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Introduction

The aim o f  this dissertation is to examine two interrelated themes. Firstly I aim to 

investigate the process o f  curricular innovation; in this case the introduction o f  the 

Leaving Certificate Vocational Programme (referred to as LCVP in the rest o f  this 

dissertation) in a newly constituted school. Secondly in the light o f  findings from 

this investigation I will assess the conditions deemed necessary for the successful 

implementation o f  educational innovations. This study explores the meanings o f 

aspects o f the implementation process for those involved in the process o f 

implementing curriculum change and how they relate to  and are influenced by 

their particular setting and by internal and external factors. Focusing on the 

implementation process enables us to study the innovation as a dependent variable 

and allows examination o f  strategies and other determinants o f  change as they 

affect the degree o f  implementation in various settings. The central focus o f  this 

study is not whether the programme was implemented but how the programme 

was implemented.

The school under investigation is a 4 year old community school. Three years ago 

the LCVP was introduced in the hope that it could benefit students for whom the 

established Leaving Certificate (LC) was not an appropriate programme. In this 

regard I aim to examine the Department o f  Education and Science’ rationale for 

the LCVP and assess its suitability for the students in the school, whilst also 

reviewing the reported benefits o f  the programme.

Three years after its initial implementation it has been decided to discontinue the 

LCVP in the school. The main focus o f  this dissertation is to review the 

experience o f  the LCVP in the school in relation to the influences on the process 

o f  implementation, whilst also exploring the reasons for the schools decision to 

discontinue the programme. Did the LCVP deliever its anticipated aims in the 

school? I f  not, why not? The teachers, students and wider community are affected
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by any curricular developments but it is beyond the scope o f  this dissertation to 

examine the perceptions o f  all three parties so the current research will coniine 

itself to the perceptions o f the teachers. Teachers’ perceptions are fundamental to 

successful change. In their research both Fullan and Hargreaves conclude that 

change only

takes place when members o f a school community recognise...a need to 
change...and provided with shared process...establish a shared language 
for...on going communication, research and professional interaction that 
incorporates all members .. .to support the process o f  change,

(Fullan and Hargreaves ,1996:93).

From my investigations I hope to identify possibilities for the fruitful running o f  

an innovation such as the LCVP in the future o f  the school, with 

recommendations for its successful implementation and development.

In Chapter One I will provide a profile o f  the school itself. This will consist o f  a 

brief history and background o f  the school and the socio-economic area in which 

the school is placed. I believe this is important because the school has changed 

from being a secondary school to  being a community school. In this transition the 

management structure was changed and the ethos and beliefs held dearly by staff 

were challenged. In addition, the catchment area o f  the school altered, as did the 

calibre o f  students it served. These changes influenced the school’s decision to 

introduce the LCVP. In the later part o f  the chapter I will give an account o f  the 

introduction and early experience o f  the LCVP in the school, illuminating its 

suitability and possible shortcomings.

Chapter Two will be composed o f  a literature review. It will consist o f  two 

sections. The first part, (Section A) will provide a critical analysis o f the LCVP. 

I will examine its rationale, structure and assessment criteria and will contrast it 

with another senior cycle option, the established LC. The teaching and learning 

methodologies encouraged will also be outlined and the reported benefits o f  such 

a rationale will be considered. In the second section o f  the literature review 

(Section B) I will look at the implementation o f  educational change, highlighting
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aspects which the literature recommends for successful implementation. I will 

focus on three relevant themes in this investigation:

a) The role o f  school leadership in the form o f  the Principal.

b) The role o f  the teacher.

c) The role o f  school culture.

Chapter Three gives an account o f  the methodology chosen for the study. The 

objectives o f  the study are briefly outlined, followed by a discussion o f  the 

research methods used. This dissertation combines elements o f  quantitative and 

qualitative research methods. The study will use a questionnaire to examine the 

implementation o f  policy change at school level. This school was chosen on the 

basis that teaching there provided the researcher with ease o f  access during school 

hours. Personal contact for the research was established with the LCVP co­

ordinator and a  number o f  teachers who had LCVP students in their classes. 

Principals, coordinators and teachers have different perceptions due to their 

different roles in the implementation process. However the main focus o f  the 

study will be on the perceptions o f  the teachers. The co-ordinator will be 

surveyed in order to supplement the information provided by teachers on their 

questionnaires and in order to give a broader view o f  the implementation process 

in the school. The results o f the finding from the questionnaires will provide the 

structure for the focus group discussion. This will be used to  investigate the 

teachers’ perceptions o f  issues o f  implementation and also to establish whether 

the rationale for the LCVP as set out by the Department o f  Education and Science 

was reflected in the school.

Chapter Four presents the results o f  the study and provides a preliminary analysis 

o f  these. Comments made by teachers are included. Preliminary analysis is 

largely descriptive and presents the findings in tabular and graphic form for clarity 

where possible. Further cross curricular analysis shows the merging patterns and 

issues arising from the responses o f  the teachers. Analysis is divided into 

perceptions o f  the national implementation process and perceptions o f  the 

implementation process at school level. Because the findings are extensive and 

are o f particular importance to policy decisions that m ay need to be taken in the
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school, they are presented in some detail. A  large amount o f  graphical data in 

relation to this section also appears in the Appendices.

Chapter Five analyses and reviews the findings emerging from the study in 

relation to the implementation process in general and specifically, to  the 

implementation process involved in school based programmes such as LCVP.

Chapter Six presents conclusions drawn from the primary research with reference 

to the literature and outlines recommendations in the context o f  school leadership 

and culture. Reflection on the issues emerging facilitates the suggestion o f  scope 

for future work in this area at a time when the implementation o f  new 

programmes is at the forefront o f  educational reform.
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Chapter One 

Historical Profile of the School

The school under investigation is a post primary all girls community school, 

located in a suburban town near Dublin. The catchment area caters for children 

from the local parishes. Local primary schools have also established links as 

feeder schools with the school over the years.

The community school opened in September 1999, as a  result o f  the closure o f  a 

convent school on the other side o f  the town. This previous school was 

established in 1955 as a girl’s boarding school with 7 pupils. The 60’s and 70’s 

saw the school expand and open as a day school to accommodate the growing 

population in the nearby town. By the mid 80’s the numbers coming from the 

town increased dramatically and the school found itse lf under great pressure. It 

quickly became overcrowded and it was thus necessary to plan for a new school. 

The arrival o f the 1990’s brought the question o f  the new school to a head. After 

much debate it was decided that a new school building would be built on another, 

larger site in the town. M any years o f  negotiations took place, culminating in the 

commencement o f  the building o f  the new school in August 1998. The opening 

enrolment for the new community school was 600 and in 2003/2004 that number 

now stands at 741 with a staff o f  52. The social class m ix in the new school is 

very different from the old school. While the school traditionally served middle 

class students from the locality it now serves all classes, in addition to a growing 

number o f  religions and cultures.

By the early 1990’s, extensive social and economic change in the schools 

catchment area had begun to alter further the profile o f  the students enrolling in 

the school. With growing numbers, especially because o f  increased relocation 

from city suburbs, a growing satellite town and a  changing society, the challenges 

for the school also began to intensify. In order to address some o f  these
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challenges it was decided to offer the LCVP to senior students. The issue o f  

meeting the needs o f  a greater variety o f  students’ abilities, in addition to  the 

number o f  students not completing sixth year or doing very badly in the 

established LC, reaffirmed the decision to offer LCVP. The programme aimed to 

prepare students for adult life by ensuring they were educated in the broadest 

sense with an ability to cope and thrive in an environment o f  change (DES, 1999). 

Such an aim seemed very suitable for the student cohort in the school.

The School and its Surrounding Area

The town has a population o f  between 17,000 -  19,000. There is a social mix o f  

housing with two thirds o f  the houses being built by the private sector and one 

third by the local authority, (C.S.O., 2002). The town has one local shopping 

centre that is becoming increasingly run down. Open spaces that exist in the town 

have either been recently deemed viable for development or tend to be poorly 

maintained with few amenities.

As a result o f  a growing population o f  12 -  17 year olds, there are a number o f 

challenges facing the school internally and externally. The changing social class 

composition and the diverse aspirations o f  students and their parents are placing 

increasing pressure on the school and its structures. The Chamber o f  Commerce 

for the town collected statistical information in June o f  1998. Information 

emerging from this report highlighted the increase in the level o f  disadvantage in 

the town, especially because o f  the houses been built by the local authorities. 

Inevitably this was to have an effect on the new community school and its student 

intake. Students’ attitudes and lifestyles and their perceptions on life after school 

and work are also playing a more influential role than in the past. The multi­

cultural society and increasing number o f  non-nationals in the school also means 

that social structures and curricular innovations are going to have to be adopted to 

address the needs o f  a much more diverse ability student grouping. Given the 

external and internal changing landscape o f  the school, learning support, resource 

teachers, grants and more guidance counselling hours have been granted.

6



The LCVP in the School

One o f  the school’s responses to such changes in both the internal and external 

environment has been to adopt the LCVP at senior cycle. In September 2001, the 

LCVP. was introduced into the school in the hope that it could provide for some 

o f  the students who were ill matched to the established LC, whilst also trying to 

get as many students as possible to actually complete their senior cycle. This 

programme was offered to students in the school after little staff involvement. 

There was no discussion or information about the programme forwarded, it was 

just announced at a staff meeting that it would be offered in the following 

academic year. A  co-ordinator had already been selected and teachers were 

directed to him if  they had any further questions on this programme. Teachers 

were not aware at this stage who would be involved in teaching the programme. 

At this stage the school had also applied to the DES to introduce the programme. 

The co-ordinator had attended a briefing session the previous February.

Although the programme was introduced in September 2001, it was not until 

August 2001, when timetables were sent to teachers, that they were aware whether 

they would be involved in the programme or not. Therefore teachers who were 

involved in the LCVP were teachers whose timetables stated such rather than 

those who expressed an interest in teaching this new initiative. Research by 

Sarason (1990) strongly recommends that teachers should be involved in any 

change at school level because “teachers can block change if  they don’t 

understand the reason for it and or are given no involvement in the decision 

making process”, (Sarason, 1990:89).

In addition to the teachers having never m et collectively indirect streaming has 

caused difficulties between the student cohort and the LCVP teachers. As such 

the students who opted to complete the programme were o f lower academic 

ability. Drudy (1993) comments in her research on how this can cause the 

emergence o f  anti school behaviour among students. She highlights that “where 

friendship bonds are strong there is little motivation for the students to work hard 

because they fear i f  they outdo each other they will be moved to a different class”, 

(1993:251). On the other hand mixed ability grouping as advocated in the rest o f  

the school meant there was more interaction between classes and groups o f
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students, and less stereotyping about students who may be in lower streams. 

W hilst labelling and stereotyping are common human responses in complex social 

situations Lynch believes that such “can limit the teacher’s expectations o f their 

pupils, putting a strain on relationships”, (Lynch, 1999:58) and this seems to have 

been the case in this instance.

With regard to discipline among the LCVP students they have higher numbers o f 

disciplinary complaints against them compared with any other class at senior 

level. However Smyth (1999:58) reports that “bad behaviour can occur in lower 

streams because o f  pupil’s recognition o f  their place in the scheme o f  things, at 

the bottom”. In contrast mixed ability grouping as practiced among the rest o f  the 

senior students illustrates a high commitment to the rules and norms o f  the school, 

as reported by Lynch, (1993). Teachers are now reluctant to teach LCVP in its 

present state in the school. The students are hard to reach and relationships o f  a 

productive kind are hard to maintain. The trends experienced above have 

generally been repeated with the LCVP group that has followed. As a result the 

programme is not as strongly supported by management or staff as it was initially.

To date the LCVP is not running at its full strength, numbers applying are falling 

and teachers are increasingly unwilling to get involved. As it stands the 

programme will not be offered in the school next year.

Sum m ary

This chapter sought to locate the school in the context o f  its locality. The history 

o f  the school was briefly outlined, highlighting how a change in the management 

structure o f  the school from secondaiy to community was to impact on the life o f  

both teachers and students, whilst also changing the ethos. One o f  the new 

initiatives that was undertaken and put in place in September 2001 was the LCVP. 

It sought to make senior cycle education as attractive and relevant as possible to a 

now wider cohort o f  students. The LCVP as it stands in the school was then 

outlined.
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The LCVP and the Introduction of Educational Change: 

A Literature Review

C hapter Two

Introduction

This chapter will be divided into two sections. Section A will put the LCVP in 

context o f  overall senior cycle developments, examining aspects such as the rationale, 

assessment, the teaching and learning methodologies advocated and the reported 

benefits o f the programme. Section B will examine current research literature on the 

implementation o f  educational change, particularly with regard to the adoption and 

implementation o f  curricular innovations, focusing on such at school level. A number 

o f  factors relevant to this research study will be investigated, including what makes 

implementation successful in schools, given the challenges that may arise. In addition 

the kinds o f  school cultures conducive to change and the role o f  the teacher and school 

leadership (school Principal) in the change process will be examined.

Section A: The LCVP in the context of Senior Cycle Change

Senior Cycle developments have tried to achieve a balance between the retention o f 

the best elements o f  existing programmes with an increased emphasis on vocational 

dimensions and more varied assessment methods whilst also retaining the unifying 

idea that each results in a LC, (N.C.C.A., 2002:41). Such developments are therefore 

addressing the fundamental aim o f  education, which, according to the Department o f 

Education is to:

serve individual, social and economic well being...by  providing a stimulating 
range o f  programmes suited to their abilities, aptitudes and interests.. .allowing 
students to develop to their full potential in a rapidly changing society,

(Dept, o f  Education, 1995: 50)

As a result o f  such developments, the senior cycle at post primary now comprises a 

two or three year programme. The restructuring has involved four main elements:

>  Transition Year as an option for all second level schools.
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>  Revision o f  the established LC programme. A t present the N.C.C.A. is 

reviewing and updating all syllabi on a  phased basis.

>  The introduction o f the LC Applied, which was introduced on a phased basis 

from 1995.

^  The development and expansion o f  the LC VP combining the academic

benefits o f  the established LC with a strong focus on the W orld o f  Work, ICT, 

Enterprise and languages.

According to the DES the LCVP was “introduced in response to the changing needs o f 

Ireland’s education system and the changing work and business environment” (DES, 

1997:3). The focus o f the programme is on students taking greater responsibility for 

their own learning, becoming more innovative, problem solving and enterprising, 

communicating well, working in teams and with adults in business and the 

community, on accessing and using technology and investigating career options, 

(DES, 1999:6).

The LCVP subscribes to an additional approach which emphasises active 
learning, cross curricular and interdisciplinary activities, and the acquisition of 
core skills with the ultimate aim o f  developing autonomous, adaptable life long 
learners,

(DES, 1999: 4).

By and large, the structure o f  senior cycle initiatives are, “ring fenced”, (DES, 

1999:11). Students cannot easily move between them or mix and match elements o f  

these programmes. However because the same subject syllabii are undertaken within 

the parameters set by permitted vocational subject groupings between the established 

LC and the LCVP, both programmes are an exception to this. In light o f  the changing 

demands o f  society and students needs, the N.C.C.A. have reported that the current 

provision o f  subjects in the established LC reflects a decided bias in favour o f  certain 

forms o f  knowledge and understanding mainly the linguistic and logical mathematical, 

(N.C.C.A., 1994). The N.C.C.A. (2002:13) advocates that, “the established Leaving 

Certificate...offers students the potential for specialisation towards a particular career 

orientation whilst using their exam for purposes o f selection into further and higher 

education”. It is in this regard that despite the high profile o f  the established LC that 

questions arose regarding the educational quality o f this programme in relation to:

>  The potential lack o f  breath and balance in the programme.
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>  The quality o f  provision for those students taking subjects at ordinaiy level and 

its relationship to patterns o f  underachievement at this level.

>  The difficulty experienced by those with special educational needs in 

accessing the programme and its inflexibility in meeting their needs.

>  The extent to which the selection function results in teachers teaching to the 

test rather than to the curriculum through use o f  traditional teaching and 

learning, practices with an over emphasis on the use o f  textbooks and sample 

examination papers.

>  The extent to which the selection function results in students choosing subjects 

perceived as ‘easier’ and therefore likely to yield a higher points gain for 

selection.

>  The marginalisation o f  non-exam subjects.

In order to try and address some o f  these concerns the LCVP requires that students, 

while taking the established LC subjects, also take 2 subjects from a vocational list o f  

13 subjects (See Appendix IV). They also complete 2 Link Modules, (Preparation for 

the World o f  Work and Enterprise Education). The Link Modules focus on the key 

skills believed to be valuable in the world o f  work and are almost entirely activity 

based. After assessment the results for these modules can be recorded and generated 

into points for third level entry. The Link Modules have proven to be very successful 

and have become the focal point o f  the programme in recent years. (For a Curriculum 

Comparison between the established LC and the LCVP see Appendix V)

Criticism o f  the established LC is that it’s too academic, with insufficient attention 

given to students o f  differing abilities, attitudes and learning styles. The limited range 

o f  assessment approaches and pedagogical methods in use has also proven to be 

problematic. While the LCVP has served to address a number o f  these issues we must 

realise that many o f  the criticisms associated with the established LC still apply to the 

LCVP because they share the same subject syllabi and assessment arrangements. In 

response to this the N.C.C.A. (at its conference at Dublin castle in October 2003) 

suggested the option o f  combining the established LC and the LCVP, in order to 

combine the best elements o f  both programmes. As Colvin & Ross (1991) highlight 

such “has the power to transform teaching from the transmission o f  isolated,
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fragmented information to the facilitation o f  pupil’s construction o f  meaningful 

interrelated understandings” (1991:107).

