological centrality" (1979) it should be pointed out that
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where sport competence is salient in the lives of children, anxiety will play a
significant part in self-esteem. The motivational value of self-esteem on future
behaviour not only means that persons with high self-esteem try harder, persist
in difficult situations and eventually succeed,' (Bandura 77) but also that over
time low self-esteem children adopt failure-prone strategies, such as setting
unrealistic goals or not participating, and will attribute unsuccessful actions to
lack of ability and success to luck. With regard to competitive stress and
children, Scanlan found that there is an inverse relationship between stress and
fun. Though unable to establish a causal relationship which would show that
more fun created less stress, or less stress resulted in more fun, it was clear that
the players who had fun experienced lower levels of anxiety, a finding which
was echoed by Greer and Stewart." In their perceptive study they showed that
children, when left to their own devices will concentrate on the fun aspect of
games and yet transfer the win/lose values to the more organised and structured
milie.ux of competitive sport, when this is required of them by schools, coaches
etc.

Aggression and its close relative violent behaviour are closely connected
with competitive sport. Where the primary goal is winning, and all other
considerations, therefore, being secondary, it is hardly surprising that
aggressive behaviour will flourish. Burris Husman'' (1980) a pioneer in
aggression research, is in no doubt that social learning theory provides the most
complete explanation for aggression in sports environments. He is supported
by another well known psychologist in the sport field whose definition is both
comprehensive and clear. Silva' asserts that "... aggressive behaviour is an
overt verbal, or physical act that can psychologically or physically damage
another person or oneself." Both Husman and Silva isolate three factors which
distinguish aggressive and non-aggressive behaviour. Aggressive behaviour is
behaviour which involves the selection of action which we know will injure, we
intend it to injure and it is directed against a person.

It is important to make the following points in regard to aggression.
Aggressive behaviour is not be be confused with assertive behaviour, which is
acceptable and within the rules of sport. The confusion of the terms aggressive
behaviour and assertive behaviour is one of the main reasons for the increasing
acceptance of aggression and violence in sport. Assertive behaviour is goal
directed without the attempt to injure. Both Husman and Silva contend that
aggression is learned in social settings. Together with other social learning
theorists, notably Bandura'' they support the theory which predicts that
aggression will occur in sports where players have a high expectation of reward
and where this reward outweighs the deterrent effects of punishment; the
person's expectations being influenced by his own previous experience or by
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seeing such behaviour rewarded in others. Here it is important to underscore
the part played by two things, both connected with each other, and each with
competitive sport. They are th. importance of winning and of extrinsic
rewards. Both tangible rewards and psychological rewards have been shown to
be powerful reinforcers of aggressive behaviour in sport.''

Apart from the obvious possibility of creating a violent milieu for sport,
there is also the danger of transferring the successful, violent behaviour to other
areas of the child's life. It is equally the case that where sport is played in a
non-competitive fashion, the control of temper, impllse and selfishness can also
transfer to other areas of the child's life. The danger of socialisation towards
deviance is evident not only in the aggressive aspects of sport, but also in
another aspect of competitive sport, namely violation of rules. It is of course
healthy to compete fairly, to strive to win within well devised rules, to seek
continually to improve, as long traditions of good sportsmanship have always
taught; but it is anything but healthy to become obsessed with beating your
opponent, cheating or tricking in order to win.

Myths about Competitive Sport

A number of assumptions contained in the idea of structured competitive
sport need to be challenged. Is it true to say that the more organised and
structured nature of competitive sport increases the play opportunities for
children? While it is probable that the wider the provision for structured sport
the greater the number of children likely to be involved, it must also be clear
that such an increased involvement will be within the competitive framework.
It does appear, however, that with television's adoption of majority sports, the
range of sports being played is narrowing. The idea that competitive sport
produces more skilled athletes is as yet unsustainable. There are, clearly, a
small number of cases where coaching and competition from an early age lead
to world records. But such success occurs only in sports which require a high
working capacity, and there is the inescapable risk of burn-out, where the
athlete develops an aversion to the skills in which he has become so successful.
The assumption that structured, supervised sport is safer is not being
questioned. Evidence is emerging which shows the physical and --;sychological
damage caused by structured competitive sport. Two recent studies have
shown that far from relieving tension or lessening aggressive tendencies,
competitive sport is indeed more likely to lead to further aggressive behaviour."

Non Competitive Sport

Non-competitive sport is not any particular game. or type of fame. It is
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an approach to sport and games which focuses in a special way on the
educational potential of sport, emphasises feelings of wellbeing, competence
and mastery. Furthermore, in marked contrast to what we termed competitive
sport, the importance of winning both for the participant and others involved in
the sport become. relegated. Millar' was among the first to question the value
of ends-oriented sport. His contention that playing games to win is not
actually playing, but working, is echoed by Ingham and Loy's assertion that "...
sport needs no other justification than that it provides a setting for sociability
and fun.'2° Sage' takes the idea a step further with the suggestion of an
alternative sport structure in which the players can be socialised with such
values as cooperation and participation rather than confrontation and
domination. A number of writers" propose a sport model where the coach
rejects such ideas as conformity, authoritarianism and control in favour of
uniqueness independence and self-actualisation. A recent study involving
young people, motivation and fun concluded that there is a clear link between
fun in sport and such notions as skill development, personal skill mastery and
the fact that fame outcome is not the most significant aspect." The concept of
non-competitive sport :ues not deny the innate competitive urges of the person.
nor does it negate the pursuit of excellence, but it unequivocally denies the
primacy of winning, ln non-competitive sport, the purpose of sport takes on a
much wider meaning, than just the idea of one team asserting superiority over
another. In fact these motives become completely subjugated to the ideas of
participation, enjoyment, self-mastery and competence. The stress associated
with winning/losing is thus eliminated, and self-development and psychological
well being become the dominant factors in childrens participation in sport.

The concept of non-competitive sport is firmly rooted in the notion of
intrinsic motivation, an idea which though seldom to the forefront in
discussions of modern sport, has been part of childrens' play for as long as play
has existed.'" A common but defective definition of intrinsic motivation states
that people are intrinsically motivated if they participate in an activity without
receiving any external reward. The deficiency in this definition is its lack of
attention to underlying cause. Deci's (1975) book on intrinsic motivation, with
its emphasis on cause has provided us with what has since been accepted as the
benchmark for intrinsic motivation. Deci focuses on underlying psychological
processes in his definition. which states that intrinsically motivated behaviour is
behaviour which is motivated by a person's innate desire to tel competent and
self-determining when dealing with his environment. Implicit in this definition
is the notion that people feel that their actions are self-determining and,
therefore, provide a sense of personal control leading to competence and
mastery. There are a number of very important aspects contained here. The
first is the importance of self. It is important from the point of view of what
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De Charme calls locus of causality, whereby the person feels he is the
controlling factor of his involvement in sport. Self is also important because of
the positive effects on the self-concept formation of the child. The second
aspect of intrinsic motivation to be noted is the feeling that the child has that he
is exerting mastery over his environment. Thirdly, there is the important aspect
of motor competence. Professor Scanlan" stressed the importance of motor
competence in the psychological growth of children. She believes that the area
of motor competence and perceived motor competence are both domains where
children utilise social comparison eventually leading to healthy self-esteem.

One of the major educational features of non-competitive sport is its
concern to shift the young athlete's concentration from competitive ability to
achievement ability, or to give achievement ability the central place which is all
too often enjoyed by competitive prowess. The goal of each individual thus
becomes to perform as well as possible, regardless of the outcome. This
achievement behaviour has been termed sport mastery (Roberts 1984)," and is
very much akin to what Nicholls" terms task-involved ability. The
demonstration of ability relative to others, is not necessary in this type of sport,
but the player tries to achieve mastery, through improving or perfecting a skill,
rather than demonstrating a higher capacity than others. In this way, high
versus low ability is judged in comparison to the individual's previous level of
ability at the particular activity. This concept is closely linked to intrinsic
motivation, and extreme states of sport mastery are characterised by a marked
sense of control. The person can become absorbed in the task for its own sake,
with any sense of competitive ability being overshadowed, even over-ridden, by
the involvement in the task. Sport mastery is less complex than competitive
ability. To begin with the child does not have to assess the competencies of
others in order to reach conclusions about probable success or failure. The
sport mastery oriented player simply processes the information that the task
provides, carries out the task and notes her own level of mastery of the task.
Clearly effort is important but it is evident to the participant that effort leads to
greater learning, mastery and eventual competence. The most important
feature of this concept of achievement is that there is no failure, or low ability
and while total mastery may not be readily demonstrated, neither is lack of
ability. Not only is it task-oriented but it is person specific, with the only
feedback being to inform the player of his own level of mastery.

The role of perceived ability as proposed by Nicholls in 1980, which
posits the idea that the achievement goal of individuals is to demonstrate and
develop high ability, while wishing to avoid low ability, is a central construct in
the idea of sport mastery. This perception of ability, argues Roberts, mediates
many achievement behaviours such as adherence, effort, attention and sport
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selection, It should be noted here that there is a significant relationship
between perception of low ability and drop-out from sport at the age when
children begin to distinguish between ability and effort. In this model of sport
the role of the coach and leader needs to be reassessed. The traditional
coaching model, which emphasises strict structures, conformity and
hierarchical forms of authority must be questioned, because if coaches make all
the decisions they are precluding rather than nurturing self-development.

Conclusion

The goal of school sports in the non-competitive approach becomes the
production of increasing uniqueness and independence on a wide scale,
something which cannot easily be achieved within the autocratic atmosphere of
competitive sport. In this latter case the coach is all too often an omniscient
authority figure with the young players learning a discipline of passivity in
relation to authority and an ethic of contest where their abilities come to be
deployed in a social context. We should promote the fulfilment of the athletes,
which implies the actualisation of the full potentialities for the personal-social
growth which are latent in childhood. What this means for the teacher is the
acceptance of the premise that sport is more for the players than for the
coaches, the school or the parents. Its value is measured in terms of increased
humanism, increased power to do and increased capacity to appreciate. The
coach/teacher here sees herself as a resource person who endeavours to make
her players free of her, able to make their own decisions and be responsible for
their actions. Within the humanist framework is the implicit acknowledgement
of the need for self-directing responsible adults, but also the belief that this is
best achieved by providing a sport environment where players can practice
self-discipline and at the same time become emancipated from group
conformity.
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VALUES DEVELOPMENT
AS CONTENT FOR THE CURRICULUM

Raymond W. Houghton

Nobody invented education. It just happened. It was a response to a
need. Education was "being done" long before there was realisation of it. It
was like philosophy in that respect. No one said, "Let us seek truth."
Philosophy was "being done" long before there was a name for it.

For education is related to socialisation. They are not the same thing.
Socialisation is a process to desired ends. Education is an intended means. It
may well he more than that, hut in its social definition education is thL name
whereby society attempts to transmit to an ensuing generation that which it
values.

In the beginning. and for a ver% long tune, low kel, hut by no means
unsophisticated socialisation happened behaviourall. and suiel unconsciously,
as in animals. It is presumed. of course, that organisms are horn with
individualised genetic histories and, hence. some helms iour is of a kind termed
"instinctual." Whethei coded or otherwise it must be assumed that
behaviour can change, that learning can occur.

Education involves learning but is not the same as learning. Learning is
change in behaviour. Skinner (Skinner, I q74 i sa., and that will do tor ih;
moment. Learning preceded education: proceeds education, for all organisms
have learned and continue to learn. The learn from hirth at least. and
probably before. In the process of learning, at random initiall. more
particularly as they mature. Even -lower- life forms come to low level. yet
sophist icated "socialisation."

11 is convenient to belie% e that re-u larked observation of living
organisms is a phenomenon of recent times. Perhaps conscious observation is

illUre recent phenomenon. but cerlaink the most primitive beings were keen
observers of other life forms. //onit, NoprruN mild never have emerged, let
alone survived, if that were not so. I forms of organisms always
observed Im1/4er forms and probably vice isa; Prhaps /limbo AapienA is a
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lower foim who most carefully observed higher forms.

The initiation of long term, intensive, deliberate observation of animals
in their natural state (Morris, 1977) during the past thirty years has, without
doubt, brought about a reassessment of scientific opinion in the area of animal
behaviour. While sex is, of course, a very basic and intense drive in animals,
the fact is that parenting, nesting,"recreation," ordering behaviours and other
forms of activity, drive organisms. As in any scientific inquiry, the
introduction of the researcher and even the initiation of external interest
changes the conditions within phenomenological environment.

Such observation does provide evidence of the shaping of social
behaviour occurring within communities of "lower" species. The young are
bitten, picked, ignored, shoved, drawn close, "spoken" to, embraced, in
reinforcement of random or deliberate behaving. Desmond Morris (Morris.
1977) and others have written about similar basic behaviour in humans.
Erving Goffman (Goffman, 1969) pioneered research in the highly complex
area of human social behaviour. Julian Jaynes (Jaynes, 1976) suggests that all
socialisation was behavioural as opposed to "conscious" in all the millennia
through Old Testament and early Homeric time. The world can function very
efficiently without consciousness and in fact continues to function with
minimal consciousness, Jaynes infers.

"Education" as socialisation occurred prior to self-conscious deliberate
establishment of education. Behavioural education occurred as established
regularities were necessitated. It is most likely that the established regularities
were behaviourally assumed. Such assumptions did not allow for consideration
of alternative behaviours which may have existed ar0 which may have been
"gospel," de rigeur in adjacent clan societies. As society now fiinctions, with
individuals living life daily according to regularitie.; socially imprinted in the
behavioural activities of individuals, there may -be little consciousness of the
codified expression of those reguladties.

It may be that early homo Adpiens moved through life with little
awareness that particular responses to stimuh were demanded. Only the
idiosyncratic behaviour of divergent individuals disturbed the equilibrium.
Retribution was swift upon the idiosyncrats and the acceptable condition
existed long, before the codification of the earliest moral imperatives. The code
of Ilamurabi codified specific compukions. "An eye for an eye...." seems, in
retrospect. rev -'onary, ahhough more likely had been evolutionary.

