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INTRODUCTION
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Sheelagh Drudy


This book presents research in a number of key areas of education. It has as one of its central propositions that education is essential to understanding the changes and challenges which Irish society faces. Irish education has undergone unprecedented change in the past two decades. Today, schools and other education institutions are very different places from what they were at the beginning of the 1990s, and are very greatly changed from the 19th and early 20th centuries.


This book begins with a historical perspective to provide a lens through which we can see the roots of the present system at a much earlier time. It then takes the early 1990s as a point of departure when schools had fairly homogeneous pupil populations. For example, while the second-level system was stratified, to a degree, along social-class lines, into secondary, vocational and community/comprehensive schools, within these strata, teachers encountered reasonably similar pupil profiles. Today, both primary and post-primary mainstream schools serve pupils from a much wider variety of individual needs and backgrounds.


Since the late 1990s, government policy has favoured the inclusion of children with disabilities in mainstream schools and classes, while still retaining a continuum of provision of special schools and classes to meet, in particular, the needs of children with more significant disabilities. Recent research indicates that the proportion of children with assessed disabilities (and thus in receipt of special supports) in mainstream schools varies from just over 5 per cent among the post-primary pupil population to slightly less than 4 per cent among primary-level pupils. This figure does not include the many children in mainstream schools who may have special educational needs but do not have an assessed disability. While acknowledging this, a small proportion of both primary and post-primary schools have much larger numbers with assessed disabilities/special educational needs and report that over 20 per cent of their pupils fall into this category (O’Gorman & Drudy, 2009).


In addition, schools now cater for children from a variety of cultural backgrounds. In some schools, there may be up to 20 nationalities and linguistic backgrounds, and children from a wide variety of religious backgrounds. By 2007, some 10 per cent of primary-school pupils were from immigrant or ‘newcomer’ families, of whom over three quarters were non-English speakers (Smyth et al., 2009, pp. 44–5). At second level, some 6 per cent of pupils were from immigrant families, of whom 70 per cent were non-English speakers. Again, some schools have a much higher proportion of their pupil populations comprising immigrant children. At primary and second level, there are some schools with over 20 per cent of their pupils in this category (ibid.).


In the early 1990s, no teacher had to work with another adult in the classroom. By 2009, not only is ‘team teaching’ much more common than previously, there are now more than 10,500 special needs assistants (Special Group on Public Service Numbers & Expenditures, 2009), compared to less than 300 in the late 1990s, and some 8,450 learning support and resource teachers, many of whom work alongside the mainstream teacher (Hanafin, 2007). In addition, teachers now have many young adults as pupils in their classrooms. The percentage of 18- and 19-year-olds in full-time education has increased from 51 per cent and 34 per cent respectively to 61 per cent and 45 per cent, some of whom are still in second-level and some in third-level institutions (Department of Education & Science, 2009b). However, in spite of more pupils staying on in education into early adulthood, there still is a significant problem of educational disadvantage based on social class and socio-economic status.


The skills and competences required to teach this diverse pupil population effectively, and to teach successfully with other adults in classrooms, are very different from the skills and competences which were needed at the beginning of the 1990s. As the current financial turmoil and consequent economic downturn begin to have a serious impact in Ireland, it is contended here that a significant route out of difficulty will be to develop Ireland as a ‘knowledge economy’. This means raising student achievement at all levels of the system. Research has shown that student achievement is closely correlated with teacher quality and qualifications and this makes teacher education and the professional development of teachers an essential and important part of the creation of the knowledge economy. However, the challenges presented by the recession from 2008 onwards, and the resulting drop in the public finances, present a major test of the contribution that education can make. If all of the recommendations on cutbacks in education in the report of the Special Group on Public Service Numbers and Expenditure Programmes (2009) are incorporated into government policy, it is very difficult to see how Ireland can achieve a position at the forefront of innovation in Europe or even to make any kind of reasonable progress in that direction. Nor is it easy to see how education can contribute significantly to economic recovery.


Education policy making is, of course, the prerogative of government rather than of any expert group, specifically of the cabinet member designated as having particular responsibility for education, assisted and advised by his or her department, and approved by cabinet (Harris, 1989, p. 7). Nevertheless, while the ultimate maker of policy is the government, in modern democratic societies policy making is a more widespread and complex phenomenon. In education, it involves the ability of particular groups and mediators to affect national policies. In Ireland, these normally include the middle and upper-middle classes, the Churches, employers’ representative groups, the teacher unions, educational management bodies and parent bodies (Drudy & Lynch, 1993, pp. 113-33). One must also include the influence of international organisations on Irish policy, especially the Organisation for Economic Co-operation and Development (OECD) and the European Union. Within Ireland, the wider range of groups with a legitimate interest in education became apparent in the early 1990s when a rather unique consultative process was established by the then minister as a prelude to the 1995 white paper on education and the first comprehensive Education Act in 1998. This process, the National Education Convention, involved the coming together of 42 representative bodies (including parents, employers, educational management bodies, teacher and other unions, the unemployed, farmers, students and many more) to make formal presentations on their positions and to debate issues in education (Coolahan, 1994).


In recent years, there has been a great deal of emphasis internationally on the need for ‘evidence-based’ policy making. There have been two dimensions to this. In one, prominence is given to the need for randomised and rigorously matched experiments evaluating replicable programmes and practices in order to form a basis for policy and practice in education (Slavin, 2002). In the other, weight is placed on utilising rigorous, high-standard, qualitative research in policy-making (Freeman et al., 2007). In fact, the educational research community should ensure that appropriate quality criteria are available for all approaches (Whitty, 2006).


In the light of the foregoing, Education in Ireland: Challenge and Change provides research evidence on key changes that have taken place in Irish education, especially in relation to inclusion and diversity, and on the forms of teacher education and professional development required to respond to the changes and challenges in the system. The policy implications of the changes are indicated in its different chapters.


The book assesses the ways in which Irish education has changed, how it deals with diversity and inclusion in schools, and teacher education: three extremely important agendas in the light of the growing demands of a knowledge economy. There is a focus on three central and very important themes: the changing system; diversity and inclusion in schools; and teacher education. The research presented under these headings outlines the changes and challenges that have happened in Ireland in a number of different educational areas, and their implications. All of the findings and their implications have to be assessed in the light of policy and legislative change, and possible future directions.


The book approaches its subject matter from two different but complementary perspectives. On the one hand, there is a strong thread which examines education from an egalitarian perspective and, on the other, there is a considerable focus on quality and professionalism in teaching. The challenge of creating inclusive schools from a system which has, in the past, been inherently unequal is one major dimension of the research reported here.


The second major aspect of the research in this book focuses on the recruitment and professional formation of high-quality teachers. While acknowledging that education alone cannot bring about social and economic change, the two components of egalitarian, effective and inclusive schools and a high-quality, well-educated teaching force form the bedrock on which a socially cohesive society and a knowledge economy can be built.


Part 1 focuses on significant changes that have taken place in the Irish education system at three different phases in its history—the 19th century, the early 20th century and the turn of the 21st century.


In order to provide a background and to lend perspective, in Chapter 1 Deirdre Raftery outlines some of the key legislative changes that have left a legacy to Irish education, especially at primary level. She also notes how the failure to enact certain changes had an important influence on Irish education, and comments on how the education system evolved and how policy was made which accommodated both legislated and ‘unofficial’ contexts and changes. The historical theme is also developed in Chapter 2 by Judith Harford. She explores, in particular, the opening up of the Irish university system to women in the latter part of the 19th century and up to the middle of the 20th century. In Chapter 3, Sheelagh Drudy focuses on the late 20th century and early 21st century. She considers education’s role in building a knowledge economy and addresses the equally important issue of equality. This chapter is concerned with the educational policy challenges facing Ireland in a period of economic downturn.