The DES (1999:5), report that “by the linking o f LC subjects into vocational 

groupings such as in the LCVP”, teaching and learning are enhanced. Teachers are 

always being encouraged to use active and experience-based approaches in the 

classroom and the Evaluation o f  the LCVP (1997) reported that the Link Modules 

impacted on teaching methodologies. In many cases they fostered innovative 

approaches with the use o f  group work, report writing, the use o f  I.T. and video 

equipment, brainstorming, visits and visitors, role play and projects across the 

curriculum, (DES 1997:19). They generally encourage the teacher to take on more o f  

a facilitator’s role in assisting learners while using active teaching and learning 

methodologies

In relation to the students Granville (2002) highlights that one form o f  learning that 

has dominated most schools is concerned with the learning o f  knowledge content, a 

major characteristic o f  the established LC. However another form o f  learning is 

learning how to do things, this is work related learning and is a part o f  LCVP Link 

Modules. The Link Modules are designed to give students greater ownership o f  their 

own learning, to take responsibility for their own learning and to evaluate their 

actions, therefore promoting skills and qualities o f  self reliance, innovation and 

enterprise. Team work among students is encouraged because it’s believed students 

have a lot to learn from each other and the community beyond knowledge based texts, 

(N.C.C.A., 2002:19). Experiences such as work placement, career investigation, m ini­

enterprise, business and community visits, which are an integral part o f  the 

programme also nurture skills in the areas o f  ICT and project management. The 

N.C.C.A. (2002:16) highlight how “vocational relevance is enhanced by putting in 

place opportunities for students to plan, organize and engage in active learning 

experiences inside and outside the classroom”. As a result o f  the Link Modules 

students are reported to have experienced more activity based learning and teamwork 

than students o f  the established L.C. (DES 1997:11).

The N.C.C.A. pinpoint the importance o f assessment in the education process and 

advocates its importance in the process o f  learning, (N.C.C.A., 2002:42). It is
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believed that formative types o f  assessment play a crucial role in progressing learning 

and in developing effective learners. However summative assessment in Ireland is 

intrinsic to senior cycle education, where the results o f  such assessment convert into 

certification, qualifications, and a passport to higher education and become an 

important factor in the future work and life prospects o f  learners, (N.C.C.A.: 2002). 

The results o f  such assessment act as a reference point for agencies involved in 

employment and training. In relation to this type o f  assessment at senior cycle, a 

number o f  issues have been raised, such as:

>  The failure o f assessment and certificate to reflect adequately the diverse 

purposes o f  curricula, due m ainly to the undue emphasis on the selection 

purposes o f  the certificate and its related techniques o f  assessment 

(N.C.C.A., 1994).

>  The limited range o f  assessment modes and components used.

>  Inadequate attention to the critical role o f  formative assessment in the 

teaching and learning process.

Performance in terminal exams alone is a narrow basis on which to assess the talents 

and abilities o f learners that will in turn affect the rest o f  their lives. W hilst it gives an 

indication o f  how students can perform over a fairly extensive area o f knowledge it 

can be unfair and Williams (1992) has highlighted this. The N.C.C.A. (2002:42), 

report that the quality o f  senior cycle education in Ireland could be improved by, 

“focusing on how assessment arrangements and the nature o f certification can be 

developed”.

The terminal exam in the established LC is the main form o f  assessment for the 

majority o f  students in Ireland. It has a  high profile and to a large degree enjoys 

public confidence and status. However whilst LCVP student’s follow the same 

subject syllabi and are assessed generally in the same way as their peers in the 

established LC with an external terminal exam, the form o f  assessment used in 

relation to the LCYP Link Modules places more emphasis on promoting skills and the 

processes o f  life long learning. It is believed that the use o f  project work, field work, 

experimental work and historical research are all positive developments which will 

help young people to achieve greater mastery o f  the processes o f  learning. The 

terminal exam paper at the end o f  the final year consists o f  an audio-visual section and
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a case study (text given 1 month prior to the exam). The report published by M arino 

(1999:6) points out that both o f  these aim to examine the students ability to “elucidate 

factual information, identify, analyse, link with existing knowledge, propose and 

evaluate solutions to problems, form opinions”. In addition the Link Modules are 

assessed by written examination (40%) and a portfolio o f  coursework (60%). (See 

Appendix VI for breakdown o f  written and portfolio exams). The portfolio, a  self 

reflective collection o f  the students work provides powerful learning opportunities and 

is a  welcome and fairer form o f  assessment than the present single terminal exam. It 

involves students and teachers in a process o f  formative assessment whereby the 

students work is enhanced through evaluative feedback and reflection. It reduces the 

element o f chance. Such is advocated by a number o f  educationalists including 

Williams, (1992). However it has been reported that one o f  the dangers o f  such 

assessment is that the learning experiences o f  the students can become fragmented and 

over specialised and this is something o f  which we should beware of.

W hile developments have been made in the assessment o f  the LCVP little has 

changed in the area o f assessment within the established LC to date. External terminal 

exams predominate. The reluctance to introduce new assessment components and 

arrangements at this level is understandable because the established LC enjoys public 

confidence in terms o f  standards, status ands currency. The perceived objectivity o f  

assessment arrangements is also seen as a major strength o f  the established LC. Yet 

the Commission on the Points system: Final Report and Recommendations (1999) 

suggests that little will change in the area o f  teaching and learning unless the 

established LC encompasses assessment change. The experience o f the use o f  module 

completion in the LCVP, assessment o f  tasks, the use o f  interviewing and assessment 

o f  portfolios is therefore worth noting. According to the N.C.C.A. (2002) the LCVP 

assessment, in relation to the Link Modules has contributed to a more varied and 

interesting learning environment for all learners. The only danger o f  such is that it is 

perceived as being for the academically less able and possession o f  such could be 

perceived as a record o f  non-achievement.

The reported benefits o f  the LCVP in relation to other senior cycle options have never 

been evaluated. However both the N.C.C.A. and the LCVP Support Services have 

highlighted a number o f  areas where they believe the LCV P’s strengths lie. They
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believe the LCVP contributes to preparing students for adult life_by ensuring they are 

educated in the broadest sense with skills that will prove relevant for further education 

or employment, (DES 2000:11). This is facilitated by promoting “skills and qualities 

o f  self-reliance, innovation and enterprise...nam ely through the Link M odules”, 

(DES, 1999:5).

Employees are increasingly required to be adaptable, multi skilled, good 

communicators, capable o f  making decisions whilst being life long learners. The 

LCVP contributes to promoting these skills more than the established LC mainly 

because o f  the presence o f  the “World o f  W ork Module” which is designed to  provide 

students with an insight into such with opportunities to develop interpersonal, 

communication and organisational skills. They get an opportunity to gain practical 

insights into careers through work placement or by focused career investigation. In 

addition the “Enterprise M odule” promotes the development in students o f  qualities 

such as initiative, resourcefulness, creativity, self-confidence and tenacity. The 

enhancement o f  such skills is the most important outcome o f  the LCVP programme, 

(DES, 1997:20). Therefore it is no surprise that employers familiar with the LCVP 

such a Fergal Quinn see its students as being more employable. It is also believed 

they will also be in a better position to set up their own businesses, (DES, 2000:10). 

In support o f  this the majority o f  the 1100 students surveyed in the 1997 LCVP 

evaluation indicated a very positive perception o f  the benefits o f  LCVP, especially in 

relation to employment.

The outcomes, which they associated most strongly, w ere...better knowledge 
o f  the world o f  work, better skills for jo b  seeking, and better experience o f 
work skills. Students were o f  the opinion that they had got to know the 
demands o f  workplace and the expectations o f  employers. In summary they 
were o f  the opinion that they would acquire an enhanced LC

(DES, 1997:22)

The Link Modules also present new opportunities for oral presentation and report

writing which are both enriching and valuable for students, (DES, 1997:20). However

it must be noted that

Students who completed a problem based experiential course were found to be 
inferior to traditional route students in terms o f  academic achievement, factual
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knowledge and basic science. But they were found to be superior in terms o f 
student satisfaction, clinical performance, academic process and behaviour,

(Granville 2002:11).

In addition the LCVP has substantially raised the general awareness o f  the application 

o f  IT throughout the school curriculum, (DES, 1997:20).

In relation to teaching and learning the LCVP encourages students to apply their 

learning on a more continuous basis whilst teachers are encouraged to adopt more o f  a 

facilitator’s role, (N.C.C.A., 2002). According to principals the LCVP has caused a 

number o f  positive outcomes. These include

>  “The stimulation o f  professional and in-career development o f teachers

>  Encouragement o f  teachers to engage in curriculum development

>  Improved co-operation and team work development among teachers

>  Improved pupil retention rates and greater interest and motivation in class 

work

>  The introduction o f  a spirit o f  enterprise to the school

>  The development o f  an awareness o f  the value o f  the links between industry 

and education”,

(DES, 1997:22)

Evaluations o f  the LCVP to date (DES, 1997; Granville, 1999; Marino, 1999) indicate 

that the programme has taken root. In particular the Link Modules have become a 

focal point o f the programme and through them much o f  value in terms o f  teaching 

approaches, learning activities and assessment methods has been achieved in the 

implementation o f  the programme. The success o f  the Link Modules in addressing 

key skills such as those in the areas o f  ICT, communication, project management and 

problem solving has given rise to the question, why are the Link Modules not 

available to all those participating in the LC?

In conclusion, as the N.C.C.A. (2002:9) point out, “it is incumbent on education 

system, in the interest o f  learners, to review provision continuously in order to take 

account o f  these changes. It’s equally incumbent on these systems to take account o f 

new understanding o f  the process o f education itse lf’. The LCVP addresses the needs
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o f the students for the 21st century whilst encouraging teachers to re-evaluate their

roles in the classroom.

The teacher must shift from the role as purveyor o f  largely subject specific 
learning products to being managers o f  learning environments, as facilitators 
o f  learning processes,

(N.C.C.A., 2002:36)

The LCVP encourages the use o f  critical reflection on the part o f  the teacher enabling 

teachers to retain their sharpness. It’s widely believed that curriculum and assessment 

can constrain the quality o f  teaching and learning. However the LCVP takes into 

account the students work over the duration o f  their senior cycle. This is the first ever 

break away from the isolated terminal LC exam and a milestone in itself for students 

and teachers alike. In this respect the LCVP has given more flexibility to teachers and 

students. They are encouraged to be more confident, hopeful, mature and articulate. 

Leadership qualities are encouraged and in many cases gaps between students and 

teachers are bridged.

However it is important to emphasise that given that the LCVP largely comprises LC 

established subjects, many o f  the criticisms that are regularly visited on the 

programme can equally be made o f  the LCVP. This explains why success in 

implementing certain aspects o f  the LCVP, for example the cross curricular and inter 

disciplinaiy dimensions o f  the programme - m aking links between what is learned 

through the Link Modules and learning in LC subjects - has proved particularly 

elusive. Furthermore the LCVP has not proved the most accessible for those with 

special educational needs and for both repeat and external examination candidates. 

Therefore although progress has been made there is still a long way to go.
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Investigating Educational Change and Curriculum Innovation

Section B: The Implementation of Educational Change

When it comes to implementing educational change in schools, Huberman and Miles 

(1984) point out that there are no hard and fast rules. Recent changes in senior cycle 

curricula warrant what Fullan (1991:43) refers to as “second order changes” - changes 

that go deeper into the structure o f  organisations and the ways in which people think. 

This type o f change is slow, it “is a process not an event”, (Fullan, 1991:49). The 

introduction, implementation and management o f  a curricular initiative such as the 

LCVP have massive implications for the schools involved. The elements involved 

include new materials, which are tangible and new behaviour, practices, skills and 

pedagogical styles that are less palpable but more important and difficult to change. 

Such changes require alterations in both practice in the classroom and in the 

organisation and culture o f  the school. Implementation has been defined as, “how the 

programme looks in operation” (King et al, 1987:7) but Shipman’s definition o f  the 

term implementation, “to incorporate the innovation into a school” (Shipman et al, 

1974:60), is closest to that intended in this study.

Twenty years o f  research on change in schools has provided a wealth o f  information 

on processes that work and do not work. The successful implementation o f  new 

programmes to  a large extent remains a dilemma. The research literature recognises a 

number o f  reasons why many attempts at innovation fail, such as appropriatness to  the 

environment, suitability, a lack o f  definition and a lack o f  practice and training in 

relation to the innovation. In circumstances where change was described as an event, 

being selected and announced, it was assumed that change would then simply happen. 

But emphasis should be on designing and adopting good programmes not simply 

implementing them. According to Fullan (1991:47) the successful implementation o f 

educational change involves three stages, the initiation stage, the implementation stage 

and the continuation stage. I will briefly explore each one o f  these in turn.
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Initiation is the first stage o f  implementation and consists o f  the process that leads up 

to and includes a decision to proceed with change. It is affected by a number o f 

factors but the three R ’s, as highlighted by Fullan (1991:51) o f  relevance, readiness 

and resources are probably the most noteworthy for this research study. Relevance is 

important because the innovation m ust be seen to address a specific need for the 

school community. To achieve such the LCVP Evaluation (1995:9) recommends that 

each school should develop a “programme statement” outlining the reasons for 

participating in the programme, in addition to the schools aims, objectives and 

expected outcomes o f  the programme in the school. Is it worth the effort? Does it 

address an unmet need? Is this need a priority? Are there adequate resources available 

for the change? Such a shared vision o f  what the school should look like also 

provides a driving force for the change, according to Flynn (2002:16). In addition 

Coolahan (1995:10) highlights another important aspect in that, “ implementation is 

the business o f all, the responsibility o f  all” . In order to facilitate this Darling 

Hammond (1995) stresses the importance o f  open dialogue because it serves to create 

a sense o f  involvement and empowerment in the school. “Teachers can block change, 

if  they don’t understand the reason for it and or are given no involvement in the 

...process early on”, Sarason (1990:89). In support o f  this Bailey (2000) outlines how 

imposed change can marginalise teachers because there is no forum to air grievances, 

concerns, or ask questions. This in turn can make them less willing to work 

collaboratively therefore decreasing the potential for positive educational change. 

Teacher involvement is therefore paramount at the initiation stage. A t the earliest 

stage school management should give priority to the development o f  a team culture 

amongst the staff. The N.C.C.A. (2002:67) believe that “engagement with the 

capacity o f  system structures, schools, teachers and students for change must be the 

starting point” in order to facilitate “the successful implementation o f  the 

programme”, (DES 1997:21). Readiness to initiate change concerns the individual 

school’s capacity to adopt a given innovation at that given time, for example, is the 

change compatible with the culture o f the school? Schools must take ownership o f  

innovations and shape them to their students’ needs at the time. “We must adapt 

programmes not adopt them, it’s not the case o f  one size fits all” (Coolahan 1995:21)

The next stage is concerned with the actual Implementation o f  change and usually 

occurs over the first 2 or 3 years o f  use. It “ involves the first experiences o f
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attempting to put an idea into practice”, (Fullan, 1991:48). Coolahan (1995:9) notes 

that inadequate attention to this stage can result in problems, unfulfilled goals and 

unattained proposed changes. Therefore what happens next depends on the strategy 

and commitment o f  individual schools. After establishing the schools needs, clarity 

about goals and objectives must be evident. Once the implementation is satisfactorily 

underway, evolutionary planning and consistent m onitoring must occur, involving 

students, parents and partners in education. The N.C.C.A. (2002) believes,

successful implementation o f change is achievable through meaningful 
discussion... through considered planning... through a comprehensive 
approach to provision for implementation, and by incorporating processes of 
evaluation from the outset,

(N.C.C.A., 2002:71)

Effective planning and implementation also requires clearly defined management 

responsibilities and the empowerment o f  individuals within the school, in addition to 

both pressure and support, (Law and Glover, 2000:136). “Both top down and bottom 

up strategies are necessary. What is required is a  two-way relationship o f  pressure, 

support and continuous negotiation” (Fullan 1991:28). Sustained professional 

development is also recommended at this stage. The LCVP Evaluation (DES 

1997:27) states that, “each school should participate fully in the in-career development 

and support programmes offered by the LCVP Office” . To a degree restructuring is 

needed, in relation to the provision o f  time for people to meet and co-ordinate the 

process. It’s vital for schools to prioritise their values. Within our schools 

collaborative work cultures should be nurtured, helping to reduce the professional 

isolation o f  teachers. Fullan (1991:84) points out that “constant communication and 

jo in t work provide the continuous pressure and support necessary for getting things 

done” .

Finally continuation  is an extension o f  the implementation phase, and aims to sustain 

a new innovation beyond the first year or two. This third stage depends on whether or 

not the change becomes built into the structure o f  the school through “policy... and 

tim etables...or if  it disappears by way o f  a decision to discard or through attrition”, 

(Fullan 1991:48).
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Ideally the best beginnings for the development and implementation o f  a  programme 

such as the LCVP should combine elements from all 3 stages mentioned. We must 

also appreciate that the implementation o f  change is not a linear process but rather one 

in which events at one stage can feed back to alter decisions made at a previous stage. 

Development is evolutionary. Therefore it’s not beneficial to lay down rigid plans. 

Rather it’s important to get started and constantly make amendments. Significant 

change involves a certain amount o f  ambiguity, ambivalence and uncertainty, 

therefore effective implementation is really a process o f  clarification.

The literature suggests that the real challenges o f  initiating and implementing 

educational change come in the relationships between new programmes, such as the 

LCVP and the thousands o f  subjective realities embedded in people’s individual and 

organizational contexts. Therefore how these subjective realities are addressed or 

ignored is crucial for whether potential changes become meaningful at the level o f 

individual use and effectiveness. The challenges posed in implementing educational 

change are varied and numerous and in many cases depend on individual schools and 

their cultures. Hargreaves et al (1996:47) outline a  number o f  reasons why the 

planning and implementation o f  educational change may be difficult. They are as 

follows:

>  The reasons for change m ay not be clearly demonstrated; who will benefit and 

why?