In ancient times ordering of society undoubtedly was the responsibility of
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an emergent priest class, shamans, medicine men/women, prophets, elders.
Such a priest class assumed the task of monitoring the imperatives with a given
society. It was necessary for them to reconcile the social imperatives with
metaphorical explanations of phenomena. They coordinated the need for
behavioural regulation within the belief system suggested by the explanations.
Only gradually did the role of priest class assume the particular function of
"teacher" of the behavioural regularities. As consciousness arose with respect
to the deliberate seeking after modified behaviour of individuals within the
social systeil coordinate with the intricacies of the belief system, "education"
emerged. Charged with the single task of extending the belief system through
modifying behaviour of individuals within the society, "teachers" were
individual sub-species of the priest class, acolytes, if you will. While the
priests assumed responsibility for rationalising the behaviour standards of
society, thr ,ob of extending the behaviour became the responsibility of the
acolyte "teachers." True priests could not de-mystify their role by assuming
the task of change agent to the masses. As remains the case to-day, lesser
beings undertake the "dirty work" of relieving the generalised populations of
responsibility for shaping the particular behaviours of the multitudes. The
upper echelons of the priest class assumed the responsibility for the essentially
intellectual, if bureaucratic task of curriculum conceptualisation that is, the
delicate task of interpreting the societal myth in terms of particularised
bthavioural responses to selected initiated stimuli. Enough for the sub-stratum
"teachers" to have awareness of the actual stimulus cues and more importantly
the rationalised appropriate behavioural responses expected from the initiatives.

Such an evolved process satisfied the base population. It simplified life.
Each new generation was relieved or the task of redefining and reordering its
behavioural expectaiions. Further, the burden of maintenance of the various
echelons of a priest class was a small price to pay for a ready, convincing and
convenient explanation of the phenomena and t'or the availability of a strategy
for dealing with them. Availability of "education"reducs the aggravation
factor in societal initiatives. Why else would contemporary society bear the
cost of maintaining a burgeoned educational bureaucracy with an
accompanying devolved secular/religious establishment prepared to assist in the
bothersome task of initiation?

"Famihes," for the most pan, tolerate the burden of teaching certain basic
particularised sociol expectancies. Infams do not enter the world prepared to
eat, sleep, and reccea tt. in socially determined sequence and duration. While
there may be genetic "clocks" influencMg the basic life processes, infants have
to "team" to eat tit the convenience of the family, to sleep on schedules adapted
to societal life styks and to "play" when approprate. Would any parent forget

228



220
the first night his/her child slept through the night, when one parent or the other
awakened at daylight, leaped from the bed thinking that the infant had
succumbed to crib death, only to find the infant sleeping peacefully in
conformity with expectation. Recent studies in sleep tesearch indicate body
temperature cycles, light/darkness cycles and geographical time .:one factors
are crucial in sleep need cases. Yet the deliberate and incidental stimulus
interventions of mother/father/family behaviours are certainly crucial to the
infant's adjustment.

The wrenching phenomenon of birth constitutes a trauma of highest
intensity. The umbilical cord is cut, breath is slapped into the organism, the
fluids of biological environment are wiped away, a new definition of class is
foisted upon the emerged organism and the race to the ultimate maturity of
death is initiated. Eat, sleep, play, work, excrete, respond to schedule, not on
organic demand becomes the order of things. Learn the values of the
sponsoring social environment is the compulsion. To learn is to modify
behaviour in accordance with those values spoken and unspoken, conscious and
unconscious, codified and unwritten.

This is not to say that any values are universally held. Even the smallest
units of society constitute environments in which priorities of values find some
degree of toleration. Priest class moderators have always attempted not only to
identify values, but to codify values hierarchically. Even such a value as
survival, usually at the core of any concentric family of values, is not universal.
Survive, of course, but with reservations. Loyalty to a leader, or a cause, or an
order, or a condition, might well essentially be of higher priority than survival.
In certain faiths pursuing virginity to death is valued above a sullied condition
or self-preservation. Such sacrificial behaviour is sanctitlable. Dying for king
or country or "faith" is sanctifiable spiritually or secularly. Such conditions,
where certain values attain unchallenged priority, are usually related to
rationalised systems derived from ideological conceptions and are often
unrecognisable from the usually non-rationalised existential/behavioural
realities which operate in a given society. Often, societies may have a model
of ciouble concentrics exkting simultaneously. One is the
esistintial/behavioural, or F.I3 concentric: the second is the
essential/ideological, or El concentric as illustrated in Figures 1 and 2.
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If one were to enquire about "Where is one?" it would be most helpful to

refer to the particulars of the essential/ideological concentric rather than to the
existential/ideological concentric rather than to the existential/behavioural.
This is not to say that there is an exclusivity of model. There is in addition a
temporal condition and a place condition. For example, in the early stages of a
radical social change one might observe individuals clamouring to die in battle,
to keep a flag from touching the ground, burning at the stake, refusing to recant
a principle, or referring to one another as "patriot," or %miracle," or "citizen."
One could tell where one was by inquiring about the flag or the principle or the
nomenclature. However, if one were to observe individuals frantically
engaged in survival behaviour, seeking more comfortable environments, loving
or hating one another seemingly randomly, debating the taste and texture of
food and clothing, indulging in pleasures of the flesh, one might be nearly
anywhere at nearly any time.

Depending on the time and place there would be varying ways of dealing
with discrepancies between the dual concentrics. There might be harsh or
gentle enforcement. There might be heads I ipp.d off, full jails,burgeoning
mental hospitals, the aforementioned burnings, or there might be varying
rationalisations of deviance from the essential/ideological concentrics. There
might be sophisticated or simple grace procedures. Someone or thing might
have "died for your sins" voluntaril) or involuntarily. There might be various
penances. symbolic or explicit. And, nearly always. there would be guilt. The
generation of guilt would seem to be the necessary condition to support the
established order.

You naughty baby. you soiled your diaper
You traitorous devil. you betrayed our king
You evil son. you dkhonoured your mothet
You weakling. you avoided d".ing for principle
You idiot, you over seasoned the souffle

And the consequences:

Go to jail you are insane
Apologise to your mother
I'll slap your bottom
Take inure lessons
Pay more attention
(i) to the principal's of lice
Ill call the police
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And the rationalisations:

Daddy will forgive you
God will have forgiven you if you have believed in Him

And the result:
Guilt in any case.

Between the socialisation responsibilities of the family and those of
"formal" education in secular or religious institutions sponsored by a broad
society, or particular subsets of the society, there of course exist other shaping
socialising agencies. Particular "churches" and ethical culture" organisations
come quickly to mind. Peer group influentials of all ages exert potent shaping
pressure on individuals. Fraternal, political, societal, recreational bodies
struggle to impose particularised value pressures. All represent sanctioning
units within the environment of individual initiatives to shape them to rather
specific conformity. All are powerful and perhaps, in the last analysis,
dominant. Yet it is the public schools in the United States, and sponsored
schools everywhere, which are the sanctioned institutions of much critical
socialisation. It is to be recognised that not all schools are alike in the
responsibility. Each large social, political, economic entity wishes to influence
the shaping of individual's values within the entity. All seek sanctions and the
resultant authority.

Those whose commitment is to collective entities, such as the United
Nations or the European Community. wouki believe passionately that the
welfare of personkind would be best served if all children were to attend
schools reflecting the world outlook of the organisation. The
essential/ideological concentric of such a social organisation would differ
dramatically from the essential/ideological concentric of the public school
system in Gary, Indiana or of the national school in Clifden, Co. Galway.
Ironically, the pool of committed behevers in the larger geographic entities is
smaller than the total pool in many of the sinaHer entities. It is obvious that
heterogeneity increases with geographic and demographic size; nence
consensus is diminished and the essential/ideological concentric is often
representative of an idiosyncratic minority whose values and priorities center
around pluralistic accommodation rather than passionate singularity. Simply,
the larger the emity the more difficult is consensus and authority in the
establishment of a national essential/ideological concentric.

In the United States, where hiswically. there has been a broad national
copsensus on the worth of "puhlic" education, the essential/ideological

232



224
concentric has, of necessity been developed around a core of democracy,
freedom, pluralism and other 18th century, perhaps anarchic, outlooks which
may or may not still pertain, if they ever did pertain. It is to be remembered
that when public education began in America the population was small,
homogeneous. Protestant and most often rural. While the vision and rhetoric
of democracy and pluralism have been sustained, the problem of the
organisation and maintenance of schools in an evolving heterogeneous society
have proved increasingly difficult. In any case, there are those who have
claimed that the ideal of public education in America as a melting pot has been
the sustaining of pure myth (Greer, 19-14 One wonders if an
essential/ideological concentric could not be imagined, let alone implemented
educationally, that would represent a consensus in the schools of the U.S.

The birth of the Catholic school movement in the U.S. during the third
decade of this century was in reaction to the unreality of the alleged
essential/ideological concentric which was then guiding the public school
curriculum. There ere two possible conditions.

The pre% ailing concentric of valueswas hypocritical. It did not
represent a core value of democracy/pluralism. The public
schools cre essentially Protestant/Necular in value orientation and
had no relationship to the ethos of a Catholic institution; or

2. *IThe public schools were gennmel) demueratie/pluralistic but it
was belie% ed that such a case was an inappropriate ethos in which
to -educate- Catholic children. Catholics the decided core

ould repiesent God. To non-Catholics. or to Protestant
enthusiasts. such a core would represent ki)altv to an established
chinch or r,uticall, to the Polly.

hi :in) event the establishment ot sehook to ser% e societal constituencies
alwa% s ser% es the purpose or pro% 1(1114: an environment within which a
rationalised Nalues-concensus might he transmitt2d parsimoniously.
econonneall% and ell I mciii k to a ne genelation thtough the implementation ot'
a change stiateg) (the curriculum) w ith roots In the rationalised value s).steni of
Nuclei). *leacheis become the ,igents 01 vhange: the school. the environment
tor chant2e: howks.hhns. charts, blackboards. the media of change.

\\That has been described is a vonception of education as socialisation.
Whether the school is established to lepresem the values-concensus of a large
or small ent11.. thcle Is the intention to ()pyritic consciously or preconsciously
from ;he perspeen'e of an essential/ideological coneelline ot values; one that is
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rationalised to reflect the particularities of the representative social
organisation.

In its purist form, the essential/ideological concentric of a particular
society represents what Olaf Stapleton called the "highest imaginings" of a
culture. He defined myth:

a true myth is one which, within the universe of a certain culture
(living or dead), expresses richly, and often perhaps tragically, the
highest admirations possible within that culture. A false myth is
one which either violently transgresses the limits of credibility set
by its own cultural matrix, or expresses admirations less developed
than those of its culture's best vision (Stapleton, 1968).

The question is whether the behavioural activity of a society ever can
represent its essential/ideological concentric or "highest imaginings." There
would undoubtedly be, or have been, sanctified individuals who represented the
codified El concentric rather closely. The El concentric would be constructed
on the basis of the upper Emits of societal behavioural performarce or even on
the pure essence of its "highest imaginings." To the modal individual in
societal membership, the El concentric represents an unattainable level of
behavioural performance and. in that such concentrics are usually conceived by
extraordinary individuals, it is likely that Els are beyond the level of
imagination of the average individual in the society. For the lower than
average member of such a society. El concentrics represent obscured values to
be memorised catechismically in fear of faith, or hypocrisy of the highest order.
All but the most exceptional individuals function behaviourally on the ER
concentric model.

The El concentrics are influential in that they provide the inspiration for
all the metaphoric symbols and explicit iconic representations in the societal
environment, i.e. crosses, sickles and hammers, lambs. lions, swords, rakes and
shovels, justice balances, etc. These symbols and icons are often omnipresent
and yet their literal meaning is scarcel) consciously noticed, but continue to
provide preconscious and unconscious subliminal cues of societal
identification, and to sonic extent, behaviour. For example, icons may be
displayed superficially as identification, hut are actually decoratively symbolic
of more gross existential/behavioural alues.

I am a Christian. See niy cross of 14 carat gold exquisitely
fashioned by Cartier jmelkrs of Fifth :Venue. It costs $300.00
and is the finest of ts kind on the market.
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Some subtler icons, vital and meaningful to individuals more cognisant

of the traditions and explicit symbolism of the essential ideological concentric,
such as fish, a basic christian symbol, for example, are worn as adornments by
less sophisticated individuals dominantly more EB motivated, totally oblivious
of the significance, responding to the design aesthetically.

Societies have probably intended that education reflect the behavioural
realities of both the El and EB concentrics of values scarcely aware of the near
impossibility of such a condition. Every statement of educational purpose,
since earliest times, reflects the responsibility of schools to effect behavioural
change in students across a broad spectrum of behaviours, inclusive of the El
and EB concentrics. The task of teachers facing the reality of the dual
coneentrics is extremely complex.

The difficulty, of course, is in attempting to understand the relationship
between the dual concentrics. It is not simply that the "priest class" curriculum
conceptualisers (education professors, education department officials and other
influentials) merely impose the EI concentric as a fine-tuned particularised
explication of the more basic and natural EB concentric, although to a certain
extent that is attempted. For example, to impose one's will by force would
seem to be a natural consequence of a primitively cored ER concentric, "I'm
going to do it my way." Such self-centered behaviour is in most cases regarded
negatively in the "higher imaginings" of the usual El concentric. However,
particularised El values do refine this nature and quality of enforced will.
Violence to enforce will is carefully considered and valued. "Thou shall not
kill," it might didactically proclaim, except ... in just war, or to protect
property or other life, or in retribution for misapplication of force in
unsanctioned cause.

Sex, yes, is the rule in the El concentric it' the EB motivation is
procreation in the cause of base survival. But sex, no, is the rule
if motivation is removed to the third level comfort-pleasure band.

As has been previously suggested, most of the mass/many are not
cortscious of the conflict extant in the reality of the dual concentrics. Some
individuals sense it preconsciously, while in others the condition is entirely
unconscious. In the latter case mdividuals clatter through lives of confusion
and at other times sentimentally or blindly in reaction to El values scarcely
understood. Confusion is rampant as social sanctions are applied in overt or
covert punishment for breaches. It may be possible that individual miscreants
scarcely realise why the sanctions are imposed. There is no guild, perhaps
reconciliation. Their reaction would be to scarcely realise they had sinned, but
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to accept that they probably deserved punishment. Other individuals, with
preconscious sensitivity to the conflict of the duality, may come to
consciousness after the imposition of sanctions, guilt resulting.

Teachers being, oddly enough, as human as everyone else, face the
duality more punishingly. They need confront the condition in their own
experience, consciously, preconsciously or unconsciously. They must also face
it in dealing with children (students). They must carefully consider their
charge. Are they to dispassionately impose the standards of ill defined El
concentric values on their students or are they responsible to understand,
tolerate, or modify EB driven behaviours in pupils? Must teachers attempt to
distinguish between EB and El motivations in each of their students and
perhaps attempt to help raise consciousness in them towards resolution of the
conflict induced anguish suffered by all of the children and in reality, by all of
us?

It stands to reason that we cannot secure a discrete place in the
curriculum for such an ill defined "subject." It might be not so humbly
suggested that contemporary "priest class" curriculum agents might scarcely
understand what the problem is.