Part 2 of the book analyses the changes in Irish schools arising from the inclusion of more diverse pupil populations. Given the changing patterns of immigration in the Republic of Ireland, in Chapter 4, Dympna Devine considers how factors related to ethnic and gender identity mediate children’s interaction with one another in a newly multi-ethnic primary school. In chapters 5, 6 and 7, the challenges of the inclusion of children with disabilities in mainstream schools are explored. William Kinsella charts the organisational changes that are demanded in order for mainstream second-level schools to become inclusive. Joyce Senior focuses on a poorly understood learning disability, Attention Deficit Hyperactivity Disorder, and examines the school experiences of a cohort of students with ADHD. Máirín Barry identifies and examines features of inclusive education in two primary schools, one in Ireland and one in the state of Virginia in the United States. Through comparative analysis, she explores effective inclusive educational policy and practice. Gerry Mac Ruairc puts the crucial area of social class and socio-economic disadvantage under the microscope in Chapter 8. His discussion focuses on one element of social class and cultural practice, i.e. language and linguistic variation, by examining the manner in which different groups of children engage with standardised testing in schools. In Chapter 9, Lelia Murtagh addresses an aspect of linguistic diversity in schools in her exploration of the learning of Irish in primary and second-level schools. She looks at the place motivation plays in relation to students learning Irish in the school system by reviewing studies which have tried to measure the level of students’ attitudes to learning Irish, the impact of socio-cultural and educational factors on motivation and the association between students’ motivation and their achievement in Irish.


Part 3 of the book explores research on teacher education at all stages of the teaching career and discusses how teachers can adapt to the challenges of change. In Chapter 10, Sheelagh Drudy focuses on recruitment to primary teaching in both parts of Ireland. Particular emphasis is placed in this chapter on the relatively small proportion of males entering primary teaching. Marie Clarke focuses on the characteristics and experiences of recruits to second-level teaching on postgraduate diploma in education programmes in five universities. Maureen Killeavy and Anne Moloney analyse the importance and the process of the induction of newly qualified teachers. In Ireland there is not, as yet, an entitlement to systematic and resourced induction. Some of the results of a national pilot project to develop models of induction are described and findings from initial and ongoing research in the programme in relation to the supports and challenges for newly qualified teachers in Ireland are presented. In Chapter 13, Elizabeth O’Gorman presents evidence relating to the continuing professional development of teachers who support pupils with disabilities and special educational needs. She draws on an account of a large-scale research project that was conducted to explore the work of learning support and resource (LS/R) teachers in Ireland. The particular focus here is both the roles of LS/R teachers and the professional development which LS/R teachers seek in order to execute these roles effectively. In Chapter 14, Audrey Bryan explores teacher education relating to a more ethnically diverse pupil population. She highlights some of the complexities of teaching against racism for teacher educators and second-level teachers alike, and considers the implications for the ways in which teacher education can best prepare students to address issues of racism, inequality and discrimination in their own classrooms, and to work with culturally diverse student groups. Science education has been identified as a vital element in the creation of a knowledge economy and, in Chapter 15, Paul McElwee explores constructivist approaches and argues that they satisfy important criteria in relation to the teaching of science. Acknowledging the international drive towards making teaching a research-based profession, in Chapter 16, Bernard McGettrick argues that training in action research has the potential to substantially facilitate teachers to work in ever changing and complex situations. Finally, in Chapter 17, Conor Galvin illustrates that there are insights to be gained from considering the position of policy practitioners and thought leaders in the education policy process and the roles of a variety of actors and institutions at the supranational, national and sub-national levels in the policy process.


This book is published at a time of severe social and economic crisis. It provides the results of research and analysis that will contribute to the understanding of the education system and its importance to Ireland’s social and economic development and well being. It provides information which illustrates the complexity of many of the challenges facing the education system and the need for policy makers to enable the education system to deliver on its mission of social, economic and cultural development, of providing a quality education, of facilitating greater participation and egalitarianism and of enabling all young people to achieve their potential.
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1


THE LEGACY OF LEGISLATION AND THE PRAGMATICS OF POLICY: HISTORICAL PERSPECTIVES ON SCHOOLING FOR IRISH CHILDREN
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Deirdre Raftery


BACKGROUND


Our understanding of contemporary education in Ireland is greatly informed by gaining some insight into contexts and changes in the past. From such an endeavour, it is possible to see that no contemporary context has emerged within a vacuum, rather our education system has evolved. This process of evolution reflects the passing of a series of pieces of legislation, the impact of which can be seen today. The purpose of this chapter is to provide this book with the background to education change in Ireland that will be discussed in subsequent chapters, and it is perforce summative rather than comprehensive.


Subsequent chapters reflect research in areas such as education psychology and sociology, engaging with contemporary developments, and the book serves a unique function in bringing diverse disciplines together. The diversity to be found in this book anticipates somewhat the wide range of readers that will use this text. What is not attempted in this chapter, therefore, is an engagement with readers already deeply familiar with Irish education history, or with the discipline of history of education; such work is more suited to a specialist text or an academic journal published for scholars working in the history of education. There follows, instead, an attempt to paint on a broad canvas in a way that will help readers of this book, while not compromising the richness of the primary and secondary material used. The chapter includes references to a range of material that both students and general readers will find useful in pursuit of widening their understanding of the history of Irish education.


INTRODUCTION


The chapter outlines some of the key legislative changes that have left a legacy to Irish primary education. While many historians of education have referred in passing to education legislation in support of their studies of national, intermediate and higher education, there has been a tendency in historical research to privilege the social context of education and the experience of schooling rather than dwelling on the legislation itself.1 One exception is Coolahan (1981, p. 4) who has noted that Ireland had ‘a long tradition of state legislation [in] relation to education’. This chapter examines some of that tradition, noting the impetus for some legislative changes, scrutinising some relevant acts and describing some of the ways in which they found expression.


The chapter will also note how the failure to enact certain changes had an important influence on Irish education and it will comment on how the education system evolved and how policy was made that accommodated both legislated and ‘unofficial’ contexts and changes. What will become clear is that education laws and policy initiatives came about to ‘make’ contexts and not just in response to them. The Penal laws on education are example of this: they imposed restrictions in education to facilitate political and economic control.2


The chapter draws mainly on legislation introduced between the 16th and 19th centuries, and it also makes some reference to bills and official reports. These can give some indication of legislative changes that were proposed, even if they were not enacted; additionally, reports from commissions of enquiry and from official bodies can illuminate for us how the enacted legislation was realised.


For the 19th century and up to 1920, many official reports, and the findings and recommendations of parliamentary commissions set up to examine education in Ireland, are contained within the British Parliamentary Papers. Taken together, acts, bills and reports are the very bedrock for research into the history of education in Ireland, and their legacy for education is everywhere, even today.


The legislation under scrutiny here mainly dealt with primary education, and it illuminates the issue of Church–state relations in education in Ireland. Extracts from many other documents, including legislation, reports and recommendations of commissions of enquiry, can be sourced easily in Hyland and Milne’s Irish Educational Documents, Vol. I. Extracts in this chapter which have been taken from this text are referenced verbatim (Hyland & Milne, 1987). Another most useful research tool is Parkes’s Irish Education in the British Parliamentary Papers in the Nineteenth Century and After, 1801–1920 (Parkes, 1978).


THE LEGACY OF LEGISLATION: PENAL TIMES


In Ireland in the 21st century, there is sustained public interest in the role of the Churches in schooling.3 It is worth reflecting on the history of the labyrinthine connections between the Churches, the state and schooling in Ireland. In Ireland, the notion that there is a role for the Churches in education dates back at least to the sixth century. Foreigners had bestowed upon Ireland the title of Insula sanctorum (island of saints), and Colmcille had founded the monastery at Iona from which Christianity was carried to Scotland, the Orkneys and the Shetlands. Missionary work spread through northern England and to the continent, and Columbanus founded several major monastic settlements in Europe.