>  The change may be too ambitious.

>  The change may be proceeding too quickly or slowly.

>  There may be a lack o f  resources in the school.

>  There may be a lack o f  long-term commitment on behalf o f  the staff to 

traditional patterns o f assessment and assessment requirements.

>  Students may not be involved in the change or may not have had it explained 

to them. As a result they cling to ways o f  learning they are familiar with.

>  Parents may oppose the change because they are kept at a distance from it. In 

addition, there may be parental pressure for traditional academic standards and 

subject based qualifications.

>  School leaders may be too controlling causing problems o f  bureaucracy and 

work overload.
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> The change may be pursued in isolation or it may be poorly co-ordinated and 

become wrapped up in a series o f  other changes and the teachers may suffer 

form overload. To avoid this it is advised that a collaborative school culture is 

established.

Hargreaves et al (1996:47)

In addition Ireland’s education system is centralised. Therefore when the DES 

launches initiatives, they are often seen as blueprints. I f  change involved 

implementing single, well-developed proven innovations, one at a time, perhaps it 

could be blueprinted. But schools are in the business o f  implementing an array o f 

multiple innovations and policies simultaneously therefore it is not that easy. Change 

is thus slow due to bureaucracy.

The literature suggests that for teachers and schools to  be effective in implementing 

change they need to focus on making a difference with individual students, but they 

must also work on school wide change to create conditions that will be most effective 

in helping students learn. We must develop a shared vision in relation to the 

anticipated aims o f  the initiative. But visions for schools and their anticipated 

outcomes can’t be forced. They m ust evolve over time, so that commitment to the 

new programme evolves. Generally visions die prematurely when they are mere 

paper products churned out and when they attempt to impose false consensus. In 

addition, ownership cannot be achieved in advance o f  learning something new. As 

people talk, try things out, inquire and re try, people become skilled, ideas become 

clearer and a shared commitment becomes stronger. However it’s worth noting that 

Stacey (1992), cited in Fullan (1993:30), believes reliance on visions can perpetuate 

cultures o f  dependence and conformity that obstruct the questioning and complex 

learning that should take place. The critical question we must therefore ask ourselves 

is not whether visions are important, but how they can be shaped and reshaped, given 

the complexity o f  planning and implementing educational change.

The involvement o f  all the partners especially within the school is another obstacle 

schools must try to overcome. Fullan (1993:34) states that, “for complex change you 

need many people working insightfully...omitting themselves to concentrated action 

together” . However in moving towards greater collaboration we should not lose sight
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o f  the good side o f  individualism. Where possible we should strive to honour

individualism and collegiality simultaneously. We must realise that everybody has

something to offer and every person is a change agent. In this respect every teacher

has the responsibility to help create a school capable o f  individual and collective

inquiry and continuous renewal.

I f  teachers and others want to make a difference...m oral purpose by itself is 
not good enough. Moral purpose needs an engine, and that engine is 
individual, skilled change agents pushing for changes around them, 
intersecting with other like-minded individuals and groups to form the critical 
mass necessary to bring about continuous improvements

(Fullan, 1993: 40).

With regard to the initiation and implementation o f a programme like the LCVP, 

because people are involved, it is inevitable that problems will arise. They may be 

ones o f  resistance, fear o f  the unknown or the perceived unsuitability o f  the 

innovation. We often perceive problems as a sign o f  failure and fear them but as 

Fullan points out “effective organisations embrace problems rather than avoid them ” 

(Fullan 1993:26). They are inevitable and you can’t learn or be successful without 

them because they are the route to deeper change and satisfaction. But for the long­

term implementation to be successful it requires that we develop problem-finding 

techniques and regularly review our decisions because it is perceived that inquiry is 

the engine o f  vitality and self-renewal, (cited by Pascale 1990:14 in Fullan 1993:26). 

Research by Louis and Miles (1990) highlights that the least successful schools 

engaged in shallow coping, doing nothing and easing o ff  while the successful school 

go deeper to probe underlying reasons and make substantial intervention like staff 

training and redesigning programmes. “Problems are our friends but only if  you do 

something about them” (Fullan 1993:28).

The Role of the Teacher

Darling Hammond (1995) indicates that the successful implementation o f  educational 

change depends on teachers developing shared beliefs o f  what ought to be, having a 

clear focus on improving teaching and learning and being involved collaboratively in 

decision making, whilst having a means to  deal with issues openly. But we must 

acknowledge that when teachers are faced with implementing change, they are faced 

with a  number o f  challenges such as a change in their behaviour, attitudes and beliefs.
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In  o rd e r to  ad d ress  te a c h e r’s anx ie ties  and  q u estio n s an d  facilita te  th e  successfu l 

im p lem en tation  o f  a  p ro g ram m e su ch  as th e  L C V P  th e  lite ra tu re  su g g ests  th a t a 

co llabo ra tive  cu ltu re  (d iscussed  in  th e  n ex t sec tion) sh o u ld  ex ist in  th e  school. I t 

h igh ligh ts th a t th e  p eo p le  fa c to r o u tw eig h s th e  im p o rtan ce  o f  s tru c tu re s  and  

o rg an isa tio n s  w h en  dec id ing  on, im plem enting  and  eva lua ting  change. T h e  p o w e r o f  

teach e r co lleg iality  is w ell illu stra ted  in  L ittle s’ (1 9 8 2 ) w o rk , c ited  in  (F u llan  1991.53) 

and  by L ieberm an  &  M iller (1 9 9 9 ) w ho  h ighlight th a t “w h en  teach e rs  have 

o p p o rtu n itie s  to  w o rk , p lan , and  be  to g e th e r , th ey  ca n  ach ieve enhanced  individual 

g o a ls  in  th e ir  c lassroom s even  as th ey  a re  accom plish ing  co llec tive  ones fo r th e  

sch o o l” , (L ieberm an  &  M iller, 1999 :78). A lth o u g h  in -serv ice  an d  skill tra in ing  

w o rk sh o p s  are advisable, w h en  teac h e rs  do  g e t help  th e  m o s t effec tive  so u rce  is said  

to  b e  o th e r teach ers  and  th is  shou ld  n o t b e  u n d erestim a ted . Im p lem en ta tio n  also  ten d s 

to  be  successfu l w h en  teach e rs  and  adm in istra to rs  p lan , desig n  and  ev a lu a te  teach ing  

m ateria ls  an d  p rac tices  to g e th e r. B u t it m ust be  m en tio n ed  th a t th e  rea lity  fo r  m any 

teach e rs  is th a t th e  ce llu lar o rg an iza tio n  o f  schoo ls fo rces  th em  to  s tru g g le  w ith  their 

p ro b lem s private ly . T h is physical iso la tio n  m eans teac h e rs  d o n ’t  o ften  d eve lop  a  

co m m o n  p ro fessio n al cu lture .

B asc ia  and  H a rg reav es  (2 0 0 0 ), B ailey  (2 0 0 0 ) &  S a ra so n  (1 9 9 1 ) all con c lu d e  th a t 

teach e rs  hav e  a  p iv o ta l ro le  as th e  ra n k  and  file im p lem en ters  and  designers and 

ad v o ca tes  o f  im plem enting  ed u ca tio n a l change b u t th ey  a re  essen tially  left ou t. 

T h ere fo re  w e n eed  to  fo cu s o n  p ro cesses  th a t w ill en su re  teac h e r involvem ent 

allow ing  th em  d eve lop  ow n ersh ip  o f  th e  p ro g ram m e o r  po licy  being  im plem ented. 

C o o lah an  (1 9 9 5 ) s tresses th a t th e  in itia tion  fo r im p lem en tation  d o es  n o t have to  be  to p  

d ow n , as  w e  com m only  p erceive . In s tea d  th e  experience , k n o w led g e  an d  c rea tio n  o f  

p rac tising  teach ers  m u st p lay  a  p a rt, “i t ’s th e  business an d  responsib ility  o f  all” 

(C oo lahan , 1995 :10). F o r  th e  fu tu re  successfu l im p lem en tation  o f  ed u catio n al change, 

po licy -m akers m u st ack n o w led g e  te a c h e r  invo lvem ent as an  in tegra l aspect. 

“E d u ca tio n a l change d ep en d s o n  w h a t teach ers  do  an d  th ink , i t ’s as  sim ple and  

co m p lex  as th a t” (Fullan  19 9 1 :1 17).
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The Role of School Culture

M any n ew  ed u catio n al in itia tives d o n ’t  su cceed  fo r a  n u m b er o f  reasons, o n e  being  th e  

n eg lec t o f  an  im portan t fac to r, th e  co n tex t in  w h ich  th e  ch an g e  is o ccu rring , th a t is th e  

sch o o l cu ltu re . T he cu ltu re  o f  a  sch o o l c a n  be  defined  as “the  know ledge , beliefs, 

values, custom s, m orals , rituals, sym bols an d  lan g u ag e” o r  th e  “w ay  o f  life” o f  a  

g ro u p  o f  p eop le , (H arg reav es  1995 :25 ). I f  w e  are  to  im plem ent significant cu rricu lar 

change w e  m u st have an  ap p rec ia tio n  o f  th e  fo rces  ten d in g  to  p re se rv e  th e  s ta tu s  q u o  

as w ell as  th o se  m aking  fo r ch an g e  an d  m u st re co g n ise  th a t  change req u ire s  

abandonm en t o f  p rac tices  as  w ell as  ad o p tio n  o f  n e w  ones. T h ere  is a g en e ra l 

ag reem en t th a t sch o o l cu ltu re  affec ts  sch o o l im p ro v em en t and  change in itia tives 

b ecau se  i f  s tru c tu res  change w ith o u t ch an g es in sch o o l cu ltu re  th e  change is likely to  

be superficial and  th is  is a  d an g er w ith  all ex ternally  g en e ra ted  re fo rm s, acco rd ing  to  

S to ll &  F ink  (1996). T hey  believe u n d erstan d in g  y o u r sch o o ls cu ltu re  is a  v ita l p a r t o f  

th e  successfu l deve lopm en t an d  im p lem en tation  o f  ed u ca tio n a l change. G enerally  

th e re  are  fo u r fo rm s o f  sch o o l cu ltu re  th a t ex ist each  o n e  having  im plications fo r th e  

im p lem en tation  o f  ed u catio n al change. I w ill briefly  d iscuss each  one.

T each ing  h as  long  b een  identified  as a  p ro fess io n  w h e re  p eo p le  essen tially  w o rk  

alone. In  a  culture o f  individualism, teach e rs  d ev e lo p  a  s tru c tu re  to  th e ir w o rk  b u t it 

iso la tes  th em  fro m  th e ir co lleag u es and  ties  th em  to  w h a t is im m ediate  in  th e  

classroom . This ty p e  o f  cu ltu re  re s is ts  ed u catio n al innovation . I t  d o es  n o t en co u rag e  

th e  consu lta tive  p ro c ess  believed  to  be im p o rtan t in  successfu l cu rricu la r 

im plem entation . M u rray  (1 9 9 5 ) believes it m ean s th e  co llec tive  w isd o m  and 

experience o f  all teach ers  c a n ’t  be  harnessed . H o w e v e r w e  m u st ap p rec ia te  th a t 

individualism  w ithin a  sch o o l cu ltu re  is n o t to ta lly  negative . F u llan  (1 9 9 2 ) h igh ligh ts 

th a t  individualism  an d  co llec tiv ism  shou ld  have eq u a l fo o tin g  in  schools. T h ere fo re  

w hile  try in g  to  e limin a te  “individualism ” defined  as a  p a tte rn  o f  w o rk in g  o n  o n e s ’ 

o w n  w e  shou ld  n o t d ism iss “individuality”  w h ich  allow s th e  ind iv idual te ac h e r to  be 

creative , “individuality  is still th e  key  to  p e rso n a l renew al, w h ich  in tu rn  is the  

fo u n d a tio n  fo r co llec tive ren ew al” , (F u llan  1992:59).

A  culture o f contrived collegiality is an  a ttem p t by  th e  adm in istra tion  o f  sch o o ls  to  

in tro d u ce  a  fo rm  o f  co llab o ra tio n  th a t th ey  can  co n tro l. A cco rd in g  to  L aw  and  G lo v er 

(2 0 0 0 ) p o s t p rim ary  schoo ls a re  generally  ch a rac te rised  by  em phasis o n  “fo rm al
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d em arca tio n  o f  ro les  and  responsib ilities w h ere  fo cu s is o n  p ro c e d u re .. .th is  can  be 

p rob lem atic  a t tim es o f  change, (L a w  and  G lo v er 2 0 0 0 :1 1 7 ). T his ty p e  o f  cu ltu re  

m anifests itse lf  in  a  se t o f  fo rm al an d  specific b u reau cra tic  m easu res.

A  culture o f  balkanisation sep a ra te s  teach e rs  in to  iso la ted  an d  o fte n  com peting  g ro u p s  

w ith in  a  school. A cco rd in g  to  H u b erm an  (1 9 9 3 ) su b -cu ltu res  w ith  specific agendas 

ca n  o fte n  evolve and  th ese  ca n  p ro v e  a  p o w e rfu l b a rrie r to  w ho le  sch o o l 

co m m u n ica tio n  and  collegiality , w h ich  are  re p o rte d  to  facilita te  th e  successfu l 

planning  and  im plem entation  o f  ed u ca tio n a l change. B alk an isa tio n  can  also  inhibit 

th e  re sponsiveness o f  teach ers  to  o u ts id e  innovations, m ak ing  th em  p ro tec tiv e  o f  their 

o w n  c lassroom s as th ey  m ay  fee l th rea ten ed  by  n ew  p ro g ram m es o r  innovations. L aw  

&  G lo v er (2 0 0 0 :1 2 5 ) s tress  th e  com partilisa tion  o f  seco n d ary  ed u c a tio n  en co u rag es  

balkan isa tion  o r  a t b es t on ly  co n triv ed  colleg iality  b ecau se  o f  th in g s like a  lack  o f  tim e 

an d  th e  p erce iv ed  incom patib ility  o f  individuals.

T h e  c rea tio n  o f  a  collaborative work culture has fo r a  lo n g  tim e b een  called  fo r, in

o rd e r  to  co u n te r th e  w id esp read  individualism , th a t im pairs an d  inhibits a  schoo ls

w illingness to  im plem ent ed u catio n al change. C o llab o ra tiv e  w o rk  cu ltu res  fo s te r  and

build  u p o n  qualities o f  openness, tru s t and  su p p o rt b e tw e en  teach e rs  th riv ing  o n  th e ir

co llec tive experience. T h is is very  im p o rtan t o n  a  p ro g ram m e like th e  L C Y P  because

teac h e rs  a re  able to  learn  fro m  ea ch  o th er. S ch o o ls  ch a rac te rised  by th is  ty p e  o f

cu ltu re  requ ire  b ro ad  ag reem en t o n  educational values b u t th ey  also accep t

d isagreem ent. T hese  schoo ls a re  p laces  o f  hard  w o rk  and  s tro n g  com m itm en t and

th ey  c rea te  a  hap p y  w o rk  env ironm ent. H o w ev er th is  ty p e  o f  cu ltu re  d o es  n o t ju s t

appear, it evolves o v e r tim e. T ru ly  co llabo rative  cu ltu re s  a re  “deep  p e rso n a l and

enduring”  (H arg reav es  1991 :14 ) th e y  are  n o t m o u n ted  ju s t  fo r  specific p ro jec ts.

H arg reav es  (1 9 9 4 ) believes th a t i f  sch o o ls  a re  to  b e  effective in  p lanning  and

im plem enting ed u catio n al change in  th e  fu tu re , th e n  cu ltu re s  m u st b e  deve loped  w h ich

sim ultaneously  p ro m o te  colleg iality  and  individuality.

N o t only  m u st th e  schoo ls cu ltu re  p ro m o te  g ro u p  learn ing  to  enhance th e  
kn o w led g e  an d  skills o f  teac h e rs  b u t it m u st also  h o n o u r th e  ind ividual th e  
‘m av erick ’ b ecau se  c rea tiv ity  an d  n o v elty  w ill b e  req u ired  to  d ea l w ith  an  
unknow ab le  fu tu re

(S to ll and  F ink c ited  in  H a rg reav es , 1998 :297)
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N o n e  o f  th is  is to  deny  th a t iso la tio n  can  be  a  p ro te c tio n  fro m  scru tiny  and  a  b arrie r to  

im provem ent, b u t it d o es  say  th a t w e  m ust p u t th e  q u es tio n  o f  au to n o m y  and  

co llab o ra tio n  in  a  p ersp ec tiv e  co n d u c iv e  to  assessing  th e  co n d itio n s  u n d er w h ich  each  

m ight b e  ap p ro p ria te . C o llab o ra tiv e  cu ltu res a re  linked w ith  n o rm s and  o p p o rtu n itie s  

fo r co n tin u o u s im provem en t b ecau se  th e  im p lem entation  o f  ed u ca tio n a l change,

tak es  p lace w h en  m em bers o f  a  sch o o l co m m u n ity  re c o g n is e .. .a  n eed  to  
c h a n g e ...a n d  p ro v id ed  w ith  shared  p ro c e s s .. .e s ta b lish  a  sh ared  la n g u a g e ...fo r  
o n  go ing  com m unication , re search  an d  p ro fessio n a l in te rac tion , a  h ighly 
p artic ip a to ry  s t ru c tu re .. .th a t  in co rp o ra tes  all m em bers

(F u llan  &  H arg reav es , 1996: 93).