After all, such a "subject" would be difficult to examine for the junior
certificate or. in its El concentric purity, the learning certificate for that matter.
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IDEOLOGICAL CONFLICT AND HISTORICAL INTERPRETATION:
THE PROBLEM OF HISTORY

IN IRISH PRIMARY EDUCATION c1900-1930

A.S. Mac Shamhrain

Introduction

The alleged role of nationalist-inspired history teaching as a motive factor in
the growth of Irish revolutionary separatism during the late 19th and early 20th
century, has been critically examined by several commentators in recent years.
A degree of consensus may be observed, whereby history texts are viewed as
reflectors of socio-political change rather than as ,catalysts, the change being
brought about by a much wider range of influences..

However, the fact remains that the Protestant and unionist communities,
apprehensive at the prospect of Irish independence, firmly braced themselves
for what they perceived as a cultural assault. Thus they loudly voiced their
anxiety at the promotion of a nationalist interpretation of history in schools.
The present paper examines the ideological conflict generated by the adoption
of an apologetic Irkh school history, in a situation where the diverging world
views of nationalists and unionists gave rise to conflicting concepts of
patriotism. It considers the Protestant response to the propagation of the
nationalist myth. explores the likely impact of historical views on political
activity and contemplates the likely role of school histories in the formation of
such views.

An "Irish" History for Irish Schools : Diverging Patriotic Traditions

As demands to introduce the teaching of Irish history steadily increased
in the early years of the century the British Establishment, including the Board
of Commissioners for National Education. telt a distinct sense of unease. The
principal source of the demand and the motivatioq behind it were all too clear.
For Conradh na Gaeilge, the campaign seemed a logical extension of an attack
on what they viewed as the "anti-national imperial ethos" of Irish schools. For
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too long, the National Schools had pursued an Anglocentric curriculum which
ignored Irish heritage and history. However, to Resident Commissioner
William F.Starkie, who personally appreciated the value of an historical
education, the introduction of a distinctively Irish history represented a
Pandora's box. Nationalist interests, represented by Eoin Mac Neill, Pidraig
Pearse and Fr. Patrick Dine-n stressed that the purrse of history, as they
understood it, was to inspire national pride and spirit. Dineen argued that "a
genuine knowledge of our motherland ... alone can impart the warmth of
patriotic feeling".

It was this very emphasis on the potential of history to inculcate
patriotism, especially in the young, that caused such concern to the
Commissioners for National Education. Indeed enrolment of the discipline of
history in the cause of patriotism was not unique to the Irish situation. Most
European countries, including England, possessed apologetic pre-critical
histories, which were exploited to varying degrees for this express purpose,
especially in the years prior to the First World War.

In Ireland, however, there were two established patriotic traditions: one
"Gaelic", predominantly Catholic and nationalist, the other "Anglo-Irish,"
predominantly Protestant and often, but not necessarily, unionist. There is a
marked divergence between the world views arising from these two traditions,
as analysed by D.G. Pringle. Essentially, the former view looks back to a
"golden age" in the Gaelic past, which may be restored through national
liberation. The latter looks forward to future progress and prosperity
achievable through the link with Britain. These views, reinforced by the
historical experience of the respective communities, lead to perspectives
whereby:

Nationalist historians reinterpreted history in terms of the heroic
struggle of the Irish people against foreign invaders, whereas
Unionist historians interpreted history in terms of the beneficial
effects of British civilisation.'

Given the conflicting world views of the two communities. it is clear that
any effort to introduce the teaching of Irish history with the underlying aim of
fostering patriotism should have run into difficulties. The problem, in essence,
was that their respective interpretations of patriotism were at variance. Hence,
May Starkie, wife of the Resident Commissioner. in stressing Ireland's overseas
achievements in missionary, cultural and military matters, could infer that the

23 9



231
Irish Guards at Mons and the Innis killings at Tripoli were emulating the deeds
of the Celtic heroes,' a view that would hardly have found widespread
acceptance in nationalist circles!

In the matter of interpretation, ideological conflict was less evident
regarding the early period of Irish history in pre-independence years. The
traditional account of early policy, which represented Ireland as a monarchy
ruled from Thra, was generally accepted as historical. All schools of thought
represented the period 790-1014 as a single block, at the end of which pagan-
Norse aspirations of conquest were thwarted and all pictured Diarmuid Mac
Murchada as treacherous in his dealings, despite conflicting views of the
outcome for Ireland of the Norman Invasion. Divergence of interpretation was
more evident in regard to the religiously motivated wars of the seventeenth
century, the Penal Laws, the pre-Union Parliament and the political movements
against the Union from the mid-nineteenth century onwards.

For their part, the Commissioners sought to defuse a potential conflict
situation by stressing the civic aspect of history; its role in the development of

7

character and good judgement. They also promoted textbooks by historians
from a modetate "Home Rule" school of thought. A case in point was Patrick
Weston Joyce. Formerly principal of Marlborough Street,Training College,
Joyce was the author of several books on Irish antiquities and toponymics
approved in earlier years for use in the National School system. A Catholic
with established Castle connections, Joyce is known to have been a friend of
Starkie. Yet it must be stressed that his acceptability to the Commissioners
owed more in fact to his considerable scholarly reputation. Indeed, his
handling of the early period of Irish history was competent, allowing for the
above-mentioned traditional positions. Moreover, his presentation of the period
from the 17th to the 19th centuries, critical to Anglo-Irish relations, is quite
dispassionate and objective. The trddition to which Joyce belonged aimed to
steer a course between the nationalist and unionist poles; applauding Grattan's
Parliament, economic nationalism and the native tradition, while
acknowledging the achievement of the Anglo-lrish and upholding the
authalticity of their Irish identity.

Nationalist Tradition and School History: Propounding a Myth

In the early years of the century, schools outside the control of the
Commissioners, especially those of the Christian Brothers, introduced a range
of historical readers and textbooks more emphatically nationalist in character.
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This particular genre of textbook has certain identifiable common themes.
Essentially, they are pro-Catholic, anti-English and tend to suppress anything
remotely critical of Catholic Ireland. The books in question would include the
Historical Class Book of Br. Thomas J. Wiseman, ir its twelfth edition by
1909, and Br. J.M. O'Brien's Irish History Reader, wnich appeared in 1905.
Both publications emphasised the sufferings of the Irish population from early
times - subjected to conquest and persecution by the Norsemen, Normans and
English in turn. The strong pro-Catholic bias, however, is most evident in
discussing the sensitive topics of the Reformation, the seventeenth century wars
and the Penal Laws. Far from attempting to place the Reformation in its
context or acknowledge the decline within the Late Medieval Church that it
sought to rectify, the History Reader trivialises its causes and attributes the
entire episode to a whim of Henry VIII. In recounting the events of the
following two centuries. English atrocities are dwelt upon while any suggestion
of Irish aggression is dismissed. Of no less significance is the prefixed
exhortation to teachers on the importance of education for patriotism, and the
appended emotional appeal to pupils to unite in "the cause of Faith and
Fatherland."

In the years immediately preceding independence, a new historiography
of early Ireland was shaped by Eoin Mac Will, by then professor of Early and
Medieval Irish History at University College Dublin. Although he waF
undoubtedly the person best equipped to have written a popular synthesis of the
period, he, left that task to Alice Stopford Green, his "most prominent, vocal
disciple". The latter. lacking in historical criticism and ill-acquainted with the
primary sources, produced her own distillation of Mac WilEs work. The
colourful synthesis of the Early and Medieval periods which resulted, has been
described as "formidable propaganda for the Nationalist cause..." :ndeed, the
new nationalist view of Irish history which emerged in the years immediately
following independence owed much to Stopford Green's contribution. More
than earlier interpretations, it stressed the Gaelic heritage as the cultural basis
for Irish nationalism and focused on the (unhistorical) image of a Tara-centred
national monarchy, enshrining the essence of the popular nationalist assumption
that there was in fact a precedent for a unitary Irish state. It may be noted that
the work of Mrs. Green had considerable impact on the teacher training
programme in the emergent years of the Irish state. Her hook, The Irish
National Tradition was prescribed for the Easter Examinations in 1924 and
was under consideration t'or use on the training college courses. Within a few
years another of her books, Irish Nalwnalay. had been translated into Irish for
use in the preparatory collg.el..1
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Mrs. Green also produced a series of school readers which appeared on
the Department of Education approved list for 1926. The series does not
appear to have achieved very widespread circulation, despite efforts on the
author's part to promote sales to Christian Brothers and Convent schools and to
the Northern Ireland Ministry for Education.'

The immediate post-independence years witnessed the full flowering of
an Irish nationalist myth in which the Gaelic and Catholic identities became
increasingly entwined. Ireland was viewed as an island monarchy which,
having survived persecution for its Catholic faith (sic) at the hands of the
Norsemen was foully betrayed and conquered by the English in 1169. From
that point, the course of Irish history was presented as a protracted seven-
hundred year conflict, in which the crisis of 1916-21 was "but the latest phase
of the struggle for Faith and Fatherland." Moreover, the establishment of a
Gaelic, Catholic state became the goal towards which Irish history had been
moving for seven centuries.

Ultimately it was the Catholic-Nationalist view of history, more so than
the Gaelic, that would have the most detrimental long-term effect. Indeed this
interpretation of Irish history was promulgated until fairly recent years.

Protestant Response: Mternative Perspective and Polemic

For the most part, the diverging world views of the respective
communities explain the growing Protestant unease, as nationalist
interpretations of history took precedence in the elementary schools. As noted
above, the Gaelic component of nationalist historical tradition was not the main
contributor to Protestant anxiety. Indeed, during the late 1 9th century,
Protestant and unionist clergy and laity played a prominent role in the Gaelic
cultural revival, while various unionist bodies enacted resolutions in support of
the Irish language.' This, needless to remark, was before Irish cultural heritage
became tagged with the "political" or "sociarian" labels, which have since
rcndered it unattractive to the unionists as a body.-

Of more immediate concern was the religious dimension of nationalist
history, the strident Catholic triumphalism which the Protestants feared not
because of any theological difference, hut because of its implications for
national loyalty. Religious identity was viewed as a "substantive motivator"
which effectively "defined and moulded political and social attitudes.-- More

,
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than any other factor this Catholic nationalism was seen as a potential threat to
the political and cultural future of the Protestant community.

For the most part, it was a perceived acceleration in this trend of
"politico-sectarian" history teaching after 190g, that prompted Protestant
educationalists to voice concern. In these circumstances, with teachers clearly
anxious regarding the tone of available textbooks. Dr. Henry Kingsmill Moore,
principal of the Church of Ireland Training College, produced a reader to meet
the needs of Protestant schools.

Examination of Kingsmill Moore's book shows it to be more
dispassionate and better balanced than many ` the Catholic-nationalist
productions. aside from those in the Joyce mould. The heritage of Celtic
Ireland is well represented: he gives extensive coverage to the cultural
achievement and political development of the Early and Medieval period,
which he handles competently and critically.- The main achievement of the
work, however, lies in its largely successful attempt to provide an alternative
and non-contentious account of the major issues of religious controversy.

Understandably. the problem of the Reformation is approached with care
and placed in the context of an ongoing cycle of reform within the Medieval
Christian Church. However. it is in covering the events of the 17th and 18th
centuries that Kingsmill Moore show s his dispassionate approach most clearly,
apportioning credit and blame to both sides in equal measure. lie documents
several "English mktakes- and is critical of the methods used to secure the Act
of Union. Only in dealing with the then contemporar issue of flow Rule does
Moore betray his own political s.xmpathies. Apparently he did not see the point
of breaking away from Westminster. gi% en the on-going pattern of Conservative
government reforms..

The concern of Protestant educationalists was little eased by merely
providing an alternative historical perspective tor their own schools, while pro-
Catholic nationalism continued to gain ground elsewhere. especially with the
advent of independence. ln 1922, Kingsmill Moore and Archbishop John
Gregg of Dublin visited Eoin Mac Nal, then Minkter for Education. to protest
at thc widespread use of biased textbooks. The latter received them cordially,
but progress in this sensitive matter was destined to he very slow. Four years
later, Moore's Iri lh Awrv was on the Department of Education Approved list,
along with other standard works.
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Meanwhile, a more direct attack on Nationalist interpretations of history

and their presumed political consequences was launched by certain unionist
politicians and media commentators. The Rev. William Corkey singled out
the Christian Brothers' Irish History Reader as "by far the most seditious" of
the nationalist textbooks, with its biased accounts of the 17th and 18th century
conflicts. Corkey was quite emphatic in blaming the teaching of history in the
National Schools for the abusive attitudes of working youths towards Protestant
farmers as "English invaders that must be rooted out" and for the extensive
participation by youths in the 1916 Rising.

There is no doubting the reality of the anxiety experienced by the
Protestant and unionist communities throughout Ireland with the advent of
independence. For the Protestants of the South. many of whom had supported
the British war effort and opposed the Rebellion, there was a stark sense of
increasing isolation. Hence, although guaranteed physical safety by the new
government and accorded fullioreligious tolerance. Southern Protestants felt
under threat as a cultural group.

It is equaHy clear that their sense of unease was intensified by their
perception of how history was taught. especially in primary schools. On this
account. George Russell felt impelled to argue that "Irish history was a history
of complexity" and that "war to the death between the (two) cultures would
destroy civilisation in every part of the island". Nor was Protestant anxiety in
this regard derived solely from an> subjective assessment of the tone of
textbooks: in the early years of the new state. both the Irish National Teachers
Organisation and the Department of Education. were perceived as supporting a
nationalist interpretation of history and with stressing "the 'resistance of that
(Gaelic) race... for a thousand years to foreign domination." More pointed,
perhaps were the arguments expressed by Fr. Timothy Corcoran S.J.. professor
of education at University College Dublin and co-editor of the Catholic
Bulletin. 'the latter stressed the integral nature of the phrase "Catholic history"
and urged the necessity for, a "hnkage of Irish hktory with Cathohc history
rather than with European."

The claim that biased interpretations a Ireland's past may have fostered
nationalist hostility towards the Protestant connnunity would appear to have a
certain validity Professor F.X. Martin 0.S.A. argued some years ago that
historical myths have "sent young men out to die more certainly than did the
'Cathleen Ni Houlihan' of Yeats. The question of a link between
interpretations of the past and Republican W10111001:11 V action thus finds sonic
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support.