However, centuries of invasion brought about the destruction of the monasteries and introduced English and continental influences into Ireland. Nonetheless, medieval records show that education remained under Church auspices. By the 16th century, Tudor policy included that schools should facilitate spreading the influences of the Reformation in Ireland, and this viewpoint was very firmly consolidated during the Penal period, when a series of laws were enacted to proscribe Catholic education and to harness schooling in the support of Protestantism and loyalty to the crown. The Catholic Church lost its public role in education, and the Church of Ireland claimed that role.


The Penal laws that eroded Catholic education require some scrutiny, as they illustrate the view in which the government held the Irish Catholic population. The passing of these acts indicates a government view that the Catholic clergy and Catholic teachers posed a threat to the crown, and that only the threat of severe punishment could break the Catholic hold on Irish education. In 1695, An Act to Restrain Foreign Education was passed. It prohibited Catholics from sending their children abroad to be educated at centres of Catholic education in countries such as Spain and France, and from having their children educated anywhere by ‘any Jesuit, seminary priest, friar, monk, or other popish person’. It also forbade that any money should thereafter be given to any Catholic ‘priory, abbey, nunnery, college, school, or any religious house whatsoever’.4 The final blow to Catholic education in Ireland was dealt by the absolute prohibition on Catholics running schools, as the law stated that ‘no person whatsoever of the papist religion shall publicly teach school, or instruct youth in learning’ (ibid., p. 48). In 1703 and 1709, threatening severe penalties, further pieces of legislation ensured that it was highly dangerous for any ‘person of the popish religion’ to send their children abroad or to be found teaching.5


One of the most significant outcomes of the Penal period was the emergence of an illegal and secretive system of schooling: the hedge schools (also called Pay Schools). Because hedge school masters moved regularly from town to town and were always wary of being reported to the authorities, they have left few records of their work and of the schools they operated. However, from the accounts of travellers in Ireland in the 18th century and from some official reports, it is possible to gain much insight into how this unofficial education system operated (McManus, 2002). By the end of the 18th century, there were some 9,000 of these hedge schools in existence catering for the majority of the Irish school-going population: the Catholic poor. So high was their reputation, that some Protestant families sent their children to them. The subjects provided included astronomy, land measurement, Greek, Latin, the English language, science and Mathematics. Such was the proficiency in the classical languages attained by some pupils at hedge schools that many of them spoke Latin and Greek on a daily basis. One contemporary recalled that some former hedge school pupils would ‘meet at the fairs and buy pigs from each other without ever using a word but Latin’.6


The hedge schools were to have a lasting influence on education in Ireland. Emerging in direct response to harsh legislation, they were clear evidence of a native initiative to take control of schooling—even at the risk of punishment or deportation. Though the hedge schools were not, strictly speaking, a ‘system’, they formed the largest type of schooling in Ireland until the establishment of the national system in 1831. In 1782 and 1793, the Catholic Relief Acts removed the Penal laws relating to education. Up to that time, Irish Catholics continued to go abroad in pursuit of higher education, especially to study theology, and they had developed their own foundations in Spain, Italy, France and the Low Countries. It is perhaps not surprising that hedge schools, with their extraordinary legacy, have found their way into literature, drama and art, and indeed the defiant nature of their existence has added to the perception that the Irish people deeply valued education and that they were as much a land of scholars as a land of saints.


THE PROBLEM OF THE NATIVE POOR: SCHOOLING AND SOCIAL CONTROL


Throughout the late 17th and 18th centuries, there were repeated ‘official’ efforts to provide schools for the poor that would be an alternative to the hedge schools. Though no legislation was passed on this issue, governments showed a sustained interest in education by establishing a series of commissions of enquiry, the findings and recommendations of which provide researchers with considerable data.


In 1791, an Irish Education Enquiry was set up, which surveyed provision in the country at the end of the century, including parish schools, royal schools and diocesan schools. The report was not published until 1858, perhaps because of its radical proposal that there should be a central state board established to reorganise and manage the existing schools. The task of the commissioners was continued in 1806 after the Act of Union. Detailed accounts of Irish education can be found in the 14 Reports of the Commissioners of the Board of Education in Ireland that resulted. There is information on teaching, curriculum, attendance, daily routines, children’s diet, discipline and labour undertaken by children in some schools. The reports were ordered by type of educational provision, so, for example, there are volumes on the Blue Coat Hospital, the Hibernian School, the schools founded by Erasmus Smith, and the ‘classical schools of private foundation’. There is also a volume on the charter schools, the emergence of which reflected increasing interest in the education of the poor within hedge schools and a desire to establish a Protestant alternative.


The success of the hedge schools gave considerable concern to the hierarchy of the established Church. The Protestant Bishop of Killala had complained that in his diocese ‘the popish schools [were] so numerous that a Protestant schoolmaster cannot get bread’ (Cahill, 1940, p. 121). Archbishop Hugh Boulter argued that the only solution was to establish an education system supported by the government, with the aim of instructing ‘the children of the Irish Natives ... in the English tongue and the Fundamental Principles of the true Religion’.7 The petition, sent in turn to King George II, resulted in a charter being granted for the founding of the Incorporated Society for Promoting English Schools in Ireland. Its schools later became known as charter schools, and they were established with the expressed aim of raising children in the ‘pure Protestant faith’, and rescuing them from the ‘dangers of superstition and idolatry’ in which it was believed the Catholic ‘natives’ lived. The only substantial study of the charter schools is Milne’s (1997) work, The Irish Charter Schools, 1730–1830, though some scholars have examined elements of charter school education in shorter works.8 The aims of the charter schools merit some scrutiny as they illustrate how Irish Catholics were viewed at the time. These aims were:






... to [train] up the children of the papists ... before the corruptions of popery have taken root in their hearts; ... to strengthen his majesty’s government, and the protestant interest of Ireland, by increasing the number of protestants ...; ... to cure by degrees, that habit of idleness, which is too prevalent among the poor of this kingdom ...; to introduce and spread, gradually, through the kingdom, the English spirit of improvement; ... [to dispense] charity in feeding, clothing and comforting many poor distressed children, orphans and foundlings ...


Incorporated Society for Promoting English Protestant Schools, 1737, pp. 4-5








The charter also revealed the view that schooling for the ‘native poor’ should have a strong vocational element. The schools were to give children a practical training; small farms and factories were to be attached to the schools at which girls were taught to spin, knit and do domestic work, while boys learned ‘husbandry and agriculture’. The pupils were to be given every encouragement to remain loyal to Protestantism and avoid turning back to Catholicism. For example, they were apprenticed to Protestant masters and mistresses, and they were given a premium of £5 if they completed their apprenticeships and married a Protestant. To remove the possible influence of Catholic homes, children were ‘transplanted’ to schools far from their homes and had little contact with their families again.9 This was a policy that continued for over a century.


Pupils at charter schools had such a poor sense of their backgrounds that their evidence to the Commission of Irish Education Enquiry (1825) was to cause concern. They often had no idea of their age, when they had first entered the charter schools or how long they had been institutionalised, though they were able to give vivid accounts of some of the brutal treatment that they suffered at the hands of the school masters.


The First Report of the Commission of Irish Education Enquiry (1825) is a source that merits some scrutiny for its inclusion of children’s evidence and for the stark honesty with which the brutal regime of the schools was reported. At Sligo charter school, the use of the birch rod, leather strap and wooden stick ensured that children laboured particularly hard at weaving; one pupil from that school testified that the master ‘used to get hold of the [pupils’] neck, and knock their heads against the boards ... and give them clouts in the jaw’. Another pupil gave an account of how the teacher would beat the children with a whip, and then ‘seize them by the throat, and hold them till they were ready to faint’ (Commission of Irish Education Inquiry, 1825, p. 159). Commenting on Kevin Street charter school, it was recorded by one pupil, Frances Coyle, that girls were beaten severely, and sometimes they were stripped for beatings. Coyle replied to the questions of the Commissioner that: ‘The provost ordered one of the girls to be beaten, to get a horsewhip; she was a very bad girl, and she was stript and beat’ (ibid., p. 256).