In  sch o o ls w ith  co llabo ra tive  cu ltu re s  goals a re  reg u la rly  re -ex am in ed  to  en su re  th a t 

th ey  m eet th e  needs o f  th e  pupils. T ru s t and  su p p o rt en co u rag e  risk  tak in g  and  help  

im prove th e  learning p ro cess . T h e re fo re  th e  sch o o l cu ltu re  in fluences th e  co nsu lta tive  

p ro cess  believed to  be  essen tia l fo r  successfu l im p lem en tation  o f  ed u catio n al change.

The Role of School Leadership

In itia tion  o f  ed u catio n al ch an g e  n ev e r o ccu rs  w ith o u t an  ad v o ca te , one o f  th e  m ost 

im p o rtan t being  th e  P rincipal. S uccessfu l im p lem en ta tion  req u ires  sch o o l leaders  w ho  

are  able to  en g ag e  m indfully  w ith  th e  sch o o ls cu ltu re  and  w h o  involve teach e rs  

in tegrally  and m eaningfu lly  a s  te am  m em bers in  th e  p lann ing  an d  im p lem entation  

p ro cess. S to ll and  F ink  (1 9 9 5 ) a rg u e  th a t sch o o l leaders  sh o u ld  “re sp ec t o th ers , tru s t 

o th e rs  an d  ac t w ith  in ten tionally  to  bu ild  ...re la tio n sh ip s  w h ich  re su lt in  co llabo rative  

sch o o l cu ltu res” , (1 9 9 5 :1 1 4 ). S a ra so n  (1 9 9 0 :1 6 ) h igh ligh ts th a t  “ to p -d o w n , b o tto m -u p  

change engenders m o re  com m itm en t th an  e ither an  au to c ra tic  o r  a  cen tra lised  

ap p ro ach ” .

L eadersh ip  is n o t ca rried  o u t by  Tone ra n g e rs ’. I t ’s effective insofar as th e  
lead er can  a ttra c t and  n u rtu re  th e  leadersh ip  o f  o th e rs  in  th e  school. T he jo b  o f  
th e  p rincipal is to  inv ite  every o n e  to  p artic ip a te ,

(S ta rra tt, 1995:94).

In  addition , L aw  &  G lo v er (2 0 0 0 ) p o in t ou t, th a t  sch o o l lead ers w h ere  possib le

should  re jec t th e  id ea  o f  b ringing  ab o u t change b ased  o n  rig id , p red e term in ed  
b lue p rin ts  in fav o u r o f  w o rk in g  to  a  ro u g h  o u tlin e  m ap  flexible en o u g h  to  
a llow  substan tia l ad ap ta tio n s  to  be m ad e  in  th e  ligh t o f  experience ,

(L a w  &  G lover, 20 0 0 :1 3 9 ).
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A s d iscussed  earlier in  th e  ch ap te r, th e  im position  o f  in n o v atio n s  ca n  c rea te  anx ie ty  

and  confusion  fo r teac h e rs  th e re fo re  driv ing th e m  fu rth e r fro m  a  sense o f  th e ir o w n  

expertise  and  professionalism . R eflec tion  an d  critica l th in k in g  n eed  to  b e  nu rtu red . 

L aw  an d  G lover (2 0 0 0 ) re p o r t  th a t successfu l sch o o l leaders en g ag ed  te a c h e r’s 

com m itm ent to  a  sh ared  v ision  and  m odelled  th e ir cu ltu ra l beliefs th ro u g h  leadersh ip  

by  exam ple. S choo l leadersh ip  shou ld  assist ch an g e  th ro u g h  su p p o rt, help ing  develop  

teach e r com m itm ents an d  capacities  to  en g ag e  in  re fo rm . F u llan  (1 9 9 5 ) found  th a t 

sch o o ls w ith  such  increased  th e  capacity  o f  teach e rs  to  en g ag e  in  co llective learn ing  

an d  m ade m ore p ro g re ss  im plem enting  cu rricu lar innovations.

L aw  and  G lo v er (2 0 0 0 ) also  h ighlight th a t sch o o l lead ers n eed  th e  cap acity  to  

com m unicate  a t a  ran g e  o f  levels in  v ario u s  m o d es  so th e y  ca n  a rticu la te  th e  re aso n s  

behind  th e ir ideas in  o rd e r  to  g a in  s ta f f  su p p o rt. A s a  re su lt th e  tw o -w a y  re la tionsh ip  

o f  p ressu re , su p p o rt an d  co n tin u o u s n eg o tia tio n  d eem ed  essen tia l fo r  successfu l 

p lann ing  and  im p lem en tation  can  m aterialise. S u ch  sch o o l lead ers  a re  re fe rred  to  as 

“In itia to rs” o r  “T ran sfo rm atio n al L ea d e rs” in  th e  lite ra tu re  an d  th ey  are  re p o rte d  as 

being  very  successfu l in  im plem enting  ed u catio n al change. “T ran sfo rm atio n al lead ers  

b ring  p eo p le  to  ac t o n  b e h a lf  o f  th e  collective in te re sts  o f  th e ir  g ro u p  o r  com m unity” , 

(S ta rra tt, 1995 :109). T h ey  w o rk  m o re  w ith  s ta f f  an d  su p p o rt innovations.

S uccessfu l schoo l p rincipa ls exhibit a  feel fo r th e  ch an g e  p ro cess , engage 
te ac h e r’s com m itm en t to  a  shared  v ision  an d  m o d e l th e ir cu ltu ra l beliefs 
th ro u g h  leadersh ip  by  exam ple

(S to ll an d  F ink, 1995:107).

Conclusion

In  an  e ra  ch a rac te rised  by  rap id  so c ie ta l change , e d u c a tio n  system s a re  striv ing  to  

m ee t th e  n eed s o f  an  increasingly  d iverse  society . T his involves ad o p tin g  n ew  

p ro g ram m es and  ad ap tin g  o ld  ones. T h e  im plications fo r  th o se  involved in 

fo rm ulating  and  delivering  su ch  a lternative  p ro g ram m es w a rran t focus. A long  w ith  

th e  trau m a o f  th e  im p lem en tation  p ro cess  itself, ch an g es in  th e  n a tu re  o f  c lassro o m  

teach ing , re la tionsh ips w ith  co lleagues an d  stu d en ts , use o f  re so u rces  and  

responsib ility  fo r d ec is io n  m aking  crea te  s ta ff  tra in ing  and  developm ent n eed s in  

o rd e r th a t th e  challenges ra ised  by such  cu rricu lu m  a lte ra tio n s  are  m et.
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Gary Granville (1995) contends “the failure to disseminate successful 

innovation...has been one o f  the most frustrating aspects o f  curriculum development 

in Ireland over the past twenty years” (1995:144). Crooks (1983:73) outlines the 

lessons he feels can be learned from the experiences o f  the last 20 years. These 

include:

>  The importance o f  the involvement o f  teachers

>  The need for support and in service training

>  The role o f  school culture

>  The role o f  the Principal

There are no easy answers to the questions arising during the planning for the 

implementation o f  curriculum change. The strength o f  the literature lies in its ability 

to illustrate the factors necessary for the successful implementation o f  change but 

schools are largely left to fend for themselves as regards the development o f  these 

factors. Fullan (1992) him self admits that the literature seems daunting to  educators 

and stresses that it is best used as “an inspiration rather than a blueprint” (1992:18) for 

successful change in any school.
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M ethodology

Chapter Three

This chapter will give an account o f  the research methodology for this study and 

its rationale. The selection o f  the research population and approaches used to 

gather data and analyse it are explained and justified. The validity and 

applicability o f  the research design are then discussed.

Rationale for the Study

The LCVP has been developed as a curricular innovation comprised o f  the main 

elements o f  the established LC in addition to a more vocational focus through the 

Link Modules. It is hoped that this curricular development at senior cycle would 

retain some o f  the students who were not completing senior cycle education, 

while in addition helping them develop the skills deemed necessary to gain 

employment in the rapidly evolving society o f  to day. While no thorough 

evaluation o f  the programme has been completed at national level to date it is the 

general feeling from work by Granville (2002) that the programme, especially in 

relation to the Link Modules has been extremely successful. However, three years 

after its iniatation in the study school the programme is being discontinued. In the 

light o f  findings from this investigation I will assess the conditions deemed 

necessary for the successful implementation o f  educational innovations. This 

study, explores the meanings o f  aspects o f  the implementation process for those 

involved and looks at how they relate to and are influenced by their particular 

setting and by internal and external factors. I am primarily interested in the 

teacher’s perceptions o f  what makes implementation o f  curricular innovations 

successful at school level because to a large degree they are responsible for such. 

As Sarason (1990) reports “teachers can block change if  they don’t understand the 

reason for it and or are given no involvement in the decision making process”, 

(Sarason, 1990:89).
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Design of the Study

Twelve teachers involved in teaching LCVP students in the school year 

2003/2004, in addition to the LCVP co-ordinator, are the focus o f  this study. 

Although a number o f  these teachers have been involved in teaching the 

programme since it was first introduced in the school three years ago, some o f  the 

group are teaching the programme for the first time.

The purpose o f  my questionnaires (Appendix I) and focus group discussion 

(Appendix II) with teachers is to:

•  Ascertain their perceptions o f  the course itself, especially in relation to its 

rationale.

•  Establish their experience o f  implementation at school level.

• Evaluate factors they believe affect implementation at school level.

•  Get their views on the extent o f  teacher involvement in implementation in 

the school.

•  Ascertain the degree o f  evaluation that has occurred in relation to this 

programme at school level.

•  Describe the role o f  in-service in the process o f  implementation.

The purpose o f my interview (Appendix III) with the co-ordinator o f  the LCVP is 

to:

•  Establish the role o f  the co-ordinator in the implementation process.

•  Get his views on the role o f  the parents in the implementation process.

•  Establish the role o f  in service in implementation.

•  Evaluate the factors deemed necessary for successful programme 

implementation.

•  Describe his perception o f  the LCVP.

•  Evaluate the role o f  management in the change process.

•  Describe evaluation o f the programme at school level.

Anderson et al. (1994:2) use the terms “practitioner research” or “insider 

research” to describe the type o f  research undertaken by those who use their own
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site (classroom, school, community) as the focus o f  their study. Munn and Drever 

(1995:3) point out that one o f  the strengths o f  teachers researching their own 

practice is that they already know a great deal about the school, the stalf and the 

students. They also state however that this form o f  “insider” research can have a 

drawback in that “things are taken for granted that ought to be held in question”. 

In designing the research instruments 1 was conscious o f  the need to maintain 

objectivity and distance in so far as was possible and attempted to follow the 

advice o f  Johnson (1994:10) and take on a “new role o f  detached enquirer, that is 

additional to and to some degree separated from your usual work”. It is intended 

that the methods o f  data collection chosen for this study will assist me in 

eliminating subjective bias that may arise from her close involvement with the 

subject o f  the research.

My initial literature review, in addition to examining reports and evaluation on the 

LCVP, helped me to sharpen the focus o f  my investigations and enabled me to 

refine my research questions. I decided to confine my study to my own school. 

My existing knowledge o f  the school, in its present form as a Community School 

and in its past capacity as a secondary school, meant that I did not need formal 

permission for access to the school. This also facilitated me with an ease o f  

access in distributing and collecting questionnaires and in the scheduling o f  the 

focus group discussion. My own prior experience o f  the school could also be 

used as a tool to validate findings. The fact that the study was being carried out in 

my own school also meant that colleagues were going to be one o f  the main 

research “instruments” used. It meant for a period that I would have to interact 

with them in a different role and I would have to assure them o f  the 

confidentiality o f  the information they were providing for the purpose o f  my 

research. The purpose o f  my study was outlined to all involved and their 

involvement was totally voluntary.

The data required for this study is information on teachers perceptions o f  factors 

deemed necessary to assist in the successful implementation o f  curricular 

innovations at school level. To gather this data it was decided to use a combined 

methodology approach o f questionnaires, a focus group discussion and an 

interview.
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Features of the Research Methodology

This study uses a combination o f qualitative and quantitative research methods. 

In using a focus group discussion and an interview I am speaking to people in 

order to discover “what they are experiencing, how they interpret their 

experiences and how they structure the social world in which they live” (Bogdan 

and Biklen 1976:30). A strong qualitative dimension has been included as it is 

seen to be the most appropriate means o f  gaining in depth insight into the personal 

side o f  the success/failure o f  the LCVP in the school. Qualitative research 

involves the study o f  people: their behaviour and their interactions with others. It 

aims to reveal people’s ideals and beliefs, and to uncover the reasons for what 

they do. The specific combination used include three features (1) Questionnaires, 

(2) Focus Group Discussion (3) Interview. Each o f  these approaches will now be 

examined in more detail.

(1) Questionnaires

Questionnaires were used as the initial survey instrument and the information 

gathered from these informed the construction o f  the interview schedule. Such an 

approach allowed for the convenient collection o f  data from the teachers, given 

the time constraints they were under and the heavy workload that daily school life 

presented. The data gathered, provided a starting point for the more qualitative 

methods that would be employed at a later stage.

The advantages o f questionnaires in small scale research are well documented by 

Johnson (1994) and Munn and Drever (1995). Questionnaires are an efficient use 

o f  time, offer anonymity to the respondent, give the possibility o f  a high response 

rate and allow the use o f  standardised questions. However there are also 

limitations in using a questionnaire, as Munn and Drever (1995) point out. They 

state that information collected tends to describe rather than explain why things 

are the way they are; there is a possibility that the information collected may be 

superficial ; the time taken to draft and pilot the questionnaire is often 

underestimated and so the usefulness o f  the questionnaire is reduced if  preparation 

is inadequate. In preparing the questionnaire I was conscious o f  the advice o f  

Munn and Drever (1995:9): “a well designed questionnaire yields unambiguous
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information and good response rate. Sloppy drafting means the questions are 

ambiguous, categories are imprecise and you risk alienating your respondents”. 

To ensure the success o f  the questionnaire I piloted it with 5 other teachers who 

helped me to specify if questions were clear or if  I needed to add in further 

questions o f  relevance.

Generally six areas were identified which I wished to explore and these provided 

the framework for the questionnaire. A mix o f  closed and open ended questions 

was used and teachers were invited to expand on their answers if  they wished to. 

The areas to be investigated were as follows:

1. Attitudes o f teachers to the rationale o f  the LCVP in general.

2. Programme implementation at school level.

3. Factors affecting implementation.

4. Teacher involvement in curricular innovations.

5. School evaluation o f  innovations.

6. In-Service Support for the LVCP.

Johnson (1994:43) warns that response rates fall o ff with lengthy questionnaires, 

yet Hoinville and Jowell (1978:127) dispute this. They point out that for certain 

cases, in which members o f  special populations know a good deal about the 

subject o f  the study, they may react negatively to what seems a trivial treatment if 

a complex subject is enquired into by a short questionnaire. They contend that the 

appearance o f  a questionnaire is more important than its length. In drafting and 

piloting the questionnaire I was mindful o f this advice.

After the piloting it was decided to distribute questionnaire to the 12 teachers in 

the school who were actually teaching students o f  the LCVP, as I felt they were a 

very good source o f accurate information on issues o f implementation regarding 

the LCVP. They provided me with considered opinions on specific issues and 

also voiced their feelings on the strengths and weaknesses about the way the 

innovation was adopted and implemented within the school. As a result o f  the 

LCVP students being a base class, I selected the first 12 teachers from the LCVP 

base class timetable in the staffroom to take part in this research. For certain 

subjects, namely (Irish, English, and Maths) the LCVP students were mixed with
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other senior level students so some o f  the teachers only had a small number o f  

students in their classes. However every teacher who completed a questionnaire 

had LCVP students in their classes. General opinions and feedback provided the 

basis for the focus group discussion that followed. O f the 12.teachers that took 

part in the research I was gratified with a 100% response rate.

(2) Focus Groups

Focus groups are a form o f  group interview, but unlike an interview which is an 

interaction between two adults, the reliance here is on the interaction within the 

group who discuss a topic supplied by the person doing the research. The group 

interact with each other rather than the interviewer and “it is from the interaction 

o f  the group that the data emerge” (Cohen et al 2000:288). Focus groups are 

however a contrived setting where a group o f  people are brought together to 

discuss an issue, and herein lie their strengths and weaknesses. Focus groups are 

unnatural settings, yet are very focused on a particular issue. They produce large 

amounts o f data in relatively short space o f  time but “they tend to produce less 

data than interviews with the same number o f individuals on a one to one basis” 

(Cohen et al 2000:288).

Focus groups are useful for:

•  Developing an orientation to a specific topic.

•  Developing a theme or topic to be followed by subsequent interviews.

•  Generating hypotheses that arise from the data o f  the group.

•  Generating and evaluating data.

(Cohen et al 2000)

Several issues must be addressed when deciding to run focus groups:

1. How many focus groups should be held? (One is sufficient i f  the 

result may be specific to that particular group.)

2. How many should be in the group?

3. The researcher must ensure that the group is similar in background.

4. The researcher must ensure that the participants have something to 

say and feel comfortable saying it.
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5. Focus groups work better if  they are composed o f  relative strangers 

than friends, unless the issue for the group is something that can 

only be discussed among friends.

Focus group discussions are a common way o f  collecting qualitative data. The 

main purpose o f  the discussion is to obtain a special kind o f  information. I 

wanted to collect some sensitive information on personal opinions and attitudes 

and all teachers involved agreed they would be more comfortable having a semi- 

structured discussion as opposed to being interviewed alone. Initially there were 

to be 12 teachers involved in the discussion group but only 9 took part on the day. 