Views of History, School Textbooks and Polarisation

The influence of views of history on action is, however, a complex
matter. Carl Becker, the American philosopher of history, maintained that
"everyman's ideas about politics and society and consequently his actions are
partly detemiined by his picture of the past," adding that "it may be a faulty
picture." A similar view was expressed by Canadian epistemologist and
theologian Bernard Lonergan. In a lecture delivered at the Thomas More
Institute, Montreal, on 23 September 1960, he argued that past memory (from
which existential history is created) is "a constitutive detemlinant of how one
behaves."'b

The diffieuhy, however, is ascertaining the extent to which textbooks or
techniques of teaching are responsible for the formation of views of history.
Divergence between the approved curriculum and its implementation is not
unknown. Teachers are free to accept or reject directions on how to approach
the teaching of a subject and may support or refute the contents of a textbook in
class. On the other hand. pupils are not automatons and will respond to
teaching in different ways. liven in instances where a concentrated effort is
made to inculcate a certain view of history, some may embrace it for life and
Noinle fOr die duration of a class. w hile tnhers may dismiss it Out of hand.

Clealk. other factors are at work in the formation of views of history.
Coldrey. ith reference to the alkged political influence of the Christian
lirothers. arl..mes that the are. "part of a socialisation process- in which the
central agency is the home. Within the gremer communit>. politica; and
religmus ideas are dif fused thwugh a range of snUrces, including newspapers,
political rhetoric, club activities. ballads. sernmns and popular literature.
Clerics like Fr. D. Dineen of Charleville Co. Cork, were at hand to stress the
"pmvidential- relationship between patriotism and the Catholic Faith. ln a
paper read al Maynooth Cinon in 1915. Dineen emphasised the role of the
home it, inculcat* patriotism. Ile weaned how inany a child had been Nent to
bed "with tears streaming from his ees iind the unpassimed threnody of Davis
ringing in his heart.- from a family reading and discussion of Sullivan's The
Swry (4. Ireland. !his work. originall written ill 1867 for general readership,
ran to over thirty editions. Containing emotionall> charged and markedly
biased accounts of the 17th century rehgious conflicts and acclaiming every
gesture of reb !lion through the years, the generid tone of the book was
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Anglophobic and sectarian in the extreme." A revised edition having been
produced for school use in 1907, it was still recommended as background
reading for teachers twenty years later. However, its greatest impact was
probably in the home, its popularity as a "family history book" extending over
several generations.

The arguments of recent commentators seem therefore sustainable: that
the influence of school textbooks and of teaching can be overstated and that
syllabi reflect rather than create the values of the society that produces them.
However, in a composite community, where two overlapping religious and
patriotic traditions had generated diverging views of history, the "official"
propagation of one group's myths at the expense of the other could have far
reaching implications. The real effect of textbooks in inculcating a certain view
becomes irrelevant in a situation where perception is reality. The impact of
nationalist teaching (as distinct from a community view of history) on
revolutionary action might be questioned, but to the Protestant community of
c.1920, apprehensive about their political and cultural future, a causal
relationship seemed certain.

Perhaps the most tragic aspect of the myth-building nationalist school
histories of this era, was that they further reduced the prospects of achieving a
compromise on the issue of national identity. In the new Northern Ireland state,
an antipathy towards the teaching of Irish history was retained and developed
by an insecure Unionist Establishment deeply suspicious of nationahst intent.
In the wake of the Lynn report of 1922, the Northern Department of Education
sought to regulate textbooks in Catholic schools and dropped Irish history
entirely from the curriculum of state schook This policy has almost certainly
contributed to a lack of mutual undersmding between the two communities of
Northern Ireland and further widened the rift between North and South. Yet, if
the approach to teaching Irkh history had been more balanced and had
generated less contention in the years preceding Independence. unionist
response imiy have heen different.

Conclusion

Faced with pressure to include Irish history on the school curriculum. yet
conscious of the conflicting NA mid views of Ireland's politico-religious
divisions, the Commissioners for National Education sought to steer a middle
course between the nationalist tnd unionist poles. Nonetheless. in the years
preceding independence, an apologetic nationalist history with strong pro-
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Catholic and anti-English undertones gained currency, especially in Christian
Brothers' schools and in others outside the Commissioners' control. Adoption
of the revived Gaelic heritage as a cultural basis for Irish nationalism, already
distinguished by a marked Catholic identity, underlay a popular view of Irish
history as a seven hundred year struggle for Faith and Fatherland, with the
establishment of a (uni.ary) Gaelic, Catholic state as the end-goal.

With the advent of independence, the Protestant and unionist
communities, both North and South, telt their cultural identities were under
threat. Their general sense of unease was intensified by their perception of how
history was taught. Not only scho.)I textbooks, but the Department of
Education, teacher training institutions and teachers' organisations seemed to
support a Gaelic-Catholic-nationalist view of history. Protestant anxiety finds
expression in the temperate arguments of Kingsmill Moore and George Russell,
and in hard-hitting polemics such as that of William Corkey.

Whatever the arguments for considering views of history as matrices for
political thought and action, it seems valid to argue that the role of the school in
the diffusion process of politico-religious ideas has been exaggerated.
Nonetheless, the fact remains that the teaching of Irish history was perceived
by the Protestant and unionist communities as a threat to their interests, and this
has had far-reaching consequences for Northern Ireland.

In retrospect. nmst will acknowledge that there was a need for an "Irish
history", presenting a perspective generated from an Irish world view.
Nonetheless. it seems reasonable to expect that an all-encompassing Irish
history could have been produced, capable of inspiring a sense of common
identity rather than further polarising altitudes. One is left with an unavoidable
impression that, at such a crucial juncture, the opport unity to do so was lost.
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PART-TIME MATURE STUDENTS
IN HIGHER EDUCATION : A CASE STUDY

Marie Morrissey and Dec Ian C. Irvine

Introduction

There is almost universal recognition to-day that initial education and
training is no longer sufficient to equip us for our roles in society The
demands of modem society make it imperative that opportunities be provided
which will give people the opportunity to "up-date" their knowledge and skills
so that they can cope more effectively with the challenges posed by social,
economic and cultural changes. There is an increased awareness among adults
themse!ves that their education and training has not been completed, and that as
the need arises they must continue to learn. Increased participation by adults in
education and training has led to demands that adequate educational and
training opportunities be provided on a part-time basis for mature students.

To date, there is a dearth of information on part-time mature students
who pursue undergraduate degree courses in Ireland. This study was
undertaken therefore, (a) to examine the position of part-time mature students
in Irish Universities, (b) to profile these students and (c) to identify factors
affecting their participation. It is based on surveys of students and staff who
were involved in the I3.A. part-time degree course during the period 1984-1988
at University College, Galway.

What is a mature student?

In the three constituent colleges of the National University of Ireland
(N.U.I.) at Cork, Dublin and Galway, a mature student must be 24 years of age
or more at the date of entry. In the Dublin City University and the University
of Limerick, mature students are those aged 23 years or more at entry.

Age:

A survey by Woodley et al (1987) ' found that about 60% of mature students at
English polytechnics and almost 70% of those at universities were under 30
years of age. A more recent study by Bourner (1988)2 on part-time
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undergraduates on the Council for National Academic Awards courses in
Britain, showed that the median age was 30.

Gender
In a study of adult students in two Irish counties, Daly (1980)' found that
women students out-numbered men in the ratio of 2:1 and the Kenny Report on
Adult Education (1984)4 found that females had a higher representation in adult
education than males. However, a study by Mc Keogh (1989)s in which the
type of course was considered, found that only one-fifth of those registered for
a part-time Information Technology degree course were women.

Social Class:
It has also been shown that adult participation in courses is related to social
class. The findings from the Murphy Report on Adult Education (1973)'
revealed that adults who participated in courses were members of the upper
socio-economic groups, while the Kenny Report (1984)' confirmed that middle
class people were more likely to participate in adult education than working
class people.

Educational background:
Closely allied with social class is the educational background of participants.
In a study of adults who attenaed a part-time Social Action Diploma Course,
Garvey (1980)" found that 42% had received a third level education, while
MacDonald (1983)9 reported that on entry of adults into undergraduate courses
at Glasgow University one-fifth of men and about one-third of women held
professional qualifications.

Ewmination performance:
Sanders (1961)'" in his Australian study, came to the conclusion that the
maturity associated with increasing age and experience was a positive predictor
of success for some arts and social science courses. Boumer (1988)" showed
that a higher proportion of part-time than full-time students on the Council for
National Academic Award courses were awarded "commendations," In almost
half the subjects, the proportion of commendations awarded to the adult part-
time students exceeded the proportion of commendations awarded to the full-
time students by a ratio of more than 3:1. Reasons advanced to account for the
higher levek achieved by mature students centre on two factors, namely higher
motivation and greatei maturity.

Pmvishm af degree courses far adults:
Several reports refer to the need to provide relevant degree courses for mature
students. "lbe Cmnnu..%Aion on Higher Education Report (1967)" stated:
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....that the needs of those who are prevented by circumstances from
attending courses of higher education at the usual age should
receive special consideration in their later years when these
circumstances might no longer be an obstacle.

This same report made reference to the inadequacy of provision for part-
time courses for adults. The Commission on Higher Education favoured
provision by agencies other than the University to meet adult needs and
regarded adult education as being marginal to the main task of the University.
It was recommended'' that the New Colleges (other third level colleges
providing scientific, commercial and humanistic programmes) might offer a
fresh approach to the question of part-time courses in higher education, and
provide a form of higher education somewhat different from the traditional
form of university education and no less excellent of its kind.

In 1973, the Murphy Report'' expressed the view that "an urgent
consideration for all institutes of higher education was how to respond
adequately to the demands by adults for evening courses leading to professional
qualifications." This Report perceived two main obstacles to the emergence of
a satisfactory solution to "this urgent adult education need," a lack of finance
and a reluctance on the part of some institutes of higher education to grant
recognition for courses. It recommended that institutes of higher education
extend their services to provide for the increasing demand for evening courses
leading to an award.

There were two further recommendations in 1984. The Government's
Programme for Action in Education 1984-1987,' and the Kenny Report'
proposed that evening degree courses be made more widely available and that
institutions should adopt new approaches to facilitate greater participation in
part-time day and evening courses, such as modular credit systems,
accreditation for experience and credit transfer between institutions. Clancy in
his 197911 and 1982" reports made brief reference to part-time courses and
stressed the need for second chance education. In his most recent publication
(1988)," he was still critical of the inadequacy of part-time provision and
stated:

....the part-time higher education sector is underdeveloped and.
indeed, undervalued in Ireland. This reflects a serious structural
imbalance in the higher education system.
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Provision of part-time undergraduate degree courses in Ireland

Several types of part-time undergraduate degree courses are available in
the University sector. University College Dublin and Galway offer Bachelor of
Arts and Commerce degree courses on a cyclical basis. University College
Cork provides a Bachelor of Arts and Law courses and in October 1990,
introduced a Bachelor of Business Studies degree (and diploma) programme.

Since their foundation, the two former National Institutions of Higher
Education have continued to extend their range of part-time courses. The
Dublin City University offers two part-time degree courses, a Bachelor of
Business Studies and Bachelor of Science in Computer Applications, while the
University of Limerick provides a Bachelor of Business Studies degree. In
addition, these institutions in conjunction with regional centres, have developed
distance education as an important element in their commitment to adult
education and offer an integrated series of modular courses leading to
qualification

The most recent development in distance adult education is the
availability of Open University degree courses from 1991. This system will be
administered by the Distance Education Department of Dublin City University,
although initially, only degree courses in mathematics and technology will be
available.

Differences exist in the enrolment trends by part-time mature students in
the different third level colleges. ln the N.U.I. colleges, the number of students
registering for each cycle and completing Arts degrees has declined since the
early 1980s. In contrast, both the University of Limerick and Dublin City
University have an increasing number of part-time mature students enrolling on
their courses.

Part-time Degree Course at University College, Galway (1984-1988)

The fifth cycle of this course commenced at U.C.G. in 1984 and extended
over a period of four years of evening and week-end work. A total of 184
students registered for the course and 86 members of the colleges teaching staff
participated at various stages during the course. Fifteen subjects were offered,
and students had to select four subjects for the First Arts course (taken over two
years), and two for Second and Third Arts. Tutorial and language classes were
arranged in ten subjects. University examinations were held in the Summer
and Autumn, and students were required to pass the examination as a whole
before being allowed to register for the following year of the course.
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Methodology of the Present Surveys

In 1989, three surveys were conducted to ascertain the attitudes and
experiences of those who had been involved in the 1984-1988 Evening B.A.
Course. Three sub-groups were targeted for this enquiry:

(i) those who graduated in 1988;
(ii) those who did not complete the four year course (drop-outs);
(iii) the staff who taught on this course.

Three questionnaires, one for each of the sub-groups were designed, pre-tested
and distributed.

The purpose of the questionnaires to graduates and drop-outs was to
gather relevant information on their general characteristics, educational
backgrounds, course experiences and to attempt to identify the factors which
were linked to course completion or withdrawal. The purpose of the
questionnaire administered to the staff was to gather data on their experiences
of and attitudes to part-time mature undergraduates and the B.A. evening
degree course itself.

The total number of responses to the three questionnaires were as
follows:

Number Number
Questionnaire Distributed of Respomes

Graduates I 29 70 54

Drop-outs 48 I I 20

Staff 86 5() 58

Survey Findings

1. Graduates

la) Sex, age and slaw of the reNpondent

Over half the graduate respondents were female (54(4 ). There was a
greater representation of married people on the course (57% ). Over half (539 )
of the graduate respondents were in the 30-39 age group. Ahnost half (45% )
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had no children and 32% had children under ten years of age. Teachers,
clerical and technical workers and those in other professions comprised 69% of
the respondents, while manual workers, farmers and the unemployed were
under-represented.

(b) Educational background

Regarding the educational background of the graduate respondents,
almost all (99%) had received a second level education, 71% attended a
secondary school and over three quarters (78%) left school at age 17 or over.
Almost three quarters (72%) had obtained the Leaving Certificate Examination,
9% had a Group Certificate and only 6% had no certificate. Over half (61%)
had previously attended a third level college and were certificate, diploma or
degree holders.

(c) Entrance qualifications

On entry, 42% of the graduate respondents had two or more honours in
the Leaving Certificate Examination and 58% entered on the basis of mature
years.

Ilona! liniors

The major Imitivational factors for the graduates enrolling on the course
were:

(i) a sense of underachievement (31Y( ):
(ii) self-fulfilment (30(7(
(iii) interest in subjeens) (19q
(iv) always intended underuking a degree but delayed doing so (20(7(

A change of job or pmmolion did not rale highly in the list of sixteen
motivational factors for embarking on a degree couNe.

(0) FarlorA rehlled 10 eliiplOyMeill

Over three quarters (82"( ) 01 the graduate respondents were in full-time
employment. 5`."( were emplo.ed part-time, ( `:; scli-cmplo)ed and 717( were
unemployed.