The charter schools drew criticism, both for the cruel treatment of children and because they did not facilitate the spread of literacy. The commissioners in 1824 were dismayed at the ignorance of pupils in the charter schools. Little school work was undertaken and the unhealthy conditions, together with the emphasis on labour, meant that children made poor progress. The schools became so unpopular with Catholics that their numbers fell dramatically in the second half of the 18th century. Commissioners’ reports noted that children were being sent in increasing numbers to the hedge schools, even when such schools were very overcrowded and ill-equipped. For example, a charter school built at Newport to cater for 40 pupils, had only 12 pupils in 1824, while 96 children—including 38 Protestants—were attending the local, overcrowded hedge school (McManus, 2002, p. 21).


The strong involvement of Catholic diocesan priests in the education of Catholic children can be dated from about this time. While the Banishment Act of 1697 had greatly reduced the number of Catholic religious in the country, some diocesan priests availed themselves of the Registration Act, 1697 (United Kingdom, 1697a, 1697b). This allowed them to register with the civil authorities, and pay two sureties of £50, whereupon they could continue to minister if they demonstrated good behaviour.


Diocesan priests responded to the dangers of proselytism that the charter schools presented, and the influence of the hedge school masters, by taking firm control of schooling. They established a system of parish schools, which they themselves controlled, with the support of a fund set up in Rome. Priests consolidated their influence in local schooling in the early 19th century by supervising the work of the hedge school masters and by co-operating with them where possible, and they also provided the necessary ‘approval’ needed by a schoolmaster if he was to gain employment and be accepted by parents. The Parochial Returns of 1824 show that teachers were either appointed by priests or they ‘taught with the sanction and approbation of the priests, who visited the schools and superintended the instruction of the children’ (Brennan, 1935, p. 62).


As McManus (2002) has noted, priests had no option but to work with hedge school masters and mistresses. There were 2,627 Catholics to every priest at the start of the 19th century, and since catechesis was the main objective of these priests, they relied on the co-operation of hedge school masters. Many masters were also involved in the Confraternity of Christian Doctrine, a Catholic revival movement that encouraged its members to attend chapel on Sunday and promote Sunday schools for Catholic children.


By the late 18th century, the repeal of relevant Penal laws on education and the increased involvement of religious in schooling, brought changes in the management and control of Irish education. A seminary was founded in Maynooth in 1795 to train candidates for the secular clergy while, at the same time, increasing numbers of religious congregations were establishing themselves in Ireland and opening schools. Catholic religious operated initially at a time when government funding for schools continued to be channelled through Protestant voluntary societies. One of these societies—the Kildare Place Society (KPS)—had been founded with a view to becoming the main provider of schooling and teacher-training, in order to ‘afford the same facilities for education to all classes of professing Christians without any attempt to interfere with the peculiar religious opinions of any’ (Society for Promoting the Education of the Poor of Ireland, 1820, p. 60). While the KPS enjoyed some popularity, and developed an elaborate and efficient system of provision of school supplies and training of teachers, it eventually fell into disrepute and was accused of discriminating against Catholics by allowing the Bible to be read ‘without note or comment’ within schools. Daniel O’Connell was at the forefront of the opposition to the KPS, arguing that this situation was unacceptable to Catholics. The increasing confidence of the Catholic Church meant that its rejection of the KPS as a possible national system of education was heeded. The schools were criticised by Dr James Warren Doyle, Bishop of Kildare and Leighlin, for instances of proselytism.


A victory for Catholic bishops was the setting up of the Commission of Irish Education Inquiry in 1824, which was established to investigate the state of schooling, including that provided by the KPS. While the reports of the commissioners did not lead to an instant resolution of the problem of mass education in Ireland, they certainly provided ample evidence that the various denominations had firm ideas on the principles that they believed should inform education, and indicated the limits of public tolerance on the question of denominational education.


The reports of the 1824 commission are a most important source in the history of Irish education. Even allowing for contemporary tastes and possible bias in accounts, the reports contain much detail on the different types of school and on education providers. The reports also are a useful point of reference when attempting to assess the relative success of subsequent provision, and they help to create the education context leading up to 1831, when the government of Earl Grey supported the establishment of a state-funded national system of education.


LITERACY FOR ALL: NATIONAL SCHOOLING


It is noteworthy that when the considerable machinery of the national system was put in place in 1831, there was no act to legislate for this major initiative in state-funded, mass education. This probably reflects the conservative position of the architects of the system, who were aware than it might have to be recalibrated at intervals and that it was something of an experiment. The experimental nature of the system has been noted by scholars such as Akenson (1970) and Coolahan (1981). As Coolahan has commented, ‘Ireland, as a colony, could be used as an experimental milieu for social legislation which might not be tolerated in England ... thus education was one of a series of social policies such as an organised police force, improved health services, a Board of Works, which were introduced into Ireland in the 1830s’ (Coolahan, 1981, p. 4).


The nature of the ‘experiment’ devised in 1831 was laid out in a letter written by the chief secretary of Ireland, E.G. Stanley, to the Duke of Leinster. In the letter, Stanley informed the duke of the intentions of the government to ‘constitute a board for the superintendence of a system of national education’, and invited him to become president of this new board. The letter became known simply as the ‘Stanley Letter’.10 While the Stanley Letter is a blueprint for change rather than a piece of legislation, it reflects both the experimental nature of the innovation and the emerging awareness that previous efforts at a state-supported, mass system, such as those of the KPS, had foundered on the ‘denominational issue’. Examining this blueprint, it is possible to see how it had been created in a way that anticipated some resistance from parties, but it also showed commitment to spreading literacy among the ‘native poor’ and developing an effective system of teacher training.


The aim of the national system was to provide ‘if possible a combined literary and a separate religious education ... a system of National Education for the lower classes of the community’ (ibid.). At the time of its inception, out of a population of some 8 million people, 6.5 million were Catholic, and there was pressure on the National Board to develop the system as one of non-denominational schooling, rather than to revert, once again, to supporting schooling via Protestant agencies. Over decades in which the system faced criticism and many challenges, it nonetheless increased in popularity; in 1831 the national schools enrolled over 100,000 children, and this number increased to almost 1 million within 40 years.


The establishment of the national system involved creating several administrative layers and a detailed reporting mechanism. As a consequence, there are many records of national schooling in Ireland with which the scholar can work. An unpaid National Board of Commissioners was formed, and the annual reports of this board contain much data gathered on schools, enrolments and attendance, books and materials, and the training and payment of teachers. The titles of the schools were vested in trustees, though some were non-vested, and each school had a patron, usually the local bishop or ecclesiastical authority, who took the initiative in setting up the school. The patron appointed a school manager, also often a local clergyman, who, in turn, employed the teachers and managed the school. The record-keeping attendant in managing a national school has left school registers and roll books, discipline books and inspectors’ report books.11 The practice whereby national schools were obliged to use textbooks created and supplied by the Commissioners for National Education has resulted in a significant number of such books remaining in libraries and repositories, from which scholars can get a good idea of the academic diet of the school children.12


These sources combine to give a sense of the changing face of primary schooling after 1831. While the initial plan was that the system would support non-denominational schooling, it quickly became denominational. The different Churches expressed antipathy to elements of non-denominationalism, that, initially, threatened to destroy Stanley’s plans. The Presbyterian objection was to the denominationally mixed nature of the board, and the powers this board had over schoolbooks and teachers. There was additional hostility to the fact that the Bible had been removed from the centre of education and to the rule that religious instruction was to take place separately from literary instruction. The Church of Ireland also objected to the latter regulation, and to the weakening of its control in education. The Catholic Church had a complex relationship with the system; while it initially tolerated it for any potential benefits to Catholic children, it became hostile to the principle of mixed education. By 1836, the Christian Brothers had openly demonstrated their concern with the influences of Protestantism and British culture, and they withdrew their schools from the system.