2 o f  the teachers were ill on the specified day and the other teacher was involved 

in preparations for the oral French exams which were being held in the school at 

the time. However the group was a perfect size as it allowed all participants to 

speak. The group conversation was based on a list o f  topics that needed 

clarification after the questionnaires had been analysed. The discussion was 

guided by a list o f  questions that I wanted to explore further. The exact wording 

or order o f  the questions was not predetermined but developed in response to the 

discussion situation. Listening skills were very important, so I used a dictaphone 

with the permission o f  all participants. This allowed me to steer the discussion i f  it 

went o ff the topic and to get the most out o f  their feedback, whilst at the same 

time ensuring that everything said was preserved for analysis.

The focus group discussion was conducted in the school in the Year Head room, 

as all participants felt comfortable there. Comfortable chairs, tea and coffee were 

provided. All efforts were made to keep outside noise to a minimum. I sought the 

permission o f the deputy principal to conduct this part o f  my research, as it 

required all participants to be free from class or other duties at the same time for 

approximately one-hour. It facilitated me in gathering information that I had not 

previously gathered through the questionnaire, whilst also enabling me to see 

things from a different perspective.

The tape was turned on at the start o f  the discussion. I outlined my study 

purposes to them and the rationale behind the focus group discussion. Topics to 

be covered were also outlined. I started the discussion with a general question on
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LCVP, before focusing on the main issues to be explored. Such an approach 

allowed a relaxed, open atmosphere to develop. All participants were assured o f  

anonymity, and were encouraged to call back after the discussion if  there was any 

part o f  it they wanted to delete or verily.

During the discussion I took opportunities to probe for clarification, explanation 

and collaboration in the hope o f  producing accurate and valid data. Immediately 

after the discussion, I wrote up some notes o f  the discussion. I later transcribed 

the discussion from the tape onto paper to allow me identify emergent themes.

(3) Interview

It was felt that it would be fruitful to interview the LCVP co-ordinator in order to 

supplement and clarify the available data. Powney and Watts (1987) describe 

interviews as “conversational encounters with a purpose”. They further state that 

it is the explicit intentions and actions o f  the researcher, or interviewer, which 

converts a chat between two or more people into a ‘study’ o f  phenomena. They 

also point out some o f  the problems facing insider research “ ...there is a frequent 

dilemma o f the researcher not being willing to ask apparently obvious, but 

necessary questions. Or respondents may not answer fully because they believe, 

or know, that the researcher already has the answer”, (Powney and Watts 

1987:50).

The interview was drawn up and guided by the analysis o f  the questionnaires and 

also by issues arising out o f  research on the topic. The interview consisted o f  a 

series o f general questions designed to explore the ideas, experiences and 

perceptions o f  the coordinator and allowed further questions to be asked 

depending on his responses. The following areas were explored in the interview:

1. Ascertain the role o f  the co-ordinator in the implementation 

process.

2. Describe the role o f  the parents in the implementation process.

3. Establish the role o f  in-service training in the implementation 

process.

4. Evaluate factors deemed necessary for successful programme 

implementation.
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5. Investigate his perception o f  the LCVP.

6. Evaluate the role o f  management in the change process.

7. Establish the extent o f  evaluation o f  the programme at school level.

The value o f  using the interview as a method o f acquiring in depth information is 

supported by Borg and Gall (1983). However, Borg and Gall warn o f  the 

possibility o f  both interviewer and interviewee bias. Either may be eager to 

please, or may be hostile. Therefore, planning the interview is extremely 

important in order to be as objective as possible. Methods o f  recording the 

interview include note taking, video recording, and tape recording. Tape 

recording and note taking were decided upon for gathering data in this case study.

The word interview has formal connotations. I wished the interview situation to 

be less formal and more along the lines o f an open discussion. There emerged a 

greater opportunity for honest opinions and ideas, where both interviewer and 

interviewee were more equal than when in a formal interview setting.

Generally the interview with the co-ordinator was used as a from o f  

“triangulation” in order to validate previous findings from the questionnaires and 

the focus group discussion whilst also giving some input with regard to the role o f  

the co-ordinator in the implementation process. An interview is described as a 

“purposeful conversation between two people that is directed by one in order to 

get information” (Bogdan and Biklen 1978:135).

Administering the Research Instruments

Before distributing the questionnaires to the teachers a meeting was arranged with 

the school principal. The purpose o f  this meeting was to go through the 

questionnaire with her question by question, allowing her to assess the suitability 

o f  the questions in her opinion whilst also explaining the reason for asking each o f  

the questions. On the day in question the principal was not available to perform 

this task so the deputy principal obliged. On examining the questionnaire he 

deemed it suitable for distribution among the staff.
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The questionnaires were distributed to the 12 LCVP teachers on Friday the 6th o f  

February 2004, with an accompanying letter explaining the purpose o f  the 

research and requesting their assistance. All the questionnaires (100%) were 

completed and returned by Friday the 13 th o f  February 2004.

The focus group discussion took place in the last week o f  March, following a 

detailed analysis o f  the completed questionnaires. Permission was requested to 

make an audio tape recording o f  the focus group discussion and all the teachers 

agreed to this. The time and place for the discussion group was designed to 

accommodate interviewees and took place in a quiet room in the school building 

where the discussion could not be overheard by others or be interrupted. The 

focus group discussion lasted approximately one hour.

In order to supplement information retrieved from both the questionnaires and the 

focus group discussion the LCVP school co-ordinator was also interviewed. The 

interview with the LCVP co-ordinator took place in the first week o f  March. 

Again in a similar way to the focus group discussion, the co-ordinator was 

approached in advance and the reasons for the interview were clearly explained. 

After the aim o f  the interview was established he agreed to take part in the 

research. Permission was sought and granted to make an audio tape o f  the 

interview. The time o f  the interview was arranged to accommodate his busy 

schedule at this time o f  the academic year. The interview took place in his office 

within the school grounds. This interview lasted about 45 minutes.

Summary

The general aim o f  the questionnaires, the focus group discussion and the 

interview was to encourage the teachers to reflect upon their role in the 

implementation o f  curricular innovations such as the LCVP at school level in a 

critical and systematic manner and, following such reflection, to offer their 

considered views to the researcher. The findings o f the research are outlined in the 

following chapter.

39



Chapter Four 

The Findings o f the Research  

Presentation and Prelim inary Analysis

Introduction

This chapter is divided into three parts as follows:

•  Part A presents the findings from the questionnaires and provides some 

pre-liminary analysis o f  them.

•  Part B presents the findings from the qualitative data derived from the 

focus group discussion that took place with a number o f  LCVP teachers.

•  Part C presents the findings from the interview with the LCVP co­

ordinator.

A  more detailed analysis o f  these findings will be presented in Chapter Five.

Part A: Findings from the questionnaires

The purpose o f the questionnaires was to obtain the perceptions and attitudes o f  

the teachers involved in LCVP about the implementation o f  curricular innovations 

at school level. In presenting the findings each question is restated and, where 

necessary, the statistical data is presented in written and diagram form. A 

representative sample o f comments made by the respondents is included where 

they offer clarification on the choices made.

The questionnaires were issued to the twelve teachers on Friday the 6th o f  

February and were returned on the 13th o f February. All teachers returned 

completed questionnaires.

Questions 1-3 sought information o f  a general nature about the respondents. It 

attempts to assess the amount o f  their teaching experience and the range and 

extent o f  this experience.
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Question 1 

Gender

The profile o f  the respondents was one male to eleven females. This is not 

unusual, given the fact that the school is composed o f  a 92% female staff and it is 

an all-girl’s school.

Question 2

Please state the number of years you have been teaching

The teaching experience o f  the teachers ranged from one year to more than ten 

years. O f the teachers questioned 58% o f  the respondents were teaching for ten or 

more years. This seems to be in keeping with the commitment o f the management 

to allocate teachers with more experience to new curricular innovations. 25% of  

respondents had one to five years experience and 17% had between six and ten 

years experience.

Question 3

What subjects do you teach?

The teachers involved in the LCVP come from a wide variety o f  subject 

disciplines both academic and vocational. The subject areas may be classified as

follows:

Academic/ General 6 Teachers (English, Irish, French, Business, Science,

Maths)

Vocational/ Practical 3 Teachers (Art, Home Economics, I.T. )

Social /Personal 3 Teachers (Religion, Careers, SPHE, CSPE)

Questions 4-6 attempted to get some information on the teacher’s attitudes to the 

LCVP and its overall rationale, as defined by the DES.

Question 4

Do you believe there is a need for the LCVP in the school and explain why? 

100% o f  the respondents believed there was a need for LCVP in the school. They 

outlined a number o f  reasons for thinking this. The general consensus was that
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vocational education is a must for life in today’s world, especially in relation to 

preparation for the world o f  work, college and life in general. The presence o f  

project-based assessment in addition to purely terminal assessment was also noted 

favourably. However other reasons for believing the LCVP would be beneficial 

to students in the school are worth noting because it highlights a lack o f  

knowledge and understanding about the actual rationale o f  the programme. Eight 

o f  the respondents commented on how this alternative programme could facilitate 

certain students o f  differing abilities “who have learning difficulties and for whom 

the established LC would prove too difficult”. One respondent believed that 

“students are poorly served by the format, structures and academic pressure o f  the 

broad based established Leaving Certificate, but the LCVP addresses this to an 

extent”. One respondent felt “students deserved the opportunity to reach their 

Leaving Certificate through a less academic route”. Generally these responses 

highlight a lack o f  understanding among the surveyed teachers about the general 

structures o f  the LCVP, in terms o f  its overall format and assessment 

requirements. However the reasons for this lack o f  understanding might be 

explained by responses to later questions in relation to the processes engaged in 

before offering the programme in the school and also in relation to in-service 

training.

Question 5

In your view, to what extent has the rationale of the LCVP been understood 

among the teachers in the school? Please explain your answer

8 (67%) o f the respondents believed that the rationale o f  the LCVP was 

understood to little or no extent, with 4 (33%) believing it was moderately 

understood. What this highlights is that none o f  the respondents felt it was greatly 

understood. This is more in line with the findings o f  the previous question which 

highlighted their general lack o f  understanding about the structure or rationale o f  

the programme. The reasons they outlined for why it was not understood were 

very interesting and I believe are worth noting so they are listed below:

•  “Teachers were never given an opportunity to explore the programme and 

plan its implementation and suitability for our student cohort”.
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•  “I only said it was moderately understood because the staff involved in the 

link modules would have had a good understanding o f  the rationale o f  the 

programme, nobody else seems to!!”

•  “no guidance was given to the staff’.

•  “no induction, no monitoring, no advising, no real leadership was there”.

•  “It was a programme used for weaker students, which is wrong”.

•  “There was not enough staff consultation”.

•  “There is never talk o f  LCVP at staff meetings, it seems marginalised”. 

Question 6

To what extent in your view was the rationale realised in the school?

(58%) 7 o f  the 12 respondents believed the rationale was realised in the school to 

a moderate extent with the other 5 (42%) feeling the rationale was not realised. 

So again, no respondents felt it was greatly realised. Some o f the reasons given in 

answers to question 5 might help to explain this.

Question 7

Do you teach any of the Link Modules in LCVP?

One o f  the respondents taught the “Preparation for the World o f  Work” module 

and one respondent taught the “Enterprise Education” module.

Questions 8 - 1 2  asked teachers to specify and comment on how the 

implementation o f  the LCVP was initiated in the school. In relation to this they 

were asked to comment on the following:

•  The extent to which they were involved in the initial decision to offer the 

LCVP in the school.

•  The extent to which parents participated in the decision to offer the 

programme in the school.

•  The internal organisation o f  the programme with reference to what 

students and teachers were going to be involved in the programme.
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Question 8

What process was engaged in at school level in deciding to offer the 

programme initially?

It is clear from the responses that the process engaged in initially to offer the 

programme was not inclusive o f  all those who would be actually involved, namely 

the teachers. Although it was reported that the matter did arise at staff meetings 

and the LCVP co-ordinator did address the staff, it appears that the 

implementation o f the LCVP was not actually discussed but rather “mentioned”, 

as one respondent puts it. It is believed by the majority o f  respondents (9 o f  the 

12) that no “real thought, planning or consultation” took place within the staff 

prior to the decision to offer the new programme. However it was reported by one 

o f  the respondents who was teaching one o f  the Link Modules that they did attend 

in-service. Most o f  the respondents indicated phrases such as

•  “Can’t answer because I was not involved”

•  “I remember it being mentioned and that was it. Some time later I realised 

I was going to be teaching the LCVP class”.

The general feeling from the questionnaires is summed up in the following 

sentiment, “management imposed the decision on the school system and no 

consultation took place”.

Question 9

To what extent were you involved in the school’s decision to offer LCVP in 

the school?

The response to this question backs up the findings o f  the previous question, with 

10 (83%) o f  the respondents stating, that they had little or no involvement in the 

school’s decision to offer the LCVP. The other 2 felt they were moderately 

involved, with none o f  the respondents believing they were involved to a great 

extent in this decision.
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Question 10

To the best of your knowledge, to what extent did parents actively participate 

in the initial decision to offer the programme

3 (25%) o f  the respondents believed that there was a moderate amount o f  parental 

participation in the schools decision to offer LCVP with the other 9 (75%) 

believing there was little or no involvement in this process.

Question 11

Who, in your view, was involved in making the following curriculum 

decisions for the LCVP?

• Decisions regarding the organisation of student groups

6 teachers stated the career guidance counsellor was responsible for organising the 

student groups.

3 teachers stated that the principal was responsible for organising the student 

groups.

2 teachers stated that the Year Head was responsible for organising the student 

groups.

1 teacher stated that the LCVP co-ordinator was responsible for organising the 

student groups.

• Decisions regarding the offering of this curricular innovation

6 o f  the teachers believed it was the decision o f  the career guidance teacher to 

offer LCVP in the school.

4 o f  the teachers believed it was the decision o f  the school Principal to offer 

LCVP in the school.

2 o f the teachers believed it was the decision o f  the Board o f Management to offer 

LCVP in the school.

• Decisions regarding what teachers would be involved in teaching the 

programme

8 (67%) o f  the respondents, believed that the Principal was responsible for 

making the decisions regarding what teachers would be involved in teaching the 

LCVP in the school. 1 will refer to this response when I discuss the findings o f  

question 15, which asked whether or not the teachers had a choice in such 

involvement.
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Question 12

How are the students selected for participation in LCVP in the school?

• They apply for a place

• As a result of teacher recommendation

• As a result of their academic history

• As a result of parents request/ recommendation

4 Teachers believed students applied for a place on the course.

2 teachers believed their teachers recommended them for the programme

5 teachers believed the students past academic history influenced the likelihood o f  

them doing the LCVP.

1 teacher believed it was at the parents request that 

student’s got a place on the LCVP course.

How students are selected fo r LCVP

42%

33%

17%

■ apply for a place

■ teacher 
recommendation

□ academic history

□ parents request

There is no dominant pattern in this response, although it is widely felt that the 

academic history o f  the students in the deciding factor in whether they get to 

participate in this programme. This ties in with the fact that a large number o f  the 

respondents believed that the LCVP was actually a programme for the less 

academic students, as reported in question 1.
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Questions 13 & 14 asked the teachers to respond to 10 statements about the 

importance o f  certain factors in the implementation process at school level and to 

rate them on a scale o f  1 -  5, with 5 being very important and 1 being 

unimportant. They were then asked to rank seven possibilities for the failure o f  

the implementation o f  the LC VP in the school.

Question 13
The Department of Education and Science attributes importance to some of 
the following factors in implementing curricular innovations such as the 
LCVP.
In your view, how important are these factors in the implementation of the 
LCVP at school level.

• Team work among staff members
• Support of Principal
• Resources for the new programme
• Public status of the new course i.e. the 

perceptions of parents and pupils
• Extra time for planning and curricular 

development
• Credibility of the programme in the eyes of the 

staff
• In-service preparation and training for the 

programme
• Social background of students
• Suitability of students (ability and aptitude)
• A LCVP co-ordinator
• Other Factors

(It should be noted that some o f  the graphs show a deficit in relation to the 

number o f  respondents. 12 teachers were surveyed but in some cases not all 12 

responded, so the graphs are compiled only from the responses received.)
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Factors Effecting Implementation
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■ In Service □ Social Background
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Among the factors that the teachers perceived to be important in the 

implementation process, the importance o f  a LCVP co-ordinator ranked highest. 

The public status o f  the LCVP also ranked as being surprisingly high. Credibility 

in the eyes o f  the staff, extra time for planning and in-service provision ranked as 

next in importance. Five teachers classed resources as being very important, with 

four respondents ranking the presence o f teamwork and principal support as being 

very important. The suitability o f  students was selected by three o f  the 

respondents as being very important. The social background o f  the students
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ranked as being the least important factor in the implementation process according 

to the teachers surveyed. (For a more detailed analysis of the findings from this 

questions in tabular form see Appendix VII)

Question 14
The LCVP is being discontinued in the school. In your view, what are the 

chief reasons for this? Please rank the following possibilities on a 1 to 5 scale.

In this question the 12 teachers were asked to rank a number of specified reasons 

in terms o f how they might have influenced the decision to discontinue the LCVP 

in the school. Again, as in question 13, for some of the graphs all 12 teachers did 

not respond, so calculations were based purely on the responses received. Even 

though some responses fell short of the 12 anticipated patterns seem to have 

emerged. I intend to focus on these aspects in the focus group discussions to seek 

clarification and additional feedback.

• Lack of interest among students

5 out of the 6 respondents felt that a lack of student interest has been 

influential in ceasing the programme. I will probe this response further in the 

focus group discussion.
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Lack of interest among staff

Lack Of Staff Interest

12 ---------------------------------------------------------
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5 out o f the 6 teachers who responded believed a lack of staff interest was 

responsible for the programme being ceased. Although the responses when 

transferred to the graph do not appear to be noteworthy I think it should be 

noted that only 6 out o f the total 12 teachers responded to this question so the 

trend is very telling although the graph may not be.