Regarding the attitude of employers, (3'4 experienced an emplo)er who
had an encouraging attitude to their participation in the course, while 37(.'; had
an employer who was discouraging or uninterested in the course. A third had
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full fees paid by their employer and 32% received a loan. Some paid study
leave was granted, and holiday leave prior to examinations, was taken by 70%.
While the attitude of some employers may have been encouraging, there were
few work-related incentives on completion of the courses as over half (66%)
obtained no financial gain or promotion on completion of the course.

(f) Evanitilation poprmance

In the First Arts Examination. over three quarters (87%) of the graduate
respondents passed their examination on the first attempt. The success of the
students increased in the Second Arts Examination with 91% passing on first
attempt. and in the B.A. Degree Examination, 97% passed on first attempt.
75% of the respondents stated they would have liked to have pursued an
honours degree course. had it been available to them.

Only 7C; of the graduate respondents had terminated their education at

the statutory school leaving age of 15 or earlier. 'Me purpose of Table I, is to
illustrate the capabilities. motivation and performance of three graduate
respondents who were given the opportunity to continue their education.

TABLE 1. University Examination Performance of Three Students by.
Duration of Formal Schooling and Standards Achieved

\Lana!
. Se Status

Male ! Man tett

Age
:le chkilmnollal len

( Shool

Si) 59 ' 1.1

:\3:11,111:Lite

fighest I University
Psaminainm F.Nalltination

Obtained Results
_

0 I.e%ek Passed all exams
on first attempt

1-e111.11e Mail led -10 -19 : Supemsot I-I ,,,...., kissed all exams
; (lei 1. al I on first attempt

i.

,
i

.

11.einak.
Mau ied hi 9 \lanual 15 Intermediate , Passed all e \ anis

! Ct.-rut-Kate . on first attempt

(g) RecI( tu)fl to Ilk' denhilidN ille ilti

I la \ it'll/ experienced I our eats at the graduates .ere asked how
demanding the), fnund the L:ollNe. 1:\ all\ hall lound the course "demanding."
a quarter ver demanding" and a I anhet quarter -tiot too 110Matlding."
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(h) Satisfaction

Almost tame quarters (73%) felt that enrolling as a mature student was
an advantage on the course. Going to U.C.G. was a "very worthwhile"
experience for 64%, it was a "worthwhile" experience for 33% and only 3%
regarded the experience as a "disappointment."

(i) Further study

Information was sought regarding what courses, if any, the graduates
became involved in after graduation. Over a quarter (29%) of the graduate
respondents who continued with their studies were pursuing a Masters Degree
or Qualifier, 17% the Higher Diploma in Education, 7% other degree courses
and 47% were participating in diploma or short courses.

2. Drop-out Students

Only 11 of the drop-out students responded. Addresses given to U.C.G.
at the time of registration in 1984 were used and there was a possibility that
some of the drop-outs may have changed addresses since registering. From the
poor response by the drop-outs, it is impossible to produce any reliable results
from this survey, but a summary of the main findings are as follows:

(a) Sex, age and status of tiw revondentA

Of those who did not complete the course. males predominated and 64q
were single. The average ages of the drop-outs ranged from 24-39 and 86%
had no chiklren. Almost half (45'7(1 were in supervisory/clerical posts.

(b) Educational background

Almost three-quarters (73e; 1 of the drop-out respondents had attended a
secondary school, 45C;i left school at age 18 or over and 80(7( had obtained ihe
Leaving Certificate Examination. 7? had previously attended a third level
institute and 50q completed their course of stuLy. .1:.xactly a quarter possessed
a third level course of study. Exactly a quarter possessed a third level
certificate and a further 25 Ci gained a diplotc,a or degree.

(c) Mottuttional laclorA

The major motivational factors for the drop-outs emolling on the course were:
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(i) a sense of underachievement (27%);
(ii) gain a qualification (36%);
(iii) self-fulfilment (27%);
(iv) leisure time activity (3770.

((I) Factors related to employinen1

All the drop-cut respondents were in full-time employment. Fifty per
cent of the respondents had received a supportive attitude from their employer
towards their enrolment. Less than half (43% ) had their fees paid and one
week or less paid study leave was granted to 607..

H.) 1?ettAmi.% driv-out

Over hail 56c; ) len the course in First Arts (Year I) and almost a quarter
(22(1) left in Year 2. Reasons cited for leaving included personal problems.
famil) and husiness commitments. lack of finance, course structure and work
load. I low ever. over halt' (57(4 stated that they intended to finish the B.A.
course at a later stage. Despite their not having completed the course. 55% of
Ihe drop-out respondents agreed that enrolling as a mature student was an
ad% antage and 91'; found going to L'niversit) was a "vet.) worthwhile.' or
-worthwhile- everience.

3. Staff

nf iht' I invc)%il. Him(' mazw ludt'llL%

When questioned as to the role of the 'imersity vis-a-vis part-time
mature student.. okel halt of the stall respondents tñorl, felt that the
t ersit. s role ...is a central one. Just o%er 4tr; felt that such provision was
pet ipheral to the Itinction uf the l'imeisity. Staff %%ere strongly
supporn%e of the paiticipanon hv paiitime mattue adults in undergraduate
,:olifses. hut still iegarded such respiinsibilit as an appendage or supplementary
to the main role Of the I imeisit.

CunlOa%1 beNcen pariquite in,11mc

Staff generall felt that the hyliel moti%ation or the Illattire students %%as
one of their greatest assets. The %%eme also unrii. ed by their conscientious
and hard %%orking approaches tm%ards their studies Due to maturity and life
eNperiences. the students generall. %%eie seen to he more confident. able to see
the course in a broader perspecike and %%ere 'mire communicative than the
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traditional students.

(c) Approaches to teaching

Over half (53%) of the staff believed it was necessary to adopt a different
approach to that used in teaching younger students. Some felt that there was a
need to help and orientate mature students who faced problems of assimilation
into such a programme. Others saw the need for greater flexibility of approach
to teaching and assessment to allow for their backgrounds, maturity and
experiences.

(d) Expectations qf part-time mature students

Staff were asked if they considered that the expectations of mature students
were different to those students who come to UniveNity straight from school.
Over half (59%) believed that the mature students have different expectations
and that they are subject to a number of competing demands on their time, not
all of which are academic. Staff were also of the view that mature students
were, in general, more highly motivated, had clearer goak and more positive
attitudes to study than the generality of youngn. Ntude nts .

(c) Standard.v achieved hy parl-nme mature students

Staff were given the opportunit) to comment on the st:mdards achieved by
mature and traditional students. Most of the staff were impressed by the
performance of part-timers and based on their examination results, 76% felt
they should be given the option of pursuing an llonours B.A. Ikgree.
However, less than a quarter (2-Iq ) of the' staff were opposed to an honours
programme and felt that the pad-time students tended to have greater difficulty
than younger students in coping with acade in.c programmes.

Conclusions and Itecomnwndations

The findings from the review of the literature and the V results
show that the participants were. in general. under forty years of age. The most
significam determinant of participation NA its the amount of education already
completed and previous attendance at a third level college was a characterktic
of the participants. Members of the working class, unemployed, retired and
educatiomdly disadvantaged were iwi ificantly under-represented. High
motivation and maturity contributed to the examination success of the
participants. Most studems deeply appreciated the opportunity afforded to
them to continue their education to degree level and were satisfkd with the
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format and standards of the course. Staff were very positive in their desire to
encourage even grater participation by mature students in continuing education.

There is a need for institutes of higher education to be concerned about
students not completing courses and to provide adequate counselling facilities
for all students. Course withdrawal, or temptation to leave was greater in the
early stages of courses, and lack of finance was one of the factors which
contributed to student withdrawal.

The marginal status of adult education in Irish Universities reflects the
position internationally. The education and training of mature suidents on a
part-time basis is not recognised as being a central function of the Universities.
Facilities for continuing education throughout life ought to be available to all
citizens and institutes of higher education must play their part in such provision.

Because adults differ from traditional undergraduates in their
expectations, motivation and life experiences, a more flexible approach to their
development is required. Rules and regulations which may be suitable for full-
time younger students, may not be appropriate for those who have
commitments and roles to perform, other than those associated with that of the
full-time undergraduate. Many mature part-timers do feel that they are
sometimes treated as "second-class citizens" in terms of facilities in registration
and payment of fees.

An adult-centred approach to the teaching of mature part-timers. more
flexibility with regard to registration. timing of classes, payment of fees and
opponuMties and facilities on a par with those offered to traditional
undergraduates ;ire required. if equality of access and treatment is to be
provided for adults within our Universities. Their motivation and commitment,
the sacrifices they are prepared to imike in order to return to education are
examples to all who are involved in third level education. The maturity and
\perience which they bring with them to our colleges certainly enhances the

learning Nociety and ought to be matched by a deeper commitment by the
authonties of our third level institutions to their development.

11 third le% el institutions are concerned about equahty of opportunity,
there is a need for them to encourage those, whose lives havc been
ci;cumscribed culturally. socially and financially. to participate in higher
cdtleatwn. One valuable factor in recruitment V.-ould be the nationwide
de,dorment ol appopriale twcess courses.

hc implementation ot paid educational leave and the availability of a
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comprehensive grant scheme for mature studems is essential. Continuing
education must develop in response to local and national needs. Third level
institutions need to be more directly involved with students from school leaving

age to retirement, and governments must treat the education of all adults as an

integral part of the State's provision for education.
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HOW GENERAL ABILITY INTERACTS
WITH INSTRUCTIONAL METHODS

TO PRODUCE DIFFERENT LEARNING OUTCOMES

Brenda Sugrue and Bridie Bamicle

Theoretical Framework

In the late 1950s and early 60s, much research was conducted to test the
hypothesis that discovery learning leads to more active cognitive processing,
better retention and farther transfer than does expository instruction. The
hypothesis grew out of the cognitive theories of learning, such as that of
Bruner, which were in vogue at the time. The early studies on discovery
learning led to inconsistent findings and were wrought with conceptual,
methodological, and semantic problems.' The role of individual differences in
learning from instruction was ignored, and there was a lack of consistency in
the definition and labelling of independent and dependent variables.

In the past two decades, there have been significant advances in learning
theory and research on instructional methods, minimising many of these
problems. The most important developments will now be described.

Cognitive Theories of Learning and Transfer

Recent cognitive theories of how knowledge is acquired, stored in
memory, retrieved, and used have led to a focus on transfer of learning and on
the relationship between acquisition processes and subsequent levels of transfer
of knowledge. The degree to which knowledge can he used in new contexts
has become the operational definition of the degree to which the knowledge has
been actively processed and stored ni generalisable form. The greater the
extent of transformation of existing memory structures to accommodate new
information. the greater the subsequent abilit) to transfer the newly-learned
knowledge to novel situations.'

Aptitude-Treatment Interaction

It has been concluded. from aptitude-treatment interaction (ATI)
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research, that no instructional method can be said to have absolute effects on
the learning processes of students or on subsequent recall and transfer
performance.' Acquisition processes and performance outcomes result from
the interaction of instructional method with learner characteristics and learning
task characteristics.' Learner characteristics, such as prior knowledge, level of
general ability, and motivation interact with instructional method to produce
different types of cognitive processing, knowledge structures in memory, and
performance outcomes.'

Instructional Methods

The concepts of high and low cognitive load instructional methods have
been defined. High load instruction places a high information processing
burden on the learner, wno must him/herself render the information more
meaningful and transferable. Expository instruction, such as that involved in
the traditional lecture, is generally a high load method because it presents
information to learners without any attempt to induce or monitor, in individual
students, the kind of cognitive processing that would be necessary to reorganise
and integrate the information in a meaningful way.

New load instruction provides the cognitive processing support necessary
to integrate new information with old. Carefully structured activities are used
to force learners to engage in active mental processing.' Learning in this
manner facihtates the later retrieval, use, and transfer of knowledge to novel
problems. Low load methods model, or compensate for, the kind of cognitive
processing that is required to become expert in a particular task domain. Some
guided discovery instructional methods, such as interacting with analogical
models or simulation . are low load methods because they force learners to test
their existing knowledge in relation to a task. only to find out that there are gaps
in that knowledge." "1"he awareness of a "gap" or misunderstanding represents
an opportunity for learning and the learner will actively modify his/her existing
knowledge."'

General Ability

It now appears that the essence of general ability is the ability to adapt
existivg knowledge to novel and complex tasks or problems. Learners with
higher general ability appear to spontaneously use analogies and construct more
general procedures during leaning and problem solving than do learners with
lower general ability.' Learners with higher general ability are more likely to
engage in the elaborative encoding, reorganisation and continuous testing of
their "provisional assemblies.":: Learners with lower general ability rdy on
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simpler connections and non-semantic forms of elaboration such as
maintenance rehearsal; their strategy demands more attention and memory
resources and leaves stored knowledge highly susceptible to interfemnce from
subsequent inputs.

Disordinal Interactions

Recent re-examinations of ATI research in the light of cognitive theories
of learning have led to the discovery of a pattern of disordinal interactions:
instructional methods that seem to promote learning and transfer among
learners with low general ability appear to depress the learning of learners with
high ability.'' It seems that instruction that provides too much support for
learning inhibits or interferes with the existing strategies of learners with higher
general ability to integrate and reorganise knowledge for themselves. Learners
with higher levels of general ability do especially well under instruction that is
significantly incomplete in terms of the support for cognitive processing
provided, because it affords them opportunities for the spontaneous "active
retrieval and adaptation of old assemblies and, particularly, the invention of
new assemblies,' without imposing a strategy for doing so.

Less is known about the type of instructional conditions that best help
learners with lower levels of general ability to adapt and construct new
assernblies/procedures. The concrete analogical models and verbalisation
techniques employed by Mayer are an attempt to make explicit for learners the
processes that high ability learners engage in spontaneously. Mayer's findings
indicate that such externalisation of effective acquisition processes are most
effective in promoting transfer of knowledge for learners with low general
ability. Many other studies, such as those by Yalow'h and Gray,' have
compared the effects of high and low load instructional methods on learners
with different levels of general ability, and have obtained results similar to
those of Mayer.

Need for Research

There is a need for research to identify. more precisely, the nature of the
interaction between the general ahility of learners and the level of support for
cognitive processing provided hy instruction. Previous All studies have not
controlled for differences in the prior knowledge of learners in relation to the
learning tasks employed. Neither have previous All studics measured a
variety of levels of transfer outcomes. The study reported here sought tn
improve on the design and methodology of previous All studies by selecting a
learning task that would not be affected by prior knowledge. designing
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treatments that differed only in the degree of external support for cognitive
processing provided, and measuring two transfer outcomes. The general
hypothesis tested was that level of general ability interacts significantly, and in
a disordinal manner, with instructional method. More specifically, learners
with higher general ability achieve higher levels of transfer with expository
instruction (a high cognitive load method); learners with lower general ability
achieve higher levels of transfer with discovery instruction (a low cognitive
load method). In other words, discovery/low load instruction compensates for
lack of existing ability to transfer, but interferes with higher aptitude for
transfer.