The national system made slow progress in the early decades of its existence. Nonetheless, the machinery of the system continued to be developed and promoted. Most particularly, the ‘five graded reading books’ produced for use in schools continued to be modified, produced and distributed into schools in an attempt to provide a solid education that avoided instruction in the Irish language, history and culture, and made a modest use of Protestant religious tracts.


The aim of the first and second reader was to introduce children to simple words and short sentences, while the advanced readers had short lessons on the history of the British monarchy, the geography of England and some natural science. There was also occasional use of extracts from works by evangelical writers such as Hannah More and Sarah Trimmer, and there were special ‘female reading books’ for use by girls, that delivered lessons on domestic economy, and the need to be meek and humble. The Reading Book for Use of Female Schools appeared in 1854, and was followed by the Girls’ Reading Book for Use of Schools (1864). In 1869, the commissioners added the Manual for Needlework and, in 1885, they produced Short Lessons in Domestic Science, both directed at girls. The Manual for Needlework advised its young readers that: ‘... a practical knowledge of plain needlework is, probably the most important acquirement for females, especially for those attending the National Schools of Ireland’ (Commissioners of National Education in Ireland, 1869, preface (unnumbered)).


The all-pervasive tone of the reading books produced by the Commissioners for National Education in Ireland was that children should learn self-control and obedience to their elders and betters; additionally, a message of social control permeated the books, leading many scholars to argue that the reading books—and indeed the schools—facilitated the British cultural assimilation policy for 19th-century Ireland. Indeed, Goldstrom (1972), in the only substantial examination of national school textbooks, adopted the perspective that the textbooks facilitated ‘social control’. The relative failure of the system to contribute effectively to that policy is, in part, because progress by pupils was very poor: there were high levels of absenteeism and early school withdrawal, and there was also the impact of famine which resulted in disease, death and mass emigration. It is perhaps unsurprising that during the first 50 years of the national system, the majority of Irish children did not progress beyond the second reader (see Goldstrom, 1972; Coolahan, 1981; Raftery & Parkes, 2007).


Reflecting a commitment to gathering and analysing ‘useful facts’ that was characteristic of the Victorians, it was decided in 1868 to appoint a commission, under the chairmanship of Lord Powis, to assess the state of national education in Ireland and to determine whether or not the system was providing value for money. Once again, it is possible to see how detailed gathering of information, bound and catalogued within the British Parliamentary Papers, provides scholars and readers with a legacy of source material on schooling in Ireland. Some of the recommendations of the Powis Commission would have far-reaching effects on schooling, literacy levels and on the teaching profession. One of the recommendations was the introduction of a system of payment-by-results, whereby national school teachers were paid ‘results fees’, in addition to their salary, depending on the performance of their pupils. A scale of payments was devised for each subject at each level (see Table 1.1). By the end of the century, ‘a teacher’s salary could vary from £30 (for a female assistant teacher) to over £70 (for a male first-class teacher)’ (Hyland & Milne, 1987, p. 129) and the additional payments on the basis of pupils’ results were calculated and added to the basic salary.


The introduction of payment by results contributed significantly to increasing the reading and writing proficiency of pupils, and it is fair to say that this kind of progress was to lead to a need for a system of intermediate (or second-level) education. When the Intermediate Education Ireland Act was passed in 1878, it provided young men and women with a route into civil-service jobs and the universities, opening up well-paid careers and the ‘learned’ professions to Irish Catholics.
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Source: Commissioners of National Education in Ireland, (1872). In: Hyland & Milne, Irish Education Documents, Vol. I. p. 129.


CONCLUDING COMMENTS


Though it is beyond the scope of this chapter to discuss the far-reaching consequences of late 19th century legislation and policy in Irish education, it is possible to see strong points of connection between many of the major education innovations from Penal times to the mid-19th century, and to tentatively suggest that the legacy of policy and legislation can be clearly seen today.


The most obvious legacy is the ongoing debate about whether or not the Churches should have a role in managing schools. As seen in this chapter, the relationship between Church and school was formally recognised as early as Penal times, when the position of the Anglican Church in Ireland was supported through education legislation and through the efforts of the proselytising agencies involved in education.


From this time too, and perhaps even more obviously in the 19th century, there was a clear recognition that schools could be used as agents of social control. The long and often painful history of the relationship between schooling and control spans centuries in which the Irish language and culture were almost erased, and a state-supported, national system of schooling was established to promote literacy in the English language.


The tendency to privilege ‘academic’ education and memory work can also be traced to the founding stages of the national system, though, as this chapter has indicated, the indigenous hedge schools also promoted scholarly pursuits and education in the Classics. With an explicit favouring of rote-learning and drill, the payment by results era, that was ushered in following the findings of the Powis Commission in 1870, would cast a long shadow on the organisation of schooling and would give status to the use of terminal assessments. A superficial examination of the payment by results scheme also shows how the formal curriculum was becoming ‘gendered’. Traditionally ‘male’ and ‘female’ subjects were valued differently, as was the work of men and women teachers. While needlework attracted a modest payment of 2s 6d for every successful fifth class girl, the ‘male’ subject of agriculture drew a payment of 5s at the equivalent level, and male teachers were paid higher basic salaries than their female counterparts.


Considering some of these issues at this early point in this book will allow the reader to remain mindful of the fact that the history of education can help us to understand and contextualise better many of the concerns of educators and education researchers today.
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2


‘WORDS IMPORTING THE MASCULINE GENDER INCLUDES FEMALES’:1 WOMEN AT UNIVERSITY COLLEGE DUBLIN IN THE FIRST DECADE OF THE 20TH CENTURY
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Judith Harford


It is perhaps difficult to conceive of a time when women in Ireland were excluded from entry into university solely on the basis of gender. This, however, was the case until the closing decades of the 19th century. Women gained access to the Royal University of Ireland in 1879, to the Queen’s Colleges from the 1880s and to Trinity College Dublin in 1904 (Harford, 2008).2 The opening of universities to women in Britain and the growing strength of the women’s lobby internationally meant that, by 1908, University College Dublin (UCD), one of the three constituent colleges of the newly established National University of Ireland (NUI), had no alternative but to open its doors to women on equal terms as men.


While those women who passed through the doors of UCD in the first decade represented a minority of middle-class women whose social, cultural and economic position enabled them to benefit from reform of higher education, their participation in higher education had wider social implications. It shattered the Victorian ideal of womanhood which confined women to a life in the private sphere and, for the first time, allowed women access to the professions, previously a male preserve, thus extending the potential and capacity for women’s involvement in wider social and political arenas. Gains were slow and tentative, however. The scale of opposition to reform was considerable, with public discourse objecting to the admission of women to universities on religious, moral and physiological grounds.


The reform of women’s higher education in the latter part of the 19th century did not occur in a vacuum but was part of a wider climate of reform which sought to improve the social, economic and political status of women (Evans, 1977). Similar movements were also emerging across Europe and the United States, where educational reform became part of a wider movement for economic and political autonomy. Demands for improved educational and employment opportunities led to a series of further demands, including property and child-custody rights for married women, female representation on public boards and local authorities, the right to vote in local elections, and, ultimately, the right to the parliamentary vote (Cullen Owens, 2005, p. 4). This process was paralleled in most Western countries, and is described by Evans as ‘the history of a progressively widening set of objectives’ (Evans, 1977, p. 34). The reform campaign also took place against the backdrop of the wider ‘Irish university question’ which had dominated the political agenda since at least the 1850s. The key ‘question’ which successive governments had failed to answer was how best to accommodate the demands of lay Catholics to a university education in line with Catholic principles while promoting a non-denominational policy agenda. The politically charged nature of the ‘university question’ was such that it was never purely an issue of educational provision. As Coolahan (2008, p. 3) has noted ‘the university question was never purely an educational issue; it was interpenetrated by political, religious and economic considerations’. Although the focus of interest was unapologetically on Catholic males, Catholic, and indeed all, women profited from aligning their campaign to the wider university question.