• Lack of knowledge about the programme among staff

12

Lack of Staff Knowledge

M ost Important Least
Important Important

Rate of Im portance

A lack of staff knowledge rated as being important to most important by 10 

out of the 11 teachers who responded. This may link with the high response 

given to the lack of staff interest. If the staff are not aware how can they have 

an interest?
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•  Lack of knowledge about the programme among students

Lack of Student Knowledge
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A lack of student knowledge did not rate very high with only 2 out of a 

possible 6 respondents feeling it was most important.

• Lack of knowledge about the programme by parents

Lack of Parental Knowledge
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However a lack o f parental knowledge rated as being quite high with all 7 

respondents placing this aspect in the important to most important category.
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Poor Implementation

Poor Implementation
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Poor implementation rated also as being very important with all 11 

respondents putting it in the important to most important category.

• A Lack of Planning and Evaluating Time
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•  Lack o f  planning and evaluating time also seems to be influential as all 9 

respondents put it in the important to most important category.
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Question 15 asked teachers to select from a list the way in which they became 

involved in the LCVP. This question was designed to find out the extent o f  

consultation and communication that had taken place between teachers and the 

management involved in the running o f  the programme.

Question 15

Please tick the sentence that indicates how you became involved in the LCVP

• It was my choice to become part of the LCVP teaching team

• I was allocated LCVP classes after consultation with management

• 1 was allocated LCVP classes without consultation with management

• Other

10 teachers stated that they were allocated LCVP classes without consultation 

with management.

2 were allocated LCVP classes after consultation with management.

It is evident therefore that teachers believe that management had not made a 

sufficiently serious effort to consult with teachers in relation to the LCVP class. 

Question 16 asked teachers to identify difficulties they believe occurred after the 

introduction o f the LCVP in the school.

Question 16

In your opinion what difficulties, if any, have arisen since the introduction of 

the programme which were not anticipated

A  number o f  difficulties were reported so I will list them all.

•  Three respondents commented on how the LCVP class was established as 

a base class and ‘corralled’ as one unit. This has caused a shared sense o f  

separateness to develop between students o f  the LCVP and the established 

LC. They are removed from the school community.

•  One teacher commented on the lack o f use o f  the computer room and 

access to resources especially for the Link Modules has been problematic.

•  One teacher commented on how in-service should have been offered in the 

first year o f  teaching the programme not in the second year when the 

students were in their exam year. As a result I (the teacher) did not realise 

so many outside visits were needed for the Link Modules.
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•  Two respondents commented on the general apathy or ‘ignorance’ about 

the LCVP. Also a lack o f  guidance and a poor choice o f  candidates. They 

were generally all weak students and would have been more suited to the 

LCA.

•  Two respondents commented on the fact that it was generally perceived as 

a programme for weaker students which it is not. As a result o f  these 

weaker students been segregated as a base class some discipline problems 

have occurred leading to a lack o f  enthusiasm among staff.

•  One respondent commented on the lack o f  knowledge o f  the structure o f  

the year, with regard to assessment requirements for example and the 

completion o f  portfolios has been problematic.

•  Two respondents commented on the way the LCVP has become a home 

for “demoralised underachievers”, thus undermining the programme for 

less able but hard working students.

Question 17 asked teachers to name any internal or external bodies they believe 

were beneficial in the running o f  the LCVP, in order to examine the extent that the 

school went to in order to establish and maintain the programme.

Question 17

Are there any particular forms of support, internally or externally, that have 

be used and been beneficial in the running of the programme?

3 o f  the teachers named external bodies o f  support that they had experience of. 

They included:

a) LCVP co-ordinator o f  another local school was helpful in advising on the 

completion o f  elements o f  the Link Modules.

b) In-service training in the Kildare Education Centre, was recorded as being 

“excellent” by teacher X.

c) Teachers on the staff who have connections or knowledge o f  local businesses 

proved very helpful with the “Enterprise Education” Link Module.

The other 9 respondents believed there were no forms o f  support, internal or 

external, that have been used in the running o f the programme.
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Question 18 asked teachers to give some general advice that would give to other 

schools in relation to implementing new curricular innovations at school level.

Question 18

What advice would you give to a school which is starting LCVP?

The 12 respondents offered a lot o f  advice to other schools that may in the future 

be considering implementing a new programme such as the LCVP:

•  One respondent advised that we should strive to get all staff involved and 

make all staff aware o f  the programme and what it entails, .e.g. what are 

the differences between the established LC and the LCVP.

•  One respondent said school management should allow time for meetings 

to plan, monitor advice and discuss the new innovation.

•  One respondent believed that teachers should actively promote the 

programme highlighting what it is and who it is for. Efforts should be 

made to sell it well because it is a very good programme.

•  One respondent highlighted how teachers should form networks with 

outside agencies where possible.

•  One respondent commented that the staff should know clearly what role 

they play in the implementation o f  the programme in the school, 

collegiality and collaboration should be encouraged.

•  One respondent commented with regard to Enterprise and Careers. This 

teacher stated “I had 2 periods a week in 5th year and only 1 in 6th year and 

I was able to give that period over to the Link Modules, which was an 

excellent idea, schools should adapt the programme for their specific 

needs”.

•  One respondent believed that “it’s vital for the success o f the programme 

that the selection o f  the students is correct”. Therefore planning is needed. 

There must be an adequate mix o f  student types and abilities to avoid 

forming a “ghettoised” class.

•  Two respondents believed that the choice o f  the co-ordinator is important. 

Ensure they are enthusiastic, organised and on top o f  their work load.

•  One respondent outlined how it was important for Enterprise teachers to 

have access to a computer room for reports. She also highlighted the fact
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that local business participation is essential. A list o f  businesses to visit or 

who are willing to come into the school would be very helpful.

•  One respondent believed it essential to talk to other schools with 

experience o f  such innovations.

•  One respondent believed that the school should have a detailed plan for the 

2 years o f  the programme.

Question 19 sought to get teachers feedback on the role o f  in school evaluation o f  

new programmes such as the LCVP.

Question 19

The Department of Education and Science recommends that new 

programmes such as the LCVP should be evaluated in a systematic way. To 

what extent has such taken place with regard to the named programme in the 

school?

3 o f  the teachers believed there was a moderate amount o f  in school evaluation o f  

the programme but 9 o f  the respondents reported that there was little or no 

evaluation undertaken.

Question 20 sought to establish i f  the services o f  the LCVP Support Team were 

used when it was established that problems were developing at school level for 

the newly implemented LCVP.

Question 20

To your knowledge, have you availed of the services of the LCVP Support 

Service to try and address any of the problems that have arisen?

2 teachers had used the services o f  the LCVP Support service, but both these 

teachers were involved in the Link Modules. They specified that these services 

were particularly helpful with regard to report writing and such topics.
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Questions 21 & 22 asked the teachers for their opinions on the extent to which in 

service training had been a feature in the schools implementation plan.

Question 21

In-service training is another important feature that the Department of 

Education and Science emphasises when implementing new programmes at 

school level.

To what extent has such in-service been a feature in this school’s LCVP?

Again the 2 teachers involved in the Link Modules commented favourably on the 

in-service they had received. The other 10 respondents reported that little or no 

in-service had been experienced by them.

Level o f In-Service suppo rt 
experienced in the schoo l

2, 17%

m oderate 
or no

10, 83%

Question 22

If you did not receive in-service training, which areas would you like some 

training in?

The main areas that were reported in relation to training included the following:

•  The structure o f  the programme in relation to criterea and assessment 

requirements. I f  all teachers are to promote the programme they should be 

knowledgeable about it so that students can easily access information 

about such innovations.
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• Schools should be advised on the best ways o f implementing such 

innovations with specific note been given to the assets of the programme 

to the students involved.

Conclusion

The findings of the teacher questionnaire yielded a large amount of data pertinent 

to the research questions. The next stage of the research is the focus group 

discussion with the teachers and an interview with the school’s LCVP co­

ordinator in order to seek further information on the pertinent issues. The 

information gained from the respondents through the questionnaires informed the 

author in drawing up the discussion and interview schedules.
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This section o f the chapter presents the findings from the qualitative data derived 

from the focus group discussion that took place with 9 o f  the teachers involved in 

the LCVP in the school. Initially there were to be 12 teachers involved in this 

session but 2 o f the teachers were sick on the designated day and the other teacher 

could not attend because she was responsible for organising the orals in the school 

and such duties demanded her attention on the day in question. One discussion 

session was held and it was guided by a list of questions that I wanted to explore 

further. The exact wording or order o f the questions was not predetermined but 

developed in response to the discussion situation. The discussion schedule was 

given to the candidates a week prior to the meeting. The findings from the initial 

teacher questionnaire and the interview with the LCVP co-ordinator formed the 

basis for this discussion. Through the focus group discussion I wanted to collect 

perspectives in greater depth and all teachers involved agreed they would be more 

comfortable having a semi-structured discussion as opposed to being interviewed 

alone. A dictaphone was used with the permission o f all participants to record the 

meeting.

The following areas were selected as appropriate areas o f study in order to probe 

in more depth issues that had arisen from the questionnaires and the interview 

with the LCVP co-ordinator.

1. The relevance and role that in-service education had played for teachers o f 

the Link Modules.

2. Cross-curricular and inter disciplinary aspects o f the LCVP.

3. Issues related to the rationale o f the LCVP and the extent to which it was 

realised in the school.

4. Issues relating to difficulties that had arisen in the life of the LCVP in the 

school and possible solutions to these.

I will present the findings o f  the discussion in the form o f an edited transcript, 

highlighting areas and comments that proved particularly noteworthy for the 

study.

Part B: Findings from the Focus Group Discussion
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Questions 1-4 sought to identify the subject cohort o f  the teachers been 

interviewed, the length o f their experience in relation to the LC VP and the process 

that was undertaken to obtain their involvement. I will not present the findings of 

these basic questions here because they are clearly stated in the findings o f the 

questionnaire (Chapter 5, Part A). These questions served to nevertheless make 

the candidates feel at ease in the context o f the discussion.

Questions 5-8 were only relevant to the 2 teachers o f the LCVP Link Modules. 

These questions sought to establish their opinions on the in-service training they 

received in terms o f its overall quality and to determine its relevance to the 

programme in question.

Question 5

Did you attend in-service training before starting to teach this programme?

Teacher X (“World o f Work” Module teacher) reported “I attended in service for 

2 days in the Kildare Education Centre. It was very informative mainly because it 

was delivered by LCVP teachers. The only drawback was that I did not receive 

the in-service before starting to teach the module. It was after Christmas in my 

first year o f teaching the Link Module before I had signed up for any sort o f in- 

service”.

Teacher Y (“Enterprise” Module Teacher) reported that “It was my first year in 

the school when I started teaching this module. I had no prior experience o f the 

LCVP, I did not really know what it was about at all. I did not mind so much 

though because I was a business teacher and had some experience o f setting up 

mini companies and the like, having taught in the Transition Year programme in 

my previous school. I did not receive any formal in service in relation to the 

enterprise module until after Christmas in my second year o f teaching the 

enterprise module, so my students at that stage would have been in 6th year”.

Question 6

To what extent did you benefit from the in-service training?

Teacher X: “I’m teaching the “World o f  Work” module but the fact that I had no 

in-service training before teaching the module did not daunt me too much because
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I also teach Careers in the school. However when I did get some formal in- 

service what I found most useful was the workshop on the portfolios. I got to see 

a finished portfolio and they clearly went through the marking scheme, outlining 

specifically what was expected o f the students. This aspect of the in service 

served to give me more confidence going back to school. I also found it very 

useful because they gave us a prepared timeframe, therefore breaking down the 

tasks into manageable pieces”.

Teacher Y: “When I did get some in-service 1 found it useful but really for me it 

was too late. It definitely should have been offered in the first year o f teaching 

the programme, not in the second year when the students were in their exam year. 

I did not realise so many outside visits were needed for the link modules, and 

learning such so late in the year did not help my stress levels”.

Question 7

To what extent did the in-service training prepare you to start teaching the 

LCVP Link Modules with confidence?

Teacher X: “My in service did not prepare me at all for teaching the LCVP 

because I did not receive it until after I started teaching the module. Having said 

that, it was good when it came but I would not have liked to have been in the 

position o f teacher Y. I think if  I hadn’t received any in service training before 

the end o f 5th year I would have opted out o f the programme. I could not have 

coped with being so in the dark in terms o f what was expected of me or my 

students. It would not have been good for my mental health and the students 

would have suffered as a result” .

Teacher Y commented: “I actually called on the help o f the LCVP support 

services because I felt out on a limb. I have to say they were excellent and most 

helpful. They sent all sort o f  literature out to me in the school and arranged for 

one o f their team to come out to the school and give some guidance. It was a 

welcome gesture, believe me”. They specified what was involved in the reports 

the students had to write up and gave me the confidence to see the project 

through. The mini company didn’t go to well, but that wasn’t the be all and end 

all of things. Once the students could write up an objective report outlining their 

objectives and making recommendations for future projects it would be fine”.
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Question 8

How do you feel about the content of the Link Modules for the LCVP?

Teacher X felt “the module on the “World o f Work” is generally very good. I 

think it’s great for students to undertake tasks such as career investigation, work 

experience whilst also composing a proper Curriculum Vitae. What’s even better 

is that they get points for completing tasks that every student o f their age should 

be doing. It would be great if  it could be built into the structure o f the established 

LC”.

Teacher Y felt “it’s a good module and is very worthwhile, the only problem I 

have is with time. There never seems to be enough o f it and a fair amount o f 

work must be done outside of class time, especially in relation to the mini 

company in the initial stages. It is also very important that students have access to 

computers for this module. This proved to be a problem for me in Year 1, 

because we were not timetabled for any time in the computer room, but this year 

things seem to be working out okay” .

Question 9 was directed at all the teachers present at the discussion. It sought to 

establish their personal attitudes to the LCVP in the school. From the 

questionnaire it was clear that there was some negativity toward the LCVP 

programme and I wanted to establish the extent o f this and to examine the reasons 

for it.

Question 9

Do you enjoy teaching the programme? Why/ Why not?

Generally the teachers did not find teaching the LCVP any different to teaching 

the established LC. The only problem was that the LCVP class were quite 

difficult to teach because the base class was composed o f 19 students o f  lower 

academic ability.

Teacher A had the LCVP for media studies and reported “They are the most 

difficult group o f students to teach. They make no effort and seem to have 

resigned themselves to the fact that they are not that bright anyway so why should 

they bother trying”.
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Teacher B: “It’s probably our fault that they are so difficult to teach because we 

segregated them and labelled them in a way. Individually the girls are fine but 

collectively they are not the nicest group o f students. I know we had to establish 

them as a base class because o f  timetable constraints, but I know of LCVP classes 

in other schools and they are not established as base classes. It makes no sense to 

me .

Teacher C: “I only have a few o f the LCVP girls in my English class, you would 

not even know they were LCVP students”. I probed this answer in more detail 

because it was becoming apparent that the teachers had labelled the LCVP 

students as being different to the other students and they had not even realised it. 

Teacher C went on to say: “what I meant was they are not disruptive, or weak, 

they actually work quite hard. 1 suppose thinking about it now that you have 

pointed that out, I would associate LCVP with less able students, I always thought 

that was the case”. Generally the teachers involved in the discussion group were 

not overly fond o f teaching the LCVP students. The fact that they were grouped 

together for most subjects, meant that they had been labelled as a group of 

“difficult underachievers” to teach.

Questions 10-12 aimed to examine the extent to which teachers were aware o f  the 

goings on in other subject areas. It attempted to establish the extent of teacher 

collaboration that was taking place in the school.

Question 10

Are you aware of what is going on in other subjects of the LCVP? Is it 

important to be aware?

The general consensus was that teachers were not really aware o f what was going 

on in other subjects. They did not feel that this was very important and teacher C 

commented “sure where would we get the time to see what was going on in other 

subjects, we have enough to contend with in our own subject areas”.
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Question 11

Do you actively try to integrate with other subjects?

The teachers questioned generally felt that there was no need to try and integrate 

with other subjects. Teacher E: “In an ideal world it would be great to sit down 

and see what X is doing in her class, but we are not teaching in an ideal world. 

Time is o f  the essence and at the end o f the day you have an extensive course to 

complete”.

Teacher G: “It would be good to integrate because it might actually cut our 

workloads down. You’ll often find as you are covering a topic with the students 

that they will then inform you, ‘oh but we have already done this in Mrs. X ’s 

class’. It’s no good to you finding out at that stage however. Maybe we could do 

something about this at the start of the year when we have our subject meetings”.

Question 12

Do you include any of the following teaching methodologies in your delivery 

of the programme:

> Practical work

> Group work

>  Integrated projects with other areas

> Class discussion

> Research

Teacher X: “In my module on the “World o f Work” there would be a fair amount 

o f research involved especially when students are doing their career 

investigations. There is a lot o f practical work too in that they have to present 

their investigations and other tasks in a typed format, so we spend quite a bit of 

time in the computer room”

Teacher Y: “In the “Enterprise” module there is a combination o f research, 

practical work, group work and class discussion in relation to the mini company. 