Method

Subjects

The sample consisted of 80 volunteers from the first year students at
Thornond College of Education. Limerick. Ireland. Subjects were matched on
level of general ability and each matched pair was randomly assigned to
treatment groups.

Learning liisk

In order to minimise the effects of prior knowledge, a "meaningless" or
"laboratory" type task. Challenger, was selected for the purposes of the study.
The task has two main features: patterns (51 2 possible) and operations (3
possible). Challenger is a computer-1Aked two-dimensional "puzzle" or set of
tasks consisting of a 3 x 3 square matrix of cells. each cell being either green or
white. The goal of the task is to change the pattern from an arbitrary
arrangement of green and white cells to a matrix consisting of a single white
cell surrounded by eight green cells:

G

(; G

GM;

Due to the s nunemeal nature 01 the matrix. three dktinct moves are
possible:

1. if Me cuisor I )I1 a curial cell. then that corner cell and three cells
sunounding it change eolow:

2. if the cursor is on the middle cell of an side, then all three cells on that
siLle change colour:
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3. if the cursor is on the centre cell, then that cell and the middle cell on

each side of the matrix change colour.

For the purposes of this experiment, instruction focused on a subset of
the solution paths from three initial patterns, each requiring a minimum of six
moves to be transformed to the goal state. The initial patterns of two of the
paths were instances of one general pattern. The paths leading to the goal from
these patterns would facilitate abstraction of more general rules for solving
Challenger.

Treatrnent.v

The two instructional methods designed for use in this study were similar
in the following respects;

I. Initial information provided about the goal of the task; the operations,
i.e.. moves, permitted to attain the subgoals/goal of the task; and the
entire sequence of moves to solve Pv.th I.

2. Initial opportunity (practice) to acquire knowledge of the moves and their
effects on the "state" of the task.

3. A progressive part method of instruction, working backward from the
goal state.

4. The learner was restricted to one pan icular move in cases wh !re there
was an alternative move which would also lead closer to the goal.

5. No explicit reference was made to the symmetrical nature of the task.

The instructional methods designed for this study differed in the
following manner. The expository instructional method was a high cognitive
load method which provided complete information about the steps in each
procedure together with practice. hut little Opportunity for error and no
corrective feedback other than a display of the correct move when an incorrect
move was attempted. The discovery instructional method was a low cognitive
load method which initially presented incomplete information about the steps in
each procedure and forced the learner to actively construct the steps through a
process of trial, error, and implicit feedback. Learners in both treatment groups
were able to perform the sequence of steps in each procedure without error at
the end of the instructional pmgranime. A more complete description of the
two computer-based training programmes is available in Sugrue 1989).
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General Ability Measure

Following Snow and Lohman's argument," scores on the paper folding
test from the Educational Testing Services set of Cognitive Reference Tests
were used as the measure of general ability in this study. Re liabilities for the
paper folding test vary from .76 to 93.'9 In this study the reliability
(Cronbach's alpha) was .80. Work by Snow establishes the validity of the test
as a measure of Gf.2°

Outcome Measures

Two outcome measures were employed: near transfer and far transfer.
Each test consisted of 3 items, i.e. paths. A time limit of seven minutes was
imposed on each item in each test. Neither of the tests required transfer
beyond the domain of Challenger. The initial patterns of the three near transfer
items were either irnermediate patterns or rotations of patterns in the paths on
with instruction was provided. Thus, :hey were testing mastery of the basic
skills required for expertise in the Challenger task. The three far transfer items
required generalisation of those basic skills to solution from previously unseen
initial patterns.

For each item in each test, solution or non-solution, number of moves
made, and sequence of moves made during solution of the item were recorded
by the computer. These data were used to form continuous measures of near
transfer and far transfer of the procedures learned during instruction. The
range of scores on any item was from 0 to 20. Since each test consisted of 3
items, the range of scores on each test %.% as from 0 to 60. A full description of
the tormation of the continuous dependent measures is available in Sugrue.''

Analysis Procedure

The main hypothesis (that there w ould be a disordinal interaction effect
between instructional method and general ability on the dependent variables)
was tested using hierarchical multiple regression (following the stepwise
procedure ('utlined in Pedhaier).:: Ilierarchical multiple regression is based on
the correlations between a number of independent (or -predictor") variables and
one dependent variable. Since there were two dependent variables in this study
(near transfer and far transfer) t o separate regressions were done. One with
near transfer as the dependent variable, the other with far transfer as the
dependent variable. In this study the independent variables were the treatment
(instructional method). general ability. and the interaction between them. Each
independent variable is added in turn to an equation and the resulting multiple
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correlation (R2) is observed and tested for significance. The actual statistical
tests are partial F-tests; an overall F-test is also performed on R2 when all of the
independent variables have been added, including any interactions between
variables.

If 112 is significant after an interaction has been added to the equation, it
means that the correlation between the continuous independent variable (in the
case of this study, general ability) and the continuous dependent variable (in the
case of this study, either near transfer or far transfer) is significantly different
for each treatment group (in this case for the discovery and the expository
treatment groups).

The next step is to plot the regression line for each treatment group (each
line represents the correlation between the continuous independent variable and
the dependent variable) and calculate the point at which the lines intersect.
One can then make predictions about the outcome (in this study the transfer
score) one can expect for a learner with a particular aptitude (in this case level
of general ability) if he or she receives one treatment or the other (in the case of
this study, if he or she is exposed to expository or discover instruction).

Results

Before presenting the results of the ma n regression analysis, some
information on the general ability levek of students in each treatment group,
and descriptive statistics for each of the two dependent variables, are presented.

General Ability

There was no significant difference between the means (t = .13; df = 78:
p = .894) or variances (1; = 1.65: df = I. 78; p = .121) of the general ability
scores for the two treatment groups.

Descriptive Statistics

Table 1 presents the mean and stmidard de ation on each dependent
variable (near and far transfer) for each treatment group (discovery and
expository) and for the total Namplc.
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TABLE 1 Dependent variables : Descriptive Statistics

Mean SD

Total Total
Disc Exp. Sample Disc. Exp. Sample

Variable (n=40) (n=40) (n=80) (n=40) (n=40) (n.80)

Near Transfer 35.79 34.32 35.06 13.21 17.33 15.33

Ear Transfer 14.55 8.80 11.67 15.1K 9.09 12.76

Regression Analysis

Table 2 presents R2 (as each successive independent variable was entered
in the equation) and the overall f-test after all of the independent variables had
been entered, first with near transfer as the dependent variable, and secondly
with far transfer as the dependent variable. In the case of near transfer, R2 was
.26 which was significant at the .0000 level; this meant that the variables
general ability, instructional method and the interaction between them
accounted for 26% of the variance in near transfer. In the case of far transfer,
R was only .079 which was not signific;Int: this meant that the independent
variables in this studs accounted for onl 8c.:; of the variance in far transfer.

TABLE 2 Summar of results for stew% ise regressions

R: for Successive Independent
Variable,. Entered

Dependent thcrall
Variable A .1 A I.%alue dt P

N .0021 223s 2o17 0 0721)0 .1.7n AXXX1

0511 0790 7Lis 2 19(00 1,71) AN53

treatment
A = general abilit)

= interaction
= near transter
= tat transfer

The partial F-tests for the significance of the relationships between
individual independent variobles and each of the two dependent variables are
presented in Tabk. 3. The results will he sumautrised. firstly for near transfer
and secondly for far transfer.
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TABLE 3 Partial F-tests on single independent variables

Dependent
Variable

Independent
Variables
Entered F df

Near Transfer T*Aff,A -2.03(1 136 .0459**
A/T,T*A 5.020 1,76 .0000**
T/A,T*A 2.072 1,76 .0417**

Far Transfer T*ATLA .129 136 .8974
A/T 1.538 1,77 .1280
T/A 2.048 1.77 .0440**

= treatment
A = general ahilit)

= interaction
/ =

significant at or he)ond .05 level

sear Transkr

Eadi of the independent ariahles and their interaction was significantly
related to near transfer. The si!..milleant interaction meant that the relationship
he1vet.91 general ahilit) aml near bansler was significantly dinerent in the two
treatment gioups A separate regression equation . as formed for each group
(the expotior group and the diseo..er. group) and the point of intersection of
the tko lines as calculated:

Lquation toi \positrir) group:
Near .1 ranstei = -5 7 39nl 2 + 2.N97.s7h ieneral Ahilit

l'Aititiniql IC11
Neal IhhI'lL'i 13.(110(N t( kite] al .\1)110

he 1)1)1111 t hlilelseL la In 1.4

Fiitiie I shim s plot ot ilk- h\\uu L".21L'ssliull Imes. The discovery
treatment v.as superior tot student, \\ III lumei le\ els 01 ;.teneral ability (up to
14.5). Alnle the e \positol beatuicut .ts sLIu1 lom lot students ith higher
levels ol geticial thiliR (nom 14 5 autl up)
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Figure 1 Regression of near transfer on G for each treatment group
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There was no significant interaction efkct between the two independent
variables on far transfer (partial F = .129; df = 1, 76; p = .8974); this meant
that the relationship between general ability and far transfer was similar in both
treatment groups. The only independent variable that was significantly related
to far transfer was instructional method (partial F = 2.048; df = 1,77; p =
.0430); this meant that there was a significant difference between the far
transfer scores of the two treatment groups. The discovery treatment produced
higher levels of far transfer (mean = 14.55, SD =' 15.18) than did the
expository instructional method (mean = 8.80, SI) = 9.09) regardless of level of
general ability of the students.

Discussion

The findings of this study concurred with much of current theory and
previous research. In particular. the relationship between general ability and
near transfer was much more pronounced w hen the instructional method placed
the burden of cognitive processing on the learners themselves, than when
support for approptiate cognitive processing was embedded in the instruction.
Although the expository treatment broke the task down into its component
steps, demonstrated the correct behaviour at each step, and allowed the learners
to practice the correct steps until they could r.:produce the six steps in sequence,
it did not encourage the learners to abstract more general heuristics for solving
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Challenger problems. The discovery treatment may have forced all learners to
interpret each new step towards solution of Challenger by violating their
expectations about ihe next move. Learners saw the results of the erroneous
moves they made and had a chance to "find" the correct move, thereby
integrating it more with their existing knowledge and rendering the procedure
more generalisable. However, the expository instructional method was more
appropriate for learners who had the general ability to make such
generalisations without any support.

The finding that the discovery treatment led to greater far transfer for all
learners. regardless of general ability, seems to contradict the theory that
instructional methods that provide support for cognitive processing depress the
transfer scores of learners with higher general ability. However, it is consistent
with Snokk and Lohnian's conclusion that the pattern of disordinal interactions
between general ahilit and instructional method becomes less apparent as the
level of transfer increases.' In the case of the present study, this finding should
he vie%%ed with caution because t.lI e scores on the far transfer test were
extremek low. indicating that. for the amount of instruction and practice
provided. the lar transfer test was much too difficult. Nevertheless, this
finding could lead to the hypothesis that w lien farther transfer of knowledge is
required aher instruction. then e \ternal cognitive processing support during
initial learning is beneficial tor all learners. regardless of general ability. This
hypothesis ma hold onI tom falthei hansfer it idun a particular domain of
knowledge: it appears that genetal aItilit r.s related to transfer of knowledge
beiween doinams (Como & Nlandmaclo.

ihe results 01 this stud lend suppoo to the them> that the completeness
of the cognime processing suppuri einhedded in instructional methods is
Important in rdation I() disoldinal .\ I Is Ii ic esulis also lend further support
to thk. them% that ahtlik hanstet Isnim I:dge funk lion of I% pe of cognitive
piocessing during leainin;!.. lii leinis 01 plescrIption tot the design of
instruL non. this stud% Indicates that when the desticd lititOMW is near transfer.
and learners ha\ e loscr le\ els ol eneml nien lim load instruction is
best. If the I.earnos ate Ingher in general ahilit . the% need little or not support
for cognitive proLessing. llowoet. mole csterual support lor cognitive
processing ina he requtted b all learneis it tat Owl transfer smmhin a domain Is
required.
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Irish Educational Studies, Vol .10, No.l. 1991

INTEGRATING EQUAL OPPORTUNITIES
IN THE CURRICULUM OF TEACHER EDUCATION 1988-1991' :

TENET PROGRAMME DISSEMINATION PHASE

Sheelagh Drudy, Hugh Gash, Kathleen Lynch, Padraig 6 Laimhin,
Richard Moles, Claire Lane, Winn Gan ly, Cynthia Fogarty,

GrAinne O'Flynn, and Arthur Dunne.

Introduction

The Tenet programme is the result of the response of the Association of
Teacher Education in Europe to a 1985 resolution by the EC Council of
Ministers for Education. The Resolution recommended that an action
programme be implemented in EC countries to ensure equal opportunities in
education for boys and girls. This programme would facilitate equal access to
all forms of education and training. It would enable girls and boys to make
educational and career choices which would afford them the same employment
and economic opportunities. It would, further, motivate girls and boys to make
non-traditional choices and encourage girls to participate as much as boys in
new and expanding sectors within education and vocational training. An
essential part of this proposed EC action programme was the question and
pedagogics of equal opportunity in teachers initial and in-service training. It

was felt that there was a need to raise teachers' awareness of g.mder-related
issues. Accordingly. Guidelines fm Action were prepared by the ATEE and
presented to the Conunission of the European Communities (Anwsen and Ni
Charthaigh, 1987). Project proposals were invited from teacher education
institutions and organisations in all EC countries. Projects were to be jointly
funded by the Commission and by tlw Ministries in mehiher states.

In the Republic of Ireland fk e piojects received funding in 1988/89.
The first phase of these projects was completed in June, 1989. All projects
received funding for the second phase 1989-1990. A sixth project was
added to the original five in the Necond phase. These projects have now
received funding for a third year. the dissemination phase.

Two f the projects are concerned %%. ith preservice education. One of
these, directeu DrIlugh Gash. at St. Ritrick's College. Drumeondra focuses
on primary teachers. The other directcd hy Kathleen Lynch at University
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College, Dublin, involves second level student teachers. The remaining
projects are inservice ones. One of these, directed by Dr. Pádraig 6 Liimhin at
the Department of Education involves primary teachers. The other three are
post-primary projects. These are located at Thoinond College (Director : Dr.
Richard Moles), the Teachers' Union of Ireland (Director : Mr. Peter
MacMenamin); and the sixth project run by the Institute of Guidance
Counsellors (Director : Mr. Arthur Dunne).