What were the objectives of those women lobbying for reform in higher education in the latter half of the 19th century? In the early stages of the campaign, demands for educational reform were based on conservative and socially acceptable arguments, namely that access to higher education would better equip women to carry out their role as wives and mothers. At this point, those advocating reform argued for the endowment of single-sex, denominational women’s colleges in which women would receive an education comparable to their male counterparts. The pioneering women’s colleges were the Ladies’ Collegiate School (1859), later renamed Victoria College Belfast, and Alexandra College Dublin (1866). The former was founded by Margaret Byers, Presbyterian educationalist and temperance activist, while Anne Jellicoe, prominent Quaker and educationalist, was the vision behind the latter. Both colleges shared much in common with the ideology and ethos of new academic schools and colleges for middle-class girls emerging in England at the same time, which promoted the study of Latin and Mathematics, in an effort to bring the education of girls in line with that of boys (Dyhouse, 1981; 1995). Central to their mission was the securing of the right of girls to participate in the public examination arena, including the recently established examinations of the Intermediate Board and the Royal University of Ireland. Success in such examinations meant the acquisition of valuable cultural capital which could, in turn, be transferred to the field of employment (Jacobs, 2007).


Catholic women’s colleges were slower to emerge because of the Catholic hierarchy’s opposition to the new direction in the higher education of women which, it warned, could damage the moral fabric of the family. The Catholic Church was the dominant force in Irish social and political life at this time and was a key agent in shaping educational policy and provision at all levels. While it diligently pursued the goal of providing for the higher education needs of Catholic males, it initially dismissed the appeals of Catholic women for access to higher education within a Catholic setting (Harford, 2005). However, when it emerged that Catholic women were prepared to source higher education in non-Catholic establishments, the hierarchy was left with no alternative but to revisit its policy and cater for the needs of Catholic women in the higher education arena. Motivated by the perceived threat of proselytism, the hierarchy supported the establishment of a series of Catholic women’s colleges from the 1880s, the most successful of which were St Mary’s University College, Merrion Square (1893), operating under the auspices of the Dominican order, and Loreto College, St Stephen’s Green (1893).


The women’s colleges were highly significant to the wider reform movement for a number of reasons. They were established with the purpose of targeting the more prestigious and valuable domains of knowledge, which resulted in participating women students having access to a range of high prestige cultural and social capital (Harford, 2007). They provided teaching in the liberal arts, exposing women for the first time to a rigorous academic curriculum and to participation in the public examination arena. They also promoted participation in student societies, which advanced women’s capacity to fulfil a more public and active role in 19th-century Irish society. Many of the prominent women activists of the period, including Mary Hayden, Agnes O’Farrelly, Alice Oldham and Hanna Sheehy Skeffington, were students and subsequently teachers at these colleges. Although the colleges did not enjoy the status and prestige of the older universities, they provided a structure and a framework to the embryonic women’s higher education campaign at a critical and formative juncture.


Notwithstanding the success of the women’s colleges, by the turn of the century, women were no longer content to be ‘shut up in women’s colleges’. Despite the views of a minority of women that women’s experience of higher education both as students and as academics would be more positive in women’s colleges, by this stage, the majority of women desired full and unequivocal access to the university domain, on equal terms as their male counterparts. Trinity College Dublin’s decision to finally admit women in 1904 following decades of trenchant opposition sealed the fate of the women’s colleges and gave further momentum to the campaign for full access to the university domain. In the end, it proved expedient to admit women rather than to risk the recognition of Alexandra College Dublin as a women’s college within the University of Dublin, in which Trinity had been, since its foundation in 1592, the sole constituent college. Such a framework might have led to the recognition of a Catholic college within the University of Dublin which would have been staunchly opposed by college authorities (McCartney, 1999, pp. 25–6).


Following numerous attempted settlements, a final solution to the university question was reached under the Irish Universities Act of 1908. Under the terms of the act, the Royal University of Ireland was dissolved, Queen’s College Belfast was elevated to the status of a university in its own right and the National University of Ireland, with its three constituent colleges—University College Dublin, University College Cork and University College Galway—was established (Coolahan, 1981, p. 123). Non-denominational and state-funded, there was a prohibition on religious tests and ‘no test whatever of religious belief’ was to be imposed on professors, lecturers, fellows, scholars, exhibitioners, graduates or students. However, although both universities were theoretically non-denominational, the act was, in many ways, a clever compromise, conceding to the demands for denominational education on both sides without overtly supporting it. As Pašeta (2000, p. 282) notes, ‘covertly sectarian’, the act ensured that Queen’s University Belfast catered for Presbyterians, while the NUI catered primarily for Catholics.


Although non-denominational by statute, in December 1914, UCD was considered ‘thoroughly Catholic in its actual tone’ (National Student, 1910–15). One of the objectives of the new university was to fulfil its potential to be ‘national’ and the driving force in the shaping of a new Ireland. The early decades in the life of the university were shaped both by its Catholic identity and its nationalist stance. Many of the early graduates would become, to cite Kate O’Brien, novelist and playwright, and a student of UCD in the period 1916–19, ‘strong torches, across the dark field of this extraordinary period’ (O’Brien, 1955, p. 3). Many of the early academics and students would significantly shape the consciousness of the emerging nation. Prominent women associated with UCD in this embryonic phase of its development included Mary Colum, Louise Gavan Duffy, Mary Hayden, Kate O’Brien and Agnes O’Farrelly. Described in May 1910 as ‘an engine of national culture’ (National Student, 1910–15), the university represented a literary and political nucleus at the very core of an emerging nation. The literary movement, the Gaelic League and the Sinn Féin movement were all part of its evolution. It was synonymous with what Pašeta refers to as ‘the rising Catholic university elite’ (1999, p. 53).


The 1908 settlement had, in many ways, presented women with numerous possibilities. Unlike those women who entered Trinity College in 1904, women entering UCD were part of a new beginning. As a result, they were less subject to the kind of rigorous monitoring and control to which Trinity women were subjected. As a method of limiting women’s impact across the university, women students attending Trinity College were required to leave the campus by 6 p.m. each evening and women academics were prohibited from using the Common Room (Parkes, 2004, p. 55). Their hall of residence, situated in Dartry, was also a significant distance from the university which also meant their movements were restricted. Commenting on the relative freedom of women attending UCD, Mary Ellen Murray, a student of UCD in the 1920s, noted:






Grafton Street in the 1920s was a pedestrian precinct and during the fashionable hours it was crowded with smartly dressed people strolling along at a leisurely pace, window shopping, stopping to chat with acquaintances, and dropping in for afternoon tea to one of the many cafes. During term a considerable portion of the throng was composed of university students from both UCD and Trinity College. The Trinity students on parade were almost exclusively male. The reason for this may have been that the Trinity Hall of Residence for women was in Dartry, a considerable distance from the college, but there was also the fact that at this period Trinity was very much a male preserve and women were excluded from many college activities. The Trinity men students were easily distinguishable from their UCD counterparts. They were usually better dressed, seemed more mature and self confident, and many of them spoke with an English accent. We eyed them with interest and curiosity as if they belonged to a different species!3








As Murray notes, the location of the women’s residence and its proximity to the college was a key factor in the experience of women students. When it officially opened in November 1909, UCD was divided across buildings at Earlsfort Terrace, St Stephen’s Green and Cecilia Street, all within walking distance of the city centre. The majority of women students attended lectures at St Stephen’s Green, where the Faculty of Arts was located and Cecilia Street where the Faculty of Medicine was located. A reading room, cloakroom and sitting rooms for female students were also provided at 82 St Stephen’s Green. The majority resided at either Loreto Hall or St Mary’s Dominican Hall, both located on St Stephen’s Green and hence just a short distance from the hive of university activity. Both residences offered extra social and cultural activities for women students, including the production of plays and musicals as well as society meetings. The residences also attracted many prominent members of the Catholic intelligentsia, including the poet and novelist Katharine Tynan and the author Shane Leslie.