I enjoy these aspects o f the module but they are a difficult group to undertake 

these tasks with. A t the best of times it’s just not feasible to carry out class 

discussions because discipline suffers, so you really have to pick your time 

carefully. In saying that, this 6th year group are much easier to deal with 

compared with last year’s lot”.
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Because o f the group dynamic among the LCVP students, the teachers 

interviewed reported that it was not really feasible to alter one’s teaching 

methodologies. Although LCVP aims to develop a more vocational approach to 

learning, with the emphasis on the students taking more responsibility of their 

learning, this is not the case in the school for teachers that are teaching them as a 

base class. This problem of the students been identified as a homogenous group 

of “weaker” students was identified by one o f the teachers as being a key reason 

in their opinion for the failure o f the LCVP in the school. Teacher C: “From the 

word go, the LCVP has failed to take off. Teachers have no idea o f its structure 

or assessment requirements. All we seem to hear is that the students are difficult 

to teach. It does not seem to get any good press in the school and from the start 

the teachers have been kept at a distance from it. We were never given any 

opportunity to get involved and at this stage it’s too late. It would probably be 

better if  we scrapped the whole idea for a couple o f years and restarted it afresh 

and more prepared”.

Questions 13-14 tried to rate the extent to which teachers understood the rationale 

o f the LCVP, because it was clear form the teacher questionnaires that there was a 

general lack of understanding o f this. Any opinions that were issued in relation to 

the rationale had to be explained fully.

Question 13

Do you feel there is a need for the LCVP in the school? why, why not?

The teachers indicated that there was a definite need for LCVP in the school. 

They all agreed that “vocational education” is a must for life in today’s world, 

especially in relation to preparation for the world o f work, college and life in 

general.

The teachers in their questionnaires highlighted the fact that they believed it was a 

beneficial programme to have in the school because it would accommodate the 

“less able” students. I briefly explained the aim o f the LCVP to the teachers and 

they were very shocked to hear that it is not designed as a programme for the less 

able. However they did feel the type o f assessment it was introducing into the 

senior cycle was noteworthy. Teacher D: “The presence o f project-based
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assessment in addition to purely terminal assessment is a great advancement, the 

other is just so cut throat”. Teacher E then commented “sure if it’s not for the 

academically less able why is there not a wider student cohort doing it?” Teacher 

A: “Maybe if  we marketed it better we would get a better take-up for the 

programme, How are the students selected for LCVP?” Teacher G: “We need to 

know as a school what the programme is about. Unless you’re involved it does 

not really bother you whether you know what’s going on or not, but from what I 

have heard it seems to be a good programme”.

Question 14

To what extent do you believe the rationale of the LCVP to accommodate a 

wider academic cohort of students was realised in the school? Give reasons 

for your answer.

In the results o f the questionnaire 58% o f the respondents believed the rationale 

was realised in the school to a moderate extent with the other 42% feeling the 

rationale was not realised. When probed on this result teacher B commented: 

“Sure how could it have been realised if  we did not know what the LCVP was 

really about?” It seemed to be that the group accepted their own lack of 

understanding o f  aspects o f the LCVP. They were however very positive and 

believed that “given half the chance, if  we were to start over I have no doubt that 

the implementation of the LCVP would be more successful because you would 

get eveiybody involved, including the students and you’d give the programme a 

new lease o f life in the school”.

Teacher G: “We have a very committed staff here and I have no doubt that they 

would push the programme if  they understood what it entailed and the benefits it 

has for the students”. Teacher C: “We need to make sure that the staff are given 

an opportunity to explore the programme and plan its implementation, assessing 

its suitability for our girls”. Teacher X: “It is not really our fault that the LCVP 

has not been a great success in the school because we were given very little 

guidance in relation to it. We got no induction to it, there appears to have been no 

monitoring, no advising generally no real leadership”. Teacher E: “Its wrong that 

it was used as a programme for weaker students”. Teacher Y: “We need to give 

this issue some time at the next staff meeting especially if  it’s at risk o f being
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discontinued, sure we have not had a chance to get involved and the whole things 

might be grinding to a halt. We should have been consulted at some stage”.

Questions 15-16 sought to identify problems that the teachers believed were 

hindering the implementation o f the LCVP in the school. These questions also 

sought to establish possible solutions the teachers had in relation to these 

problems.

Question 15

What difficulties, if any, have arisen since the introduction of the programme 

which where not anticipated in your opinion?

After establishing the fact that the teachers interviewed did not really ever 

understand the rationale for the LCVP, the focus group highlighted a number of 

difficulties that they believed hindered the successful implementation o f the 

LCVP in the school. They generally echoed the difficulties they had mentioned in 

the questionnaires but the difficulties mentioned to day were felt with more 

conviction. Teacher X felt, “the fact the girls were assembled as a base class 

really meant from the outset that the LCVP was doomed to problems because the 

students who were in the class were unsuitable in hindsight. The fact that they 

were separate form the other girls also caused problems. It’s as if  a self-fulfilling 

prophecy took over, they saw themselves as being less able, they became less 

able, discipline problems followed, teachers became dubious o f the LCVP and 

associated it with problems and then the other students saw it as a programme for 

the less able” . Teacher B: “Because we were never consulted about the 

programme and we had no real knowledge in relation to it, I guess we were never 

that bothered about the LCVP, and students probably picked up on this lack of 

interest, I am not saying its our fault but we should have been given some 

opportunity as a collective staff to address some o f the problems that our 

colleagues had to face every day. Our general ignorance and apathy, in addition 

to poor guidance, meant the LCVP was really never given a fair chance in the 

school and the students are the main ones that will loose out” . Teacher X also 

reported how there was “not enough staff consultation or involvement, there was
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never talk o f LCVP at staff meetings as far as I can remember, it seems 

marginalised”.

In general, the respondents believe the difficulties experienced in relation to the 

LCVP in the school arose from a general lack o f knowledge about the programme, 

in terms o f its structure and assessment requirements. As teacher D pointed out: 

“Our internal interpretation o f the LCVP and how it should be run and structured 

has caused a lot of the problems we have had. As such, many of them probably 

could have been avoided”.

Question 16

Is there anything that could be done to help revive the programme at school

level?

A large number o f issues were raised in pursuing this question with the focus 

group. These issues are paraphrased as follows:

>  In-service training needs to be provided specifically for teachers o f the 

Link Modules before they start teaching them. In addition, part o f a staff 

day should be set aside for the whole staff to receive some sort o f brief on 

the LCVP in terms of its structure, assessment criteria and benefits.

>  Extra time should be set aside maybe as part o f the school plan to facilitate 

such curricular innovations. Specific attention could be given to the 

implementation of such programmes.

>  The establishment o f a core team who would be responsible for 

researching, evaluating, monitoring and liaising with staff and students. 

They could be the driving force behind such an innovation.

>  At every staff meeting the LCVP co-ordinator should be given an 

opportunity to give feedback to the staff in relation to progress or 

difficulties that are being encountered.

>  The LCVP should be re marketed and a wider cohort o f students should be 

encouraged to undertake it, it should loose its image as being a programme 

for the less able.
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Conclusion

The discussion with the nine teachers was most enlightening for this research 

study. The difficulties attending the process o f implementation became clearer 

both to the researcher and the teachers being interviewed as the focus group 

discussion progressed. After the discussion teachers also seemed more committed 

to implementing the LCVP more effectively the next time. The fact that they 

believed there will be a next time was rewarding.
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This part o f the chapter presents the findings from the interview with the LCVP 

co-ordinator. One interview was held and the interview schedule was given to the 

interviewee a week prior to the interview. The LCVP co-ordinator was 

interviewed in order to provide necessary additional perspectives to those 

gathered from the teachers through the questionnaires and the focus group. The 

LCVP co-ordinator, holds a permanent whole time position in the school and has 

been teaching for the past 40 years. His appointment as LCVP co-ordinator 3 

years ago was part fulfilment o f  his A post, entitled “Curricular Development”.

The following areas were selected for investigation in the interview with the co­

ordinator.

1. Processes engaged in prior to offering the programme in the study school 

(Among staff, students & parents)

2. The extent to which the rationale o f the LCVP was attained in the study 

school and difficulties that were encountered.

3. Processes engaged in during the running o f the programme, in relation to 

student grouping, teacher involvement, and decisions to discontinue the 

programme.

4. Forms o f support (internally & externally) that were used in the running of 

the programme at school level.

5. Advice that should be given to schools in their endeavours o f curricular 

implementation at school level.

The co-ordinator provided answers to all o f the above questions. I will present his 

interview in the form o f an edited transcript, because whilst the information he 

provided is very important not all o f it is central to the main research questions of 

this study. The LCVP co-ordinator o f the school has approved the transcript to be 

a true and accurate account o f his interview.

Part C: Findings from the Interview with the LCVP Coordinator
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How long have you been coordinator for LCVP

“I have been LCVP co-ordinator for the past 3 years and I have been the only 

person to hold this post in this newly constituted Community School”.

How were you chosen as coordinator?

Asked by the principal /took on duties as part of a post of responsibility (A or 

B post)/ Elected by staff members / assumed the role voluntarily.

“I got the post as part of my ‘A post’, which is titled “Curriculum Development”.

What process was engaged in at school level in deciding to offer the 

programme initially?

“It was actually the Principal in the old school who initiated the interest in the 

programme because she believed it would be a major benefit to offer such a 

programme in the new school. LCA was not an option. Then when the new 

Principal was appointed she continued to show an interest in the LCVP. 

Generally it was looked at for a period o f 2 years before it was actually offered to 

students in our new school. During this time the principal and I as pending LCVP 

co-ordinator visited local schools that were offering the programme and spoke to 

them about it. One o f these Principals also visited the staff just before our school 

changed location and became a Community School. He informed staff o f the 

benefits o f the programme for teachers and students, outlining its structure and 

assessment arrangements. After that it was 2 years before it was offered in our 

school, so that would be 2001. Basically the initial decision to offer the 

programme was instigated by the Principal and I gave her my full support. She 

(the Principal) also decided that we would not include the whole staff in this 

decision at this stage. Therefore you could say there was no consultation. She 

believed it was best to get it up and running first and then we would get the staff 

on board. The LCVP Support Service also came to the school to talk to myself 

and the principal therefore I do think our preparation was quite good except for 

the fact that it was out o f sight o f the staff. Her main reason for offering the 

programme was because she believed it would be a good programme to be able to 

offer to the “less able” students in the school”.
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Did you receive any in service training in relation to co coordinating the 

LCVP programme before offering it in the school?

“Before the programme was launched in the school I received in-service training 

from the LCVP Support Services in the Kildare Education Centre. I would rate it 

as “excellent” and very relevant to the programme”.

Was there any parental participation in the initial decision to offer the 

programme?

“Being honest no parental participation took place with regard to offering the 

programme initially but parents o f all students going into senior cycle (pending 5th 

years) were invited to an “information night” in the school in relation specifically 

to LCVP. I myself organised and delivered the night”.

What do you think is the most important single support needed to run a 

successful LCVP and why?
“I feel the most important support needed to run the LCVP in the school is the 

timetable. It needs be flexible enough to facilitate the Link Modules which need 3 

periods a week. This can prove very difficult to accommodate. Some schools 

sacrifice subjects like religion in the timetable, which is wrong in my opinion, 

others fit in the Link Modules by offering 35 minute periods in the afternoon. 

Basically the timetable has to be manipulated a little”.

Do you believe there is a need for LCVP in the school?

“Definitely, there is a need for the LCVP in the school. However it must not be 

seen as a programme for the less able students, like it is at present among both the 

staff and students in the school. Although the students who undertake the 

programme complete fewer subjects than those following the course o f the 

established Leaving Certificate, the work-load is in fact greater for the LCVP 

student. Therefore we should be trying to get diligent, well-motivated students to 

undertake this programme. 1 would say that % o f all schools offer LCVP to their 

students. But we should not offer it just to have something there for the less able 

students, because if  you look back on past academic records for the school, even 

students we would rate as less academic did well in the established Leaving 

Certificate. They are always well looked after, I have no doubt about that.
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Therefore there is a definite need for LCVP but in future we must try and appeal 

to all students in terms of academic ability. LCVP is not an easy option”.

To what extent do you believe the rationale of the LCVP to accommodate a 

wider academic cohort of students was realised in the school? If not, why 

not?

“In hindsight I don’t think that the rationale o f the LCVP was realised in the 

school at all because the overall aim o f the LCVP was not appreciated. As it 

happens the students who took part in the programme were the “less able” ones of 

a mixed ability group. They would have been considered the lowest stream in 

terms o f academic ability”.

What difficulties, if any, have arisen since the introduction of the programme 

which were not anticipated in your opinion?

“The main difficulties that were experienced in the school in my opinion were 

having to put students together as a base class. This only happened because of 

constraints with the timetable. Teachers must understand it was not a deliberate 

action on my part and I think that is the general consensus among the staff. In 

addition to this, only the less able students actually applied to do the programme. 

I think other students believed it was below their academic ability so they did not 

bother even finding out about the programme, which is a pity. As the first year of 

the programme progressed and difficulties intensified, management’s support o f 

the programme did dwindle. I would say that it has proved difficult because of 

the type o f student that signed up for the programme”.

Who is involved in making the following curriculum decisions for the LCVP?

> What students take part in the programme

“In terms o f how students were selected for the course, they were actually self­

selected, they all put themselves forward. Then they were interviewed by me to 

establish their suitability to the programme”.

> Why was it decided to keep LCVP students in a base class 

setting for all subjects

“Decisions regarding the organisation o f students were influenced by the 

construction o f the timetable, which is in fact decided on by management. These
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were the constraints I had to work within so there was nothing that could be done. 

It must be noted however that they were not together for all their subjects. They 

were together for religion, careers, speech and drama, media, ECDL and PE. As 

it happens, the majority o f them ended up in the same Irish class but that was the 

result o f something else, it was basically accidental. I think because o f this that 

the staff thought they were together for everything. This actually is not the case. 

There was no decision made to keep them all together it just ended up that way. 

But we are also caught because the only way we can really offer the programme is 

if the group are a base class. We just need to get a wider cohort o f students to 

apply in future”.

> Decisions regarding the offering of this curricular innovation

“The decision to offer the LCVP in the first place was down to the Principal o f the 

old school. The new principal continued the interest in it and then we both went 

about implementing it in the school. This was part o f my post o f “Curriculum 

Development”.

> Decisions regarding what teachers would be involved in 

teaching the programme (the link modules). Were these 

teachers given a choice?

“Decisions regarding what teachers would be involved in the programme were 

generally dictated by the timetable. I am not really sure how teachers were 

selected. I am sure the Principal mentioned it to them at their annual review but I 

can’t really comment on it. I am sure however that one o f the Link Module 

teachers was consulted about teaching the programme. Again I don’t know about 

the others”.

To what extent does the school management support the LCVP programme?

“At present I don’t think they hold any support for the programme. It has a very 

poor image among both students and staff and it has been more problematic than 

anticipated; a lot o f the staff believe this is because o f  the cohort o f students that 

got involved in the first place and they are probably right because they would not 

have been the easiest to teach. They were definitely less academic and therefore 

harder to motivate. But management were very supportive o f it, they just don’t 

want it to continue in its present format”.
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Have you been involved in the school decision to cease the LCVP 

programme? Why do you think the LCVP is being ceased in the school?

“I have to say that despite what people think that the LCVP is in fact not being 

discontinued in the school, its only been ceased temporarily because only 3 

students applied to take part in the programme for September 2004. On seeing the 

poor response from students to undertake this programme I was anxious to push 

the programme with the current 3rd years by revisiting the classes again but 

management (the Principal) thought it best to let it go for this year and plan better 

for next year. We have to come up with a plan o f how we are going to get it 

across to students that it is not a programme for the less academic as they believe. 

Therefore discontinuation as far as I am concerned, is only temporary. Maybe in 

the future we could put the idea o f curricular development into the school plan, 

we could form a committee and then try and re-launch the programme among 

students and staff. But if  we are going to have it as part o f the school plan it’s 

essential to have time set aside in school time for planning and development”.

Are there any forms of support internally or externally (LCVP support team) 

that have been used and been beneficial in the running of the programme or 

in trying to revive it? If so, what are the most important of these?

“I have been in touch with the LCVP Support Services and I have to say I have 

found them excellent throughout the time that we were offering the programme. 

No, they have not been involved in the school’s decision to cease the programme 

and their help had not been sought in order to try and revive the programme 

because it hasn’t really been deemed necessary”.

What advice would you give to a school which is starting LCVP?

“The advice I would give to anyone who is going to offer this wonderful 

innovation is to plan their timetable well and make sure it is flexible enough to 

accommodate the Link Modules. This has to be done, accommodating the Link 

Modules is paramount in the running o f the programme”.
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Does the school have any contact with other schools in the area in relation to 

the LCVP? Would you welcome contact with other schools while planning 

and implementing the programme in your school?

“There used to be a good network o f contact but it was more accidental than 

planned. Local guidance counsellors used to meet once a month and more often 

than not the LCVP co-ordinator was the guidance counsellor, so we often used to 

end up discussing elements o f the LCVP programme in our respective schools. 

However in the last year and a half this has not happened at all. You would miss 

it and I would safely say that there is a definite need for such a network among 

schools in the locality. It would be nothing but beneficial”.

Is the programme evaluated at school level? Who takes part in this 

evaluation

What from does the evaluation take?

“It has been informally evaluated between the co-ordinator and the Principal but it 

has never been evaluated by the staff or the students in a formal or planned 

session”.