In each member state coordination of the projects is carried out by a
iepresentative of the Department/Ministry of Education. In Ireland the
National Coordinator is Ms. Hilda McHugh of the Department of Education.
There is also project coordination at European level. The very important post
of Europtan Coordinator is held by an Irish representative Dr. Dearbhal Ni
Charthaigh of Thomond College of Education, Limerick.

Front the outset, evaluation of the projects was seen to be the key to
successful outcomes. Each project director carried out detailed internal
evaluation of the interventions. In addition, an external evaluator was
appointed: Dr. Sheelagh Drudy, St. Patrick's College, Maynooth. The approach
to evaluation has been to adopt a variety of modes, both qualitative and
quantitative. The primary focus is on the impact of the interventions on
teachers' attitudes.

Two alternative underlying philosophies are to be found among the six
projects. In two of the projects emphasis is on attitude change as a prerequisite
for behavioural change in the classroom. In the remaining four projects the
assumption is that an alteration in classroom behaviour and in the curriculum
can bring about attitude change and thus affect future behaviour. The external
evaluat on procedures used included visits to schools. semi-struLtured
interviews, lesson observation. participation in workshops, and a post-
programme survey of all participating teachers.

External and intein.,, aluation revealed very high levels of motivation
among participating teachers. H. the end of the first phase of the action
programme there were very positive attitudes towards gender equality among
the majority of participants. Evaluation also showed improved levels of
awareness of equal opporwtis issues among teachers. Ilowever. the
importance of preserviee and inservice education on gender related issues also
emerged. None of the inservice teadiers had had any kind of formal training in
this irea. 'Ibis programme of action research, and research done elsewhere,
indicates that teacher attitude is one of the crucial dimensions in both the
reproduction of and in the changing of sex stereotyping.
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CHILDREN'S GENDER PERCEPTIONS AND THE CURRICULUM

St. Patrick's College, Tenet Project : Director, Hugh Gash
assisted by Mark Morgan and Ciaran Sugrue.

The purpose of this project was to measure children's sex role stereotypes
at the primary level and then to try to change these stereotypes with appropriate
classroom procedures, and finally to develop teaching materials. The
theoretical approach taken was based on "Piagetian" theories of cognition. The
gender stereotypes which were considered were children's perceptions about
behaviour.

Phase 1

Data were collected from 873 children in a sample of 36 Irish primary
classrooms stratified by age (5, 8, I I years), location (urban, rural), and 3 types
of school (single gender, or mixed). and treatment (experimental, control).
Information was also sought on the child's ability and the mother's educational
level and employment.

The teachers were given materials prior to the intervention period. They
were asked to integrale the topic of sex stereotyping appropriately into their
lessons each day during a period of five weeks. The teaching strategies were
indirect, child centered, and sensitive to the chikl's identity (Gash, 1989); they
emphasised probing and questioning (across the different curriculum areas)
rather than providing guidelines about the correctness of different ideas.
Amongst the interventions which were suggested to the teachers were a
questioning technique called "distancing," and a modelling technique designed
to familiarise children with people in non-typical occupations.

Distancing is the process of Laming to more complete understandings of
experience. Teachers can ask certain types of questions which will allow the
children to focus on experiences to refine their thinking. Distancing
behaviours include evaluating. They all require the child to go beyond the
information given and to reflect on their experiences (Sigel and Cocking, 1977).
Essentially the aim of these questioning strategies was to pi ovide the child with
opportunities for cognitive conflict.

Use was also made of models of counter stereotypically employed
persons including female army officers, ban gardal. female veterinary surgeons,
and male nurses. The control gmups engaged in their normal class activities
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and the teachers were encouraged not to discuss gender stereotyping for the
duration of the experimental period. The children were pretested and post-
tested using a test of gender perception which had been used previously in
Ireland. Best et al (1977),

Comparison of the stereotype score in 1989 with the scores reported for
1975 indicated awareness has increased. There was no significant effect on
stereotype score of mother's educational level or employment status. There
were no significant differences for pupil gender or for location (rural or urban).
There were significant differences for age and ability (increases being
associated with greater awareness of the stereotype), and for type of school
(with all boys schools exhibiting greatest awareness of stereotyping, all girls'
schools the least, and mixed schools in between). Overall the experimental
treatment did not significantly alter the children's awareness of stereotypes
except in the urban sample with the youngest children. However, (with
hindsight), the appropriateness of a forced choice binary measure can be called
into question. It would have been better to assess change by using a five point
scale. This latter strategy was used in Phase 2 of this project (1989-1990).

Phase 2

In Phase 2 fifteen student teachers took a course in their final year which
included a substantial component on gender stereotyping. As part of their
work they developed materials for use in schools to provide children with the
opportunities to reconsider their understandings of stereotypes. Considerable
quantities of materials were produced and distributed to participating teachers,
997 children were tested, and a video describing the project was made. The
results of the testing programme on these children showed that the educational
strategies used significantly lowered the gender stereotypes of the children in
our programme. The other findings were similar to those found in Phase I of
the project. Project members were active in disseminating the results at
conferences and seminars nationally and internationally.

Our concept of equal opportunity is founded on the need to respect our
oitterences which follows from a constructivist epistemology. In other words

we all perceive the world somewhat differently, so we must leant to respect
our various efforts to put this perception into language. Our disagreements are
at the level of explanation and so if "true" representation is seen to be a fiction,
arkl unattainable, it is easier to disagree agreeably with mutual respect.
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WORLDS APART : GENDER INEQUALITIES IN EDUCATION
AND WAYS OF ELIMINATING THEM

UCD Tenet Project : Director, Kathleen Lynch.

Aim of Project

275

The principal aim of the UCD project was to develop an awareness and
understanding among preservice second-level teachcrs of the nature of gender
inequalities in education and to identify with them ways of eliminating these.
Throughout the project we tried to develop students' awareness of the
interrelationship between gender, social class and other inequalities.

To achieve these goals, research was undertaken to develop the relevant
course material. Material was developed for a 20 hour lecture/seminar
programme which specifically focused on gender inequalities in education.
While the issues addressed in the programme varied slightly between Phase 1
and Phase 2 of the project, the following areas formed the core of the teaching
programme. At all times an attempt was made to take a holistic equality
approach to the questions involved.

Course Themes

1. An exposition of various theories explaining women's
subordination to men.

2. The educational implications of patriarchal knowledge.

3. The formal curriculum problems of sexism in particulai subjects
with special reference to Irish schools.

4. Scientific and technological education: Why are girls alienated?
What can be done to change this?

5. The Hidden Curriculum and the reproduction of gender
inequalities: an analysis of how school organisation and classroom
interaction can reinforce gender stereotypes. What can we do to
change this'?

6. Men, masculinity and sexism in schools: A focus on the
stereotyping of boys.
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7. The interrelationship between gender, social class and racial
inequalities in schools.

8. Co-education or single sex education: Does it make any difference
in promoting equality?

The Outcome and Evaluation of the Project

The Course was offered as an optional unit within the second-level
preservice teacher education programme (Higher Diploma in Education); 51
students participated over the two years.

An experimental model was adopted to assess the success of the project.
Students were pre-tested in terms of three sets of gender related attitudes prior
to undertaking the course and again after its completion. A control group from
the student-teachers who did not take the course was tested along similar lines.
In both Phase 1 and 2 of the project we found that the students who had taken
the Gender Course were significantly more aware of sex discrimination in
education, and were noticeably stronger in their belief in sex equality
(significantly so in Phase I but not in Phase 2). In terms of their factual
knowledge of gender issues in Irish education, the Gender Group were far
ahead of the Control Group after they had completed the course. In both phases
of the project the students who opted to do the Gender Course were slightly
more aware of gender issues than the Control Groups prior to doing the course.
These differences increased dramatically, however, after the Gender Group
completed the course.

Finally, as a result of the project, awareness of gender and related
inequalities has increased considerably among the stlff of the Education
Department: there are two core courses where gender issues are being
addressed now where they were not covered hitherto. In addition, the course
of lectures developed during, the project will vontinue after the project finishes.

Finally, the Tenet project gave an important impetus to the new Equality
Studies Centre in setting up its Masters and Diploma programme.s in Equality
Studies. The latter are focused exclusively on equality issues relating to
gender, social class, minorities and global North/South divisions.
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TOWARDS IMPROVED ACCESS TO THE WHOLE SPECTRUM OF THE

WHOLE CURRICULUM FOR GIRLS AND BOYS

Department of Education Tenet Project : Director, Pidraig 6 Laimhin
assisted by Hilda McHugh, Sean MacConmara

and Clar Uf Breasláin.

The Department of Education's particular project operates at primary
level and concerns itself with the inservice education of primary teachers. It is
now in its third year. Administered from the Department's Curriculum unit and
managed by a Project Team composed of four Primary School Inspectors
assisted by a Steering Committee representing all professional interests
involved, it targets primary teachers, aiming to raise their awareness of the
issue of equal opportunities, to prepare guidelines and resources for their use in
schools, to develop a module for their inserviee education and to initiate and
conduct for them inservice courses of one week's duration.

Using existing structures, it operated in its first year in seven schools
broadly representative of Irish primary schools in general and involved 85
teachers and about 2,500 pupils between the ages of four and thirteen years and
in its second year in twenty-one schools (including four in Northern Ireland)
involving 185 teachers and about 5300 pupils. Two teachers acting as
research assistants to the project surveyed relevant literature and made available
background infonnation, teaching strategies and assessment procedures for use
by participants.

Evaluation was carried out by participants and by members of the Project
Team. Participating teachers carried out initial, formative and summative
evaluation of themes, Principal Teachers evaluated schools, members of the
Project Team visited participating schools. Boards of Management and parents
informally evaluated projects locally and the project Director, the National
Evaluator, the National Coordinator and the European Coordinator provided
reports. Initially informal approaches were made to selected schools.
Thereafter, Principal Teachers and Chairpersons of I3oards of Management
were formally invited to participate in the project, schools profiles were sought,
research materials supplied and half-day seminars held in all participating
schools.

Thachers involved in Phase I of the project. either individually or as
members of groups of tatis, chose a managerial. organisational or curricular
area for examination. set ow inequalities perceived to exist within the chosen
area, planned strategies for the elimination of perceived inequalities, tested
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these strategies in the classroom and reported to the Project Team. During
Phase 1 inequality of opportunity was identified by teachers involved in the
project in relation to the following issues:

1. broad issues (school management, the single-sex school, home-
school-community relationships);

2. curricular issues (access, participation, teacher and parent attitude
and expectation, pupil self awareness and self perception);

3. school/classroom management issues (school and classroom
organisation, discipline, interpersonal relationships);

4. child development issues (cognitive, emotional and social
development, subject choice, socialisation patterns, personal
qualities, personal skills).

During Phase 2, schools acting individually or in cooperation with other
schools concentrated on deepening awareness of gender inequality in agreed
curricular areas. In all instances, corrective action was proposed, planned and
put to the test in the classroom. Levels of motivation and participation were
high among all concerned (teachers, pupils, management and parents) and the
project was seen to be both necessary and worthwhile.

The awareness of primary teachers was raked on the issue of equal
opportunities. Draft guidelines, resources and a draft inservice module were
produced and an inservice Course of one week's duration was provided
involving speakers from the Employment Equality Agency, the Irish National
Teachers Organisation, the Universities of Maynooth and Coleraine, the
National Parents' Council, the Department of Education Inspectorate, the
Project's Research Team, a Researcher and participating schools. At the end of
Phase 2, a three day Seminar waN attended by members of the Primary
Inspectorate. The project corresponded with other projects in Europe and was
represented by the Project 'ream at the AWE Annual Conference, 1990. The
basic concept of equal opportunities arising from the project is stated as
follows:

girls and boys should have equal access to all aspects of the
primary curriculum, equal treatment in all aspects of their school
lives and equality in the provision of opportunity for self-
development and self-fulfilment in the course of their primary
education.
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THE EXAMINATION OF EQUAL OPPORTUNITY THROUGH SECOND
LEVEL GEOGRAPHY TEACHING

Thomond College of Education Tenet Project : Director, R. Moles
assisted by Claire Lane

Aims and methods

The primary aim of this project was to encourage post-primary teachers
and students to explore equal opportunity issues through the medium of
geography education. iNvo major objectives were first, to examine the impact
on students of integrating feminist resources into their studies, and second, to
analyse the personal and professional experience of teachers who managed this
integration process.

The Junior Certificate geography syllabus provides important
opportunities for the exploration of equal opportunity issues, and questions on
recent Leaving Certificate Examination papers indicate thta such issues are to
be considered important at Senior Cycle also. It was considered appropriate,
therefore, to approach the exploration of equal opportunity through the medium
of an action research based curriculum development project.

A total of 31 teachers participated. from twenty one schools in the Dublin
and Limerick regions. Schools were all post-primary, both single sex and co-
educational. representing all major sectors, and in both urban and rural settings.
It was possible, therefore, to compare responses of students and teachers in a
variety of socio-econonnc backgrounds.

In the first year of the pro;e:t a group of six self-selected teachers
participated in the development of elassroom resource materials concerned with
aspects of urban. economic and social :..eography. These were tested in
schools. and adjusted in the light of resultant feedback. Inset meetings. and
visits by Project team members to indo.idual schools, provided teachers with
information. guidance and support.

In the second year resource materials cre distributed to thirty one self-
selected schools. Again In.Net nicetings and Islts to individual schools
provided a now of information. guidance and support. leachers were prepared
in the UM: of e aluanon techniques incorporated into the resource pack. They
kept detailed records of their stud:nts responses. Teachers made use of this
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pack mainly in the context of geography teaching, but also in history, civics and
religion classes. Evaluation of the success of the project was through the
medium of interviews with teachers, and through a detailed analysis of students'
responses within evaluatory exercises.

Achievements and constraints

The concept of equal opportunity held by participating teachers was
found to be in general conservative in relation to the definition initially adopted
by the Project team. While the team were inclined to view equal opportunity
as a manifestation of women taking at least as active a part as men in being
agents of social and environmental change, teachers tended to limit their
definitions to the avoidance of gender bias in the availability of school subjects,
and to ensuring that girls were as well qualified as boys to take up employment,
or to avail of higher education. In addition, initially the Project team
underestimated the indifference (and downright opposition) to equal
opportunity issnes in the school seuing: dialogue with teachers resulted in the
team reviewing its initial expectations, so as to render them more realistic and
achievable.