Nonetheless, although subject to less rigorous control than women attending Trinity College, women attending UCD were subject to a strict code of discipline designed to safeguard propriety in the co-educational university. A ‘Lady Superintendent’, E.H. Ennis, was charged with responsibility over students’ ‘general conduct outside the precincts of the College’ (University College Dublin Calendar, 1910–11, p. 83). Within lecture settings, a ‘Sunday school atmosphere’ and a ‘frigid decorum of behaviour’ were said to prevail (National Student, 1910–15).


A series of rules was also drawn up to monitor the movements of women students. These included the following: students were forbidden from organising or attending any entertainment in lodgings which may encourage the attendance of both men and women students; women students not residing with their parents were required to obtain permission of their Officers of Residence before accepting invitations to dances ‘or similar entertainments’ and; men and women students were not permitted to reside in the same lodging house, except in the case of members of the same family, and in cases approved by the Officers of Residence.


Poking fun at the code of discipline, the National Student, the college magazine, proposed alternative rules for students in its December 1915 edition. Among the rules proposed for ‘lady’ students were ‘no Lady Student is to have hair the same colour as any male student’ and ‘no Lady Student is to have feet of the same size as any male student ... Lady Students are debarred, under penalty of rustication, from appearing without at least four chaperons within three miles of St Stephen’s Green’ and ‘if a Lady Student sees a male student in the College she is to do penance in sackcloth and ashes for the space of the calendar month’ (National Student, 1910–15). Nonetheless, despite the frivolity of the editors of the National Student, the code of discipline was strictly enforced. Students who breached the rules of discipline, particularly in relation to the unauthorised mixing of male and female students, were immediately reprimanded. A perceived breach of the code of conduct by two women students who had held a dance in their lodgings in March 1914 resulted in the president of the college requesting a full apology and writing to the students’ parents.


Yet, despite the limits imposed on the freedom of students, the new life of the university provided excitement and stimulation for both men and women. Kate O’Brien recalled her time at Loreto Hall as follows:






Granted we had to be indoors at eleven—but some of the greatest men of the thirteenth and fourteenth centuries had to accept a nine o’clock curfew in Paris and Salamanca. After ‘lights out’ we lit candles in our cubicles and heated up Bovril and crept downstairs and stole Mother Eucharia’s honey and brown bread. We were always hungry and seem to have been always impelled to talk and argue half the night.


O’Brien, 1955, p. 6








It is perhaps not surprising that the majority of women students attending UCD in 1909 enrolled in Arts, since women had historically concentrated their efforts in this field. Of the 42 women who entered in this year, 29 enrolled in Arts, the remaining 13 enrolling in medicine. The majority of women students who had gone through the Royal University of Ireland were successful in the area of Arts, and modern languages in particular. As Mary Colum, the writer and literary critic, noted ‘myself and nearly all my fellow students among the girls were going in for the same sort of degree in modern languages and literatures—the girls at the time in Dublin rarely went in for a classical or mathematical degree’ (Colum, 1947, p. 81). However, not all parents viewed an Arts degree as an appropriate choice of discipline for their daughters. Mary Lavin, short-story writer and novelist and a student of UCD in the 1930s, recalled her father Tom Lavin bringing along ‘a big wad of cash’ when enrolling her, and on hearing what the Arts degree fee was, he reputedly asked, ‘What kind of a degree is this Arts anyway, Mary, if it’s so cheap?’ (Walsh, 2005, p. 123).


Women continued to dominate in the field of Arts and in the area of social science which emerged in the 1960s. The propensity of women to gravitate towards Arts and shy away from fields such as Engineering and Architecture reflected the long-term legacy of the gendered nature of the curriculum, both formal and hidden (Lynch, 1989a; Kehily, 2002).


Quite a significant number of women students who registered in the session 1909–10 went on to work as teachers. The names of eight women students enrolled in Arts in 1909 appear on the first Register of the Intermediate School Teachers in Ireland, published in 1919. Teaching was an obvious career choice for female graduates in Arts, as it was in many ways a continuation of the nurturing role (Blackmore & Kenway, 1993; Drudy et al., 2005). A teaching diploma had been introduced in 1899 in the Royal University of Ireland and UCD subsequently introduced a Diploma in Education under the direction of Professor Timothy Corcoran, Roman Catholic priest and educationalist.


The number of women enrolled in the Faculty of Medicine is perhaps more surprising in that medicine was one of the oldest professions dominated by men. However, by 1909, women had already made significant inroads into the medical profession in Ireland. One of the most important dates in the history of women’s involvement in the medical profession in Ireland was the decision in 1876 of the Royal College of Physicians of Ireland to open its examinations to women (Finn, 2000). In 1885, the Royal College of Surgeons in Ireland had decided to extend its privileges to women and, by 1896, the medical schools of the Queen’s Colleges and the Medical School, Cecilia Street, were also open to women students. By 1919–20, women numbered one in six of the medical students at UCD (McCartney, 1999, p. 82).


Women embraced the opportunity to become involved in student societies and used the social network represented by the societies to advance their role in the college and in wider society. Among the societies in which women were active in the early years were the Scientific Society, the Chorale Society, the English Literary Society, the Medical Society, the Gaelic Society and the Literary and Historical Society (L & H). The admission of women to the L & H was a significant breakthrough, following decades of resistance when the society was part of the former Catholic University. Their admission was, however, not universally welcomed:






The entrance of ladies marked an epoch in our history. Whether we wished for their presence or not was shown by the fact that by an unfortunate instance of ‘rules run mad’ they voted themselves into the rights of membership. They have added practically nothing to the speaking force, yet they take up a good deal of room, and one is sorry to see that from such a deal of impressiveness so little should have come.


July 1911 (National Student 1910–15)








Women students and academics also became actively involved in external political organisations such as Cumann na mBan (the Irish Women’s Council) which was founded in 1914 as a women’s auxiliary to the Irish Volunteers (Cullen, 1997, p. 271). Prominent UCD women associated with the organisation included Louise Gavan Duffy and Agnes O’Farrelly.


Gavan Duffy, a founder member of the organisation, was one of the more prominent UCD women to take part in the 1916 Rising. She graduated with a BA in 1911 and an MA in 1916. In January 1914, prior to completing her Masters, she was appointed to the post of Assistant in the Education Department, working alongside Timothy Corcoran. She subsequently taught at St Ita’s School before co-founding Scoil Bhride, an Irish-language secondary school for girls, in her own home at St Stephen’s Green in 1917. The school later transferred to Pembroke Road and then on to Earlsfort Terrace, where it was used by student teachers in the college’s Education Department (Walsh, 2007, pp. 332-3). O’Farrelly, also a prominent member of Cumann na mBan and a member of the executive of the Gaelic League, was one of the first women appointed to a lectureship in UCD in 1909. She was subsequently appointed Professor of Modern Irish Poetry following the resignation of Douglas Hyde in 1932. Deeply committed to the revival of the Irish language and Irish culture across the college, she was active in the Gaelic Society and was also behind the establishment of a Camogie Club in May 1914. Commenting on her experience in the Camogie Club, one student noted:






We have a Camogie Club here. We refused to play that horrid English game-hockey; besides, you have to run too much in it ... Our superiors told us it was not a lady-like game—fit rather for the masculine woman. We go out to Terenure on Thursdays and Sundays. The boys are not allowed out on those days, although some hang around, pretending to play football!