Conclusion

The interview with the LCVP Co-ordinator was most enlightening. The 

interviewee recognised the difficulties that the school encountered whilst 

implementing the LCVP but was confident in the fact that the next time the school 

tries implementing such a programme all o f the staff will be involved and 

consulted from the outset. He acknowledged that one o f the greatest obstacles in 

trying to implement any curricular development is manipulating the school’s 

timetable to facilitate all, and also having the time to continuously plan, develop 

and evaluate the programme in question.
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Chapter Five

Discussion and Analysis of Findings

Introduction

This chapter reviews the findings o f the author’s research and analyses these in 

the context o f the research literature on educational reform. The research carried 

out for the dissertation looked specifically at the implementation o f the LCVP at 

school level, concentrating on the perceptions o f those actually implementing the 

programme and their personal attitudes to the implementation process. While 

external factors such as socio economic climate and context are influential, 

equally important are factors at school level. This point is made by Ivan Wallace 

(1987) who maintains that “Government, Board, Department, Inspectorate, 

Governors, Parents can inhibit or encourage, support or neglect; they can help 

create the conditions under which a .. .school may better thrive, but they are not 

the school” (1987:15). As far back as 1931, A.N. Whitehead, commented that “ 

the first requisite for educational reform is the school as a unit with its approved 

curriculum based on its own needs, and evolved by its own staff’(1931:39). For 

this reason, the perceptions and attitudes of teachers regarding implementation 

strategies and the factors affecting implementation are important. The project was 

undertaken in light o f the current educational climate in which many new 

programmes are currently undergoing implementation in schools.

Aim of the dissertation restated:

The research focused on a number o f components relating to the implementation 

o f LCVP in the author’s school. The aim o f this research is to examine two 

interrelated themes, firstly investigating the implementation of the LCVP in a 

newly constituted school. Secondly in the light o f findings from the research 

investigating the conditions deemed necessary for the successful implementation 

o f such. By using the experience and reflections o f teachers, and the evidence 

available from the review o f the literature, I have attempted to identify the
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practices and policies that support or hinder such implementation. It is hoped that 

this research will assist the author in reaching a better understanding o f the 

process o f implementation at school level especially in relation to teachers and the 

role they play in it. In the light o f these findings, this dissertation aims to isolate 

those factors teachers felt were most influential in encouraging successful 

implementation o f the LCVP at school level. In addition it is hoped to identify 

aspects that might prove beneficial to school management in their future 

endeavours to implement new curricular innovations.

Factors affecting Implementation

at Factors Local and National. Internal and External

The needs o f schools during implementation can be grouped under a number of 

headings according to the LCVP Support Service (DES, 1999:15). These are 

funding, resource materials, time, staff development, programme evaluation and 

student needs. The primary research part o f this thesis shows that teachers’ 

attitudes towards the LCVP are generally positive in the school. 100% of the 

teacher respondents believed there was a need for LCVP in the school. They 

outlined a number o f reasons for thinking this, but the general consensus was that 

vocational education is a must for life in today’s world, especially in relation to 

preparation for the world o f work, college and life in general. The presence of 

project-based assessment in addition to purely terminal assessment was also 

favourably noted. The LCVP co-ordinator also believed there “is a definite need 

for the LCVP in the school” .

However despite these positive feelings there appear to be shortcomings in the 

school. Concerns o f the teachers interviewed include shortfalls in DES support in 

the form o f extra time for planning, curriculum assistance, and in-service training. 

The teachers highlighted a number o f factors both nationally and locally which 

they believed influenced programme implementation. They are as follows:
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Factors Affecting at Local Level

1. Pupil perception o f the 

programme

2. Support of the Principal

3. Teacher motivation

4. Teamwork among staff 

members

5. Willingness o f staff to change

6. Support o f parents

7. Lack o f

>  In-service training

>  Planning time

>  Resources

Pursuing the local factors in greater detail, it became clear that the interviewed 

teachers believe that a combination o f internal and external influences, are 

necessaiy for the successful implementation o f a programme at school level. In 

relation to internal factors the following were mentioned: “pupil perception o f the 

programme”, “support o f the principal”, “teacher motivation”, “support of 

parents”, “willingness o f staff to change” and “teamwork among staff members”. 

The four external factors mentioned were “in-service”, “DES Support”, 

“evaluation time” and “resources”. Generally lack o f planning time, funding and 

in-service training and parental involvement were the main aspects which teachers 

believed acted against the implementation process.

The factors rated by the LCVP co-ordinator in his interview are a little different 

and reflect their different perspectives on the implementation process. In the case 

of the co-ordinator, he rated the external factors as highly as the internal factors, 

but for teachers it appears that the internal factors are more important. In their 

role, co-ordinators depend highly on both internal, staff related factors and 

external factors acting at school level. He rated “timetabling”, “teamwork among

Factors Affecting at National Level 

1. Lack o f DES support in the 

form of:

>  In-service training

>  Time for planning

>  Curriculum development

assistance
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the staff’, “support o f the principal” and “curriculum development assistance” as 

being most important. He also mentioned the “support o f parents” and “teacher 

motivation”. The external factors, he identified were the provision of “curriculum 

development assistance”, “resources”, “funding”, “in-service training” and “extra 

time for planning”.

Calls for extra planning time was a predominant answer in the focus group 

discussion, suggesting that time is a resource in short supply and yet essential for 

successful implementation. None o f these factors can be treated in isolation and 

providing all o f them would not necessarily ensure successful implementation. 

Many o f these factors are affected by additional factors. Generally it is clear that 

factors built into the culture o f the school are regarded as quite influential in the 

implementation process.

bl In-Service

The teachers who received in-service training in the Kildare Education Centre did 

report it as being very useful. Before the programme was launched in the school 

both the co-ordinator and the two teachers involved in the link modules received 

in-service training. They rated it as “excellent and very relevant to the 

programme”. But o f the 12 teachers questioned 10 o f them had never had any 

formal in-service in relation to the LCVP. They felt in-service was badly needed 

in areas such as, the structure o f the LCVP and assessment requirements. Teacher 

X commented on how “in-service should have been offered in the first year of 

teaching the programme not in the second year when the students were in their 

exam year. As a result I (the teacher) did not realise so many outside visits were 

needed for the Link Modules”. Generally the teachers questioned felt it would 

facilitate them in promoting the programme at school level. I f  all teachers are to 

promote the programme they should be knowledgeable about it so that students 

can easily access information about such innovations. They also felt that schools 

should be advised on the best ways o f implementing such innovations with 

specific note been given to the assets of the programme for the students involved. 

The LCVP Support Service do have a service o f development officers whom have 

“proved most effective over the last number of years in promoting awareness 

among staff’. These visits should be an integral part o f any schools
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implementation plan and they serve to motivate staff according to the LCVP 

Support Service, (DES, 1999:31). Generally the areas that were reported as being 

important by the respondents could have been easily addressed in a workshop or 

whole staff briefing. This is just one o f a range o f school based supports that the 

LCVP Support Service actually offer.

Cl Contact with other Schools

The teachers also feel that contact with other schools would be beneficial. This is 

recommended by Granville (1999) in his evaluation o f ‘LCVP in-career 

development programme’, where he advocates “the development o f a network o f 

local school clusters...aimed at initiating and maintaining local developments in 

work related learning” (1999:6). The results of this study generally suggest that 

there is a need for the programme in the school. Despite the difficulties around 

the teachers still feel positive about the programme. Their demands for more time 

for planning, training and evaluation are supported by the evaluation carried out 

by Granville (1999). Throughout the report it is stressed that the forms o f support 

needed in implementing a new course are time, resources and in-service training.

To address some o f these issues Granville (1999:6) in his evaluation o f the LCVP 

believes that “whole school planning arrangements should be utilised to enhance 

the awareness o f LCVP...and to promote further the status o f LCVP with school 

staffs, students and parents”. With regard to some o f these shortcomings the 

LCVP Support Service (DES, 1999:12) have made recommendations. They have 

encouraged principals to take responsibilities around the issue o f funding, the 

release o f staff for in-service in addition to the provision o f co-ordination and 

planning time. They have also advocated the establishment o f a ‘planning group’ 

(DES, 1999:12) to make sure that staff, students and parents are well informed in 

relation to the LCVP thus facilitating its successful implementation.

School Culture and the LCVP

From the research it is evident that a ‘collaborative culture’ is lacking in the 

school in relation to the LCVP and its implementation. The teachers questioned 

reported that there was “no induction, no monitoring, no advising or no real 

leadership” in relation to the LCVP. Teacher X reported how there was “not
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enough staff consultation or involvement, there was never talk o f LCVP at staff 

meetings as far as I can remember, it seems marginalised”. Inadequate 

communications structures and insufficient meetings may have contributed to this. 

In the literature there is a general consensus that school culture affects change 

initiatives because “if  structures change without changes in school culture the 

change is likely to be superficial and this is a danger with all externally generated 

reforms”, (Stoll & Fink, 1996:41). Teaching has long been identified as a 

profession where people essentially work alone, isolated from colleagues, 

consumed largely by the immediate needs in their classrooms. But this type o f 

individualistic culture resists educational innovation because as Fullan (1991) 

reports it does not encourage consultation or dialogue. Both of these factors allow 

a shared vision to develop whilst creating a sense o f empowerment among the 

staff. The general feeling from the questionnaires is summed up in the following 

sentiment, “management imposed the decision on the school system and no 

consultation took place”. Generally how the programme was initiated in the 

school is not how the LCVP Support Service would recommend. They 

recommend that as early as possible the principal should involve “members o f 

staff in a planning group”, (DES,1999:12). This facilitates consultation which 

allows “a shared vision to develop over time”. For the change to have meaning 

“it’s essential that the organizational atmosphere is conducive to participation and 

consultation”, (Law & Glover 2000:125). Paradoxically, the success in 

developing a very good collaborative culture within the school may lead to LCVP 

teachers becoming “balkanised”, and this is something we need to be aware of. 

Balkanisation separates teachers into isolated and often competing groups within a 

school. Sub cultures with specific agendas (Huberman, 1993) often evolve and 

these can prove a powerful barrier to whole school communication and 

collegiality. Balkanisation can also inhibit the responsiveness o f teachers to 

outside innovations, because they may feel threatened by new programmes. Law 

& Glover (2000:125) stress the compartilisation o f secondary education 

encourages balkanisation or at best only contrived collegiality generally because 

o f things like, lack o f time and the incompatibility o f individuals.

The LCVP Support Service (1999) advise the establishment o f a team approach in 

schools to combat such. Initially the team should be drawn from teachers o f the
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Link Modules, specialist teachers from vocational groupings, the guidance 

counsellor and teachers providing ICT access. The main aim o f the team is to 

“encourage and facilitate inter staff co-operation and to promote the programme 

among staff’ (DES, 1999:15). Generally the DES, in their evaluation carried out 

by the Inspectorate in 1999, believe that such provision promotes “team 

empowerment and ownership o f the programme and this ultimately leads to a 

successful and dynamic programme”, (DES, 1999:15). Collaborative work 

cultures foster and build upon qualities o f openness, trust and support between 

teachers. This is very important on a programme like the LCVP because teachers 

will be able to learn from each other. However this type o f culture does not just 

appear, it evolves and takes time.

Authority and responsibility should be devolved and leadership should try to 

create the environment in which continuous improvement can take place, (West 

Burnham, 1992). “Less effective schools tend to be characterised by less staff 

involvement in decision making in the school, less emphasis on formal staff 

meetings, less positive relations between management and staff and less 

supportive relations colleagues”, (Smyth, 1999:224).

In conclusion Stoll and Fink (1995) refer to effective schools where people work 

together, respond to demands and developments, know where they are going and 

how to get there, (1995:85). Goals are regularly re-examined to ensure that they 

meet the needs o f the pupils. Therefore the school culture influences the 

consultative process believed to be essential for successful implementation. 

School culture warrants particular focus in a study of the implementation of 

change as the culture o f the school is one o f the factors determining the successful 

implementation o f curricular change. Hargreaves (1994) believes that if  schools 

are to be effective in the future then cultures must be developed which 

simultaneously promote collegiality and individuality. Staff development should 

be constantly encouraged and there should be a genuine commitment on the part 

o f management to the empowerment and development o f staff and to supporting 

the professional culture o f the school. As Fullan & Hargreaves (1996:93) point 

out “change takes place when members o f a school community recognise.. .a need 

to change...and provided with shared process...establish a shared language.. .for
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on going communication, research and professional interaction, a highly 

participatory structure.. .that incorporates all members...to support the process of 

change”.

The Role of the Teacher

Fullan and Hargreaves (1992:22) state that “educational change that does not 

involve and is not supported by the teacher usually ends up as change for the 

worse or as no change at all”. Generally all issues relating to the implementation 

o f new programmes be they in relation to national or local implementation 

strategies have implications for teachers due to their involvement in all stages o f 

the implementation process.

The evidence from this research study shows that 100% of the teachers questioned 

believe there is a need for LCVP in the school. The general consensus was that 

vocational education is a must for life in today’s world, especially in relation to 

preparation for the world of work, college and life in general. However I do feel 

it is worth noting the lack o f understanding among teachers about the actual 

rationale o f the LCVP. There seems to be a general consensus that the LCVP is a 

programme for less academic students. 8 o f the 12 respondents commented on 

how this alternative programme could facilitate certain students o f differing 

abilities “who have learning difficulties and for whom the established Leaving 

Certificate would prove too difficult” .

One respondent believed that “students are poorly served by the format, structures 

and academic pressure o f the broad based established Leaving Certificate, but the 

LCVP addressed this to an extent”. They felt “students deserved the opportunity 

to reach their Leaving Certificate through a less academic route”. I f  teachers are 

expected to implement change and engage in new working relationships with their 

colleagues they need to be familiar with both the rationale and the methodology of 

the LCVP.

Generally these responses highlight a lack of understanding among the surveyed 

teachers about the LCVP, in terms o f its overall format and assessment 

requirements. Therefore lack o f adequate information and teacher training about 

the programme need to be addressed by school management. Both teacher
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development and involvement is essential if  changes are to be successful. Fullan 

and Hargreaves (1992) found that “teachers are the ultimate key to educational 

change and improvement” (1992: ix) and Crooks contends that “the essence of 

curriculum change is development in teachers. Teachers are not just transmitters 

o f knowledge. They selectively develop, define and interpret the curriculum” 

(1981:29). The respondents do feel that some o f  the difficulties being 

experienced in the LCVP are stemming from this general lack of knowledge about 

the programme in terms o f its structure and requirements.

In addition to understanding the rationale behind the innovation, implementation 

also introduces demands on teachers in the sense that it involves them in school 

based curriculum development. This requires that teachers develop skills in 

programme planning, implementation and evaluation. Implementing a school 

based programme also involves new skills with regard to co-ordination and 

assessment o f student progress. The changes involving teachers are widespread 

and include changes in the school environment, in relationships with parents, 

community members and local employers. All of these are advocated by the 

LCVP Support Service (DES, 1999:14) as being paramount in the planning and 

implementing stage o f curricular innovations, in addition, the culture o f a school 

staff must change in order to accommodate such a programme. Teamwork among 

staff members raises further issues for teachers unaccustomed to cross curricular 

and inter disciplinaiy work and changes working relationships with colleagues. 

The rich and varied literature on curriculum implementation raises many issues 

regarding curriculum development and educational change which also have 

implications for teachers. Topics such as the change process itself, curriculum 

development, the implementation process, staff development, school culture and 

the role o f external bodies also have implications in the study o f the 

implementation of the LCVP.

The importance o f staff development is also discussed at length in the literature. 

The importance o f changes in the beliefs and values o f those involved, to coincide 

with changes in behaviour, relationships and skills are highlighted. That staff 

members understand the rationale and philosophy behind a proposed change is 

crucial and fortunately this study shows that this aspect o f the dissemination
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process has been achieved through the LCVP Support Service guidelines and 

through the in-service which was experienced by two o f the respondents. It is 

clear from 10 o f the 12 teachers surveyed in the school that they did not have a 

very clear understanding o f the rationale and philosophy behind the LCVP. To 

address this whole school in-service may be required. This should be composed 

o f workshops and exemplars, outlining aspects such as course structure, 

assessment, evaluation and time tabling. That we are in a time o f change is 

evident. How schools respond to this change is less clear cut.

Implications for School Management

There seems to be room for improvement in the way management in the school 

support and encourage teachers in their role, 10 o f the teachers questioned stated 

that they were allocated LCVP students without consultation. It is evident 

therefore that teachers believe that management have not made a sufficiently 

serious effort to consult with them in relation to the LCVP. It is understandable 

that, because o f subject choices by students and changes in teaching personnel, it 

may be necessary to allocate some teachers who may not have volunteered, but to 

have such a large number not having being consulted is problematic. The LCVP 

Support Service (DES, 1999:17) suggest that for new curricular innovations to 

work it requires teachers who are willing and committed in their involvement in 

the programme stemming from an early stage.

Another aspect o f the implementation process that teachers felt needed to be 

addressed was the lack o f time set aside for planning, meetings and discussion. 

The lack o f available time was frequently mentioned during the focus group 

discussion as a huge stumbling block to effective collaboration and consultation 

within the school, between management and staff and staff and staff. Darling 

Hammond (1995) in her research indicates the importance o f dialogue to establish 

the school’s needs whilst also serving to create a sense o f involvement and 

empowerment for the staff, thus reducing the risk o f marginalising teachers. As 

Hargreaves (1994:15) highlights, shortage o f  time is one o f the perennial 

complaints of teachers, “scarcity o f time makes it difficult to plan more 

thoroughly, to commit oneself to the efforts o f innovation, to get together with 

colleagues, or sit back and reflect on ones purposes and progress”. There is a
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need for the schools timetable to facilitate and support the teachers in providing 

time for joint work, and the message coming very clearly from the respondents is 

that this time should be in school time, preferably on staff days. As Fullan and 

Hargreaves (1992:47) state “small increments in time for teachers to work 

together outside class time within the school day can make a real difference to 

improvement efforts”. Constant consultation with the staff is also paramount. 

From the outset Fullan (1991:51) points out that the “perceived quality” o f the 

innovation must be understood. These aspects