Also, initial team expectations regarding the classroom skills and
experience of teachers were found to be in part unrealistic. The draft resources
produced by the team involved much student discussion and debate, role play
and simulation, group and project work, together with teacher administration of
a wide spectrum of evaluatory techniques which went beyond tests and
worksheets. Team members tbund a larger than expected proportion of their
time being spent in supporting teachers in their experimentation with more
innovatory teaching and evaluation vpi:roaches and techniques. However, this
time was well spent, as teachers whrt::O innovation with intelligent enthusiasm,
and great success.

Teachers were unaninmus in finding the final draft of resource materials
useful, but many found that timetable and other constraints prevented them
from using more than a fraction of the ideas contained within them. Teachers
were agreed that equal opportunity issues should be introduced as early as
possible in a child's school career. and should he an integral part of education
throughout the school career. I lov.ever. most teachers expressed the view that
considerable danger may lie in equal opportunity being viewed as the concern
of one subject, or one (especially female) teacher, and a whole school approach
to tackling these issues was strongly preferred. Teachers were struck by the
level of indifference or hostility to equal opportunity shown by many
colleagues and by some male students te .pecially older students in all male
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schools), A teacher who was identified as the teacher concerned with gender
issues often felt isolated and alone.

Most students in co-educational or all female schools reacted favourably
towards lessons based on resource pack ideas, but some teachers were inclined
to doubt the sincerity of male students positive reactions within the classroom,
and wondered if private reactions outside the classroom might be less positive.
All teachers believed that some good had come of their students working
through resource pack ideas: students' awareness of gender issues was
considered to have been enhanced considerably. Most teachers believed that
given more teaching time, positive shifts in understanding might reasonably be
anticipated (except perhaps with regard to some students in all male schools).

Teachers also found that involvement in the Project allowed them to
examine equal opportunity issues afresh, and to develop their own thinking.
Many confessed that prior to their involvement they had not considered these
issues to be important within their teaching. Some male teachers expressed an
uneasiness with some issues which arose out of classroom discussion: one
teacher worried that it was inherently inappropriate for him to teach girls about
equal opportunity.

Conclusions

Without considerable support, it is difficult for serving teachers to make
equal opportunity issues important within their teaching. Support may take a
variety of forms. Preservice and inservice courses on equal opportunity are
required. Further, mutual support through networking is likely to be vital, at
least for the foreseeable future. Teachers involved need to avoid isolation
within schools hy being parts of teams: equal opponunity needs to form part of
the ethos of the school, and be addressed by many teachers of many subjects.
Active suppon by school administration especially principals, was considered
by teachers to he crucial. Resource materials produced in the course of the
Project were found to be appropriate within the Irish context, and might be
expecte. to be transferable within the EC context. Equal opportunity issues
must be recognised as essentially contentious in nature. This has major
implications for teachers, as the teaching of contentious issues differs
qualitatively from what is usually regarded as normal classroom experience.
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PILOT PROGRAMME OF INSERVICE EDUCATKA FOR TEACHERS ON

THE PROMOTION OF EQUAL EDUCATION OPPORTUNITIES

The TUI Tenet Project : Coordinator, Milian Gan ly
assisted by Grdinne O'Flynn, Cynthia Fogarty, and Peter MacMenamin

The Project involved the development and implementation of a pilot
programme of inservice education for groups of teachers from four schools.
Initially, the project team focused on two 01' the six areas defined by the ATEE
(1987) in their curriculum framework for t'acher education. These areas were:

Schooling and career choices.
Equal opponunilles in school.

'Fhe encompassing aim oi the prolect %%as to test the hypothesis that
inservice education for teachers N1111111 schools, as part of an action-research
progranune. can effect changes in their altitudes and practices. In this instance,
the attitudes and practices centered on the pro ision of equality of opportunity
for young females and males in relation to access to subject areas and in
relanon to career choice.

Four schools kere selected to participate. the basis for selection being an
attempt to obtain a broadl lepresentatie int\ ot school types in the public
sector: large/small: urban/mid]: old/ne: communit school/vocational school.
The participating school, w ere a latge urban co-educational community college
established in I9S2 (School AL a medium siied rural co-educational
communit k:olle,le established in 1966 School H a large. urban, co-

colninumt) school estahlt,hed in 197S (School ('1.. a small rural.
coeducational ()L-ational m. hind established III the 19311. SL hool I)). With
the exception of the snia II 1111.11 51. hold. iIne teachers I rom each school
partkipated in the pi oleo One Ik*.lk het 11"iii snhl II school participated.
The pioject gioup m.sis ConIpOsed ld wale leaLliels and lour female teachers.

'I he model ot inser edmation adopted tor the project as a school
focused model, The iitIuttiiiti -.owes ot this model are as tolltms:

the operational meLhanisilis and needs ot each school are taken
into account in 11 1t.es.gn o1 ea h school 5 plol21,1mille:
the prognunntc can invoke tudi% idual te,tcheis. groups 01 teachers,
or a whole stall- as appropriate:
the progranune's activities ean take pl.iLe on oi 011 sue_

21



:;77-

283

To initiate and develop the project with the teachers, three seminars were
held in the Union's Head Office. Meetings were then held in the schools by the
participating teachers with their colleagues and the project's Research
Officer/Evaluator. Also each of the four Principals included the Project on the
agenda for staff meetings because of the perceived importance of involving the
whole staff in planning for change.

At the first seminar, the issues for research were outlined, and a research
instrument was devised, which was intended to be used by participants to
collect information in their own schools. The second seminar focused on the
collation of research reports from each school and the identification of possible
areas for change. The final seminar was spent in drafting guidelines in the
areas of tinietabling and organisation, changing teacher attitudes, and parent
education.

The main outcomes of the project can be seen primarily in terms of
process rather than of product. There has been a demonstrable growth in
awareness of equality issues among all staff members, and this is accompanied
by an openness to change and a willingness to implement the recommendations
of the project, especially those which relate to the timetabling of "option"
subjects. A icy factor in these positive outcomes was the support of Principals
and Vice-Principals, together with the strong commitment of the participating
teachers to the aims of the project. An important tThding of the project is that
while schools can promote greater equality through their organisational
structures and practices any changes in these structures must be accompanied
by a process of re-education for teachers, parents, pupils and employers.

The second phase of the project aimed to develop further the initiatives
of the first phase, in relation to:

raising awareness of equal opportunities issues among teachers in
public-s.2ctor second-level schools:

promoting non-traditional subject i:hoices zunong pupils:

assisting schools to adapt their struetuics so that males and females
have equal access to all subjects on the curriculum:

broaden the scope of the programme through increasing the
number of geographical spread of schools involved.
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In response to the finding of the first phase of the project that where

pupils have an opportunity to sample a variety of "option" subjects for a period
in first year, sex-stereotyped choices are reduced somewhat, a major focus of
the second phase was the development of sampling modules in certain subjects.

All of the schools which had participated in Phase I were involved again
in Phase 2 of the project. Because of the subject-based nature of this element
of Phase 2, only two of the original Phase 1 group of teachers were involved in
this Phase. Working parties were established in four subject areas; Home
Economics, Mechanical Drawing, Metalwork and Woodwork. A total of
twelve teachers from ten schools participated in the working parties. Six new
schools %sere introduced to the project at Phase 2 through these working parties.
As in Phase I the basis for selection of participating schools was an attempt to
achieve a broadly representative mix of school types in tile public sector;
urban/rural; large/small; community school/vocational; and old/new schools.
Teachers were selected on the basis of an expressed interest in equal
opportunities issues. and a willingness to form pail of a subject working group.
Most of the participants had little or no previous experience in equal
opportunity work, and because of the traditional structure of the curriculum in

of the participating schools soine %ould hme had little experience of
teaching classes in which there were equal. or almost equal, numbers of males
and females.

Since most of the teachers imolved in the working parties had not been
involved in Phase I of the project, an miroductor) seminar was held to which
all of the \%orking party members were imiled. together with a number of the
participants from Phase 1 who agreed to act as resource persons to the working
groups at their first meeting. Special attention was given at this seminar tO
raising aVzieness of Ccitlalil) issues_

After the initial seminal. the winking parties agreed dates for further
meetings, and outlined their wink plan. in collaboration with the project
Research Officer. Groups met on \ eiage three tunes each. and these meetings
were attended where possible. bs a member uf the project team, in most cases
the Research Officer. The materials do eloped b) the groups were collated by
the Coordinator and Research OH leer. . These materials will be piloted in
project schools, and w ill be made .1\ dulable In oIlier interested teachers on a
pilot basis. Follow ing an c alualtun ot their use, the materials will he made
more widely availahle for use in all public sectoi schools. Due to unforeseen
difficulties, the work of the I lome Nconomics group was not completed. This
work is being followed up in conjunction w ith Phase 3 of the project and
materials will he available in this subject before the end of this school year.
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In addition to the outcomes from Phase 1 of the project which were
reinforced in Phase 2, it was found that effective curriculum development
depends primarily on teacher development which Can be accomplished by
offering teachers the opportunity to take part in inservice education activities
which are adequately resourced and supplied by a credible source. It was also
found that groups of teachers, working in conjunction with resource persons
who have expertise in the areas of equal opportunities and/or curriculum, can
function effectively to devise appropriate classroom materials.

The third phase of the project aims to dis.seminate the products of Phases
I and 2 to all other public sector second-level schools in Ireland. A summary
report of Phases 1 and 2 which is in preparation will be made widely available,
along with the subject materials developed. All education institutions,
organisations and interests will also be forwarded copies of the summary report.
Phase 3 will also involve further examination of the feasibility of producing a
pilot video on equality of opportunity in education aimed at senior primary
pupils and their parents.

SELF AND SEX-ROLES : AN AWARENESS-EN1IANCING
PROGRAMME FOR SCI1001. GUIDANCE COUNSELLORS

lnstitute of Guidance Counsellors I ulect : Director, A. Dunne,

The description of this project in a wa reflects its emphasis on process
and on its intention to stimulate group work between participants so that a fuller
understanding of self and sex roles can emerge.

Take a group of second level guidance counsellors, both male and
female. Give them a room and that scarcest of resources, time. Encourage
them to think, to share experiences. and to talk through key issues in their lives.
Make the focus of the process the difference, it* any. it has made to their lives
that they were horn with one set of sexual appendages rather than another.
What was it to be brought up male or female. and how. is it now to be female or
male in family, in work. in personal. social. and sexual relationships, and in
institutional religion'? Could such a process influence the professional and
personal lives of participants? Could it bring them to a greater understanding
of how gender discriminahon operates in the w odd. especially in schools?
Might it lead them to a desire to act to challenge sonic of those gender-based
injustices in their own schools? These were sonic of the questions that the
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Institute of Guidance Counsellors sought to answer in its contribution to the
Tenet EC Project.

Six female and five male counsellors representative of all school types
met together for seven days of workshops over a three month period. Each

workshop focused on one or two themes, the major ones being:

* how sexism hurts both men and women
* role models from childhood
* what it is like to be male/female
* men and women in relationship
* inequalities in education and work
* what schools can do
* owning the male/female within us/* Church and sexism
* sexuality and gender.

These themes were explored through a process of group interaction
which used a wide variety of techniques. These included group discussion,
role play, art/creative work, lectures, video inputs, co-counselling, and values
clarification. Participants were encouraged to avoid theoretical discussion and
generalisation in favour of exploration and sharing of personal insights,
attitudes and feelings.

Outcomes

The effectiveness of the project was assessed in two ways:

(a) by an objective questionnaire. completed at the start and at
the end of the project by rinicipants and by a control group
of non-participating counsellors: and

(1)) by particidants' personal assessments written at the end of
each workshop day, and at the conclusion of the project.

The evidence of the questionnaire on Educational Attitudes indicates that
significant change did occur within the participating group. Compared to the
com rot group of non-participating guidance counsellors, the project group
became significantly more aware of how sex discrimination operates in practice
in schools. The participants own evaluation of the project suggests that
involvement in the process was a rewarding and energising experience for each
individual. With the growth in awareness of gender equality came a strongly
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expressed desire for action. This was expressed in a number of ways. During
the three months of the project, individual participants involved themselves in
equality-related issues which, while they were not planned outcomes of the
project, were motivated by involvement in the project. Examples were
addressing staff meetings on gender issues, reporting to professional colleagues,
and involvement in an equality awareness programme for first year male
students. At the conclusion of the project the group expressed strong interest
in further work together to examine gender issues in their own schools, and to
find ways to initiate and promote change.

Issues raised by the project

The power of structured group processes to achieve inservice training
objectives was tested in this project and was found to be effective.
Participants' responses suggest that it would be even more effective if it was set
in the context of a practical agenda for achieving change within participants'
schools. In this case developing awareness would have a clear and immediate
focus, and the motivation which resulted from the personal explorations of the
workshops would be productively channelled.

The project supports the belief that there is a tremendous value in men
and women together working on the issue of gender inequality. `.:.ach sex needs
time separately to explore its own panicular concerns. but the sharing of ideas.
feelings, and experiences is a powerful context for motivating change. It was
clear during the course of the project that the women involved were far more
urgent in their exploration of the issues than were the men. although they found
it involving and interesting. Educating men and boys to accept change is a key
issue, one which seems to control not (nil) the speed of change but also the
possibility of fundamental and permanent change. All change is difficult, and
where change requires that difficult choices be maik, Is here. motivation needs
to be strong. Men have the power, wh:u reason have they to change? Reasons
may be found by hearing w omen tall, about the r o n experiences, and by
taking time to face the damage w hmdi e \ I sin LIM'S tO Men.

The project report

The project report offers a detailed description of the project, its
administration and evaluation. It gives detailed, session by session
descriptions of the group exercises which the participants followed during the
workshops, and suggests a selection of those experiences which could form thc
core of an awareness-raising pwgramme for other groups.
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NOTES

1. This paper is based on :ummaries of the different projects provided by
the project Directors and the National Coordinator which, with minor
editorial changes, were processed by Hugh Gash for dissemination of
information about the work of Tenet in Ireland and the EC. An earlier
similar paper describing only the first year's work (Phase 1) was
presented at the Educational Studies Association of Ireland Conference
in Thomond College of Education, Limerick, in March, 1990.

Further information on these projects may be obtained by writing to:

Dr. Sheelagh Drudy, St. Patrick's College. Maynooth, Co. Kildare.

Dr. Hugh Gash, St. Patrick's College Drumcondra, Dublin, 9.

Dr. Kathleen Lynch, Education Department, U.C.D., Dublin, 4.

Mr. P. 6 LAiinhin. Department of Education, Quay Street, Sligo.

Dr. Richard Moles, Thommid College of Education, Plassey, Limerick.

Ms. Mu rin Ganly, TU1, 73 Om cII Road, Rathgar, Dublin, 6.

Mr. Arthur Dunne, 3 St. Mar)'s Villas. Drogheda, Co. Louth.

2 !) 7
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