June 1914 (National Student, 1910–15)








As McCartney (1999, p. 83) notes, ‘the ratio of women to men among the academic staff had started out on a promising note’. The original appointment of statutory staff under Statutes I and II provided for the establishment of 45 professorships and six statutory lectureships. Three women were appointed to professorships and one to a lectureship. Yet, despite the significant number of women appointed to senior academic posts, it must be remembered that their number, as a proportion of the entire university staff, was small. Furthermore, all senior appointments were in the Faculty of Arts, and this remained the trend for some time. Women appointed at this level included: Mary Hayden, Professor of Modern Irish History; Mary Macken, Professor of German; Maria Degani, Professor of Italian and Spanish; and Agnes O’Farrelly, lecturer in Irish language. Of these women, Hayden was without doubt the most formidable. The daughter of Thomas Hayden, former Vice-President of the Royal College of Physicians and member of the Senate of the RUI, she had been educated at the Ursuline Convent, Thurles, before studying at both Alexandra College and St Mary’s University College. She was nominated as the only woman member of the Senate of the NUI, in 1909, and was appointed Professor of Modern Irish History in 1911. She was also Vice-President of the Irish Association of Women Graduates (IAWG), an organisation founded in 1902 to ‘promote the interests of women under any scheme of University Education in Ireland, and to secure that all the advantages of such education shall be open to women equally with men’ (IAWG to the Chancellor and Senators of the National University, n.d.). Although its central focus was university reform, the IAWG also became involved in the debate over teacher registration and worked to advance employment opportunities for women. A student attending Hayden’s lectures in the early days at UCD recalled her as ‘brisk and matter of fact without being fussy. Far from expecting to be waited on, she stepped up on a chair, hung up her map, and started work without a trace of ceremony’ (The Lanthorn, December 1942). Nonetheless, the presence of women academics among the senior layer of the academy did not last and, by 1949, there was only one woman professor on staff, Kathleen Cunningham.


Perhaps what is most surprising about the unconditional admission of women to University College Dublin in 1909 was the lack of upheaval to college life, following a period of intense struggle and resistance. When examining the official records of the college for this period, the absence of any comprehensive engagement with the admission or inclusion of women students is remarkable. In part, this was due to the gradual and fragmented way in which women had gained access to the wider university domain during the previous decade, however, it was also due to the collective acceptance of the inevitable integration of women into the university sphere.


By the end of the first decade of the 20th century, the argument for a single-sex college was no longer to be heard. The integration of women into the life of the university was facilitated, in no small part, by a strong, resilient cluster of women academics, keen to provide women students with a positive and fruitful experience of university education. Hayden and O’Farrelly, in particular, were highly active and visible members of the university, and particularly vocal in relation to issues affecting women students and academics. Their presence ensured a voice for women students and they were highly regarded in the academic community. However, while the first decade of women’s admission was largely a success, particularly in relation to the number of senior academic posts occupied by women, the history of UCD has not always been so supportive of women academics. This struggle continues today, as the battle of women academics to obtain equal participation at all levels within the university structure remains active.


ENDNOTES
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EDUCATION AND THE KNOWLEDGE ECONOMY: A CHALLENGE FOR IRELAND IN CHANGING TIMES
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Sheelagh Drudy


INTRODUCTION


Since the 1960s, education has been seen as central to social and economic development in Ireland and, over the past decade, policy has focused in particular on education’s role in building a ‘knowledge economy’ and enhancing social cohesion. This chapter focuses on policy choices relating to these themes in order to provide a basis for understanding the link between education and sustainable social and economic development.


First, it looks at a number of background issues, including economic growth, inequality and recession. The chapter then considers the concept of the knowledge economy and the related idea of the knowledge society, outlining what these concepts imply. It also addresses the equally important issue of equality. Equality is directly linked to other important policy goals—those of social cohesion and the improvement of the quality of life for the genuine enjoyment of fundamental human rights and the respect of human dignity (Council of Europe, 2009). The chapter is also concerned with the educational policy choices now available to Ireland in a period of economic downturn, including choices relating to teacher education.


THE BACKGROUND: ECONOMIC GROWTH, INEQUALITY AND RECESSION


If becoming a knowledge economy/society is a legitimate goal for Ireland (and there is some debate about this), then we need to consider progress over recent years. A country’s progress can be measured in many ways. One commonly used measure is the rate of national economic growth (or income) as measured by Gross National Product (GNP) or Gross Domestic Product (GDP). The latter measure, which includes the income generated (some repatriated to parent countries) by multinational firms, is used extensively in the European Union. GNP is a somewhat better measure as it relates to the income accruing to the country, as opposed to GDP which, in many cases, masks significant repatriation of profits. However, both measures are subject to serious criticism and should be regarded as inadequate indicators of progress because of their failure to take account of the distribution of income and the prevalence of poverty as well as key indicators of ‘development’, such as educational achievement, health care and housing provision. Nevertheless, because of the use of these measures by most countries, reference will be made to them below, bearing in mind these cautionary comments.


In this chapter, there is an emphasis on material inequalities as represented by the distribution of income. It is particularly important for any assessment of Ireland’s education system to be contextualised within a framework of material inequalities, as it is not possible to understand the operation of the system without reference to the distribution of income, wealth and life chances (see Drudy & Lynch, 1993). This is, of course, equally true of all education systems and there is an extensive international literature on education and equality. There are global inequalities and national inequalities which shape all education systems (Baker et al., 2006, pp. 413–14). Material inequalities, such as income inequalities, however, make up only some of the important inequalities in industrialised countries and in the world as a whole (ibid.). Baker and his colleagues point out that there are also important inequalities of respect and recognition: inequalities in the relative status of members of different groups, expressed in the varying degrees of esteem and contempt that they show towards one another and that social institutions and structures embody (ibid.). In this chapter, space does not permit a consideration of all these, and so the focus is mainly on income distribution and a number of international, social-cohesion indicators.


On the narrow measure of economic growth, Ireland undoubtedly performed well over the period from 1993–2007. During the 1990s, it was the fastest growing economy in Europe (European Commission, 2008). However, income inequality remained a feature of the economy and, in fact, was exacerbated by the state’s own budgetary policy in the 1990s—although the lowest income groups gained slightly in the budgets of 2000–2005 (Callan et al., 2005).


Income inequality is exemplified by the ‘Gini index’ which is a measure used by many national and international agencies (Central Statistics Office, 2007, p. 9).1 The CSO figures show that, for example, in 2006 the Gini index for Ireland was 32.4. Income inequality may also be illustrated by looking at the distribution of income among the different fifths (quintiles) of the population, from highest to lowest average incomes. The ‘quintile share ratio’, was 5.0 per cent in 2006. This meant that the income of the top 20 per cent of the population was five times that of the lowest income fifth (ibid., p. 9). In fact, Ireland remained an outlier among rich European nations in its high degree of income inequality, though still falling well short of the level seen in the United States (Nolan & Smeeding, 2005). These issues were particularly serious in their consequences for young people and for the education system. The implications for the knowledge economy are considered later.


Following this period of dramatic economic growth (yet enduring inequality), Ireland’s economic circumstances changed drastically in 2007–2008. From the position of having one of the highest annual economic growth rates anywhere in the world, Ireland moved very rapidly into a period of recession, deflation and economic contraction. Economic decline accelerated in 2008 and in the first half of 2009. Initial estimates of Gross Domestic Product (GDP) and Gross National Product (GNP) for the first quarter of 2009 showed strong declines in both measures. Compared with the corresponding quarter of 2008, GDP at constant prices was 8.5 per cent lower while GNP was 12.0 per cent lower (Central Statistics Office, 2009a). Towards the end of 2008, in the face of the imminent collapse of the banking sector, the government provided guarantees to the financial sector of more than 250 per cent of GDP (International Monetary Fund, 2009). By the middle of 2009, the seasonally adjusted, standardised unemployment rate was almost 12 per cent for the first time since the early 1990s (Central Statistics Office, 2009b).


This economic turnaround had immediate effects on education. The 2008 October budget set out a programme of cuts in services which included an increase in class sizes in primary and post-primary schools (and a consequent loss of teaching posts), cuts in the allocations to teacher professional development, cuts in higher education funding and cutbacks on a range of schemes designed to support disadvantaged and marginalised pupils (Department of Education & Science, 2008a). In 2009, the Special Group on Public Service Numbers and Expenditures recommended additional wide-ranging and Draconian cutbacks to be implemented at all levels of education.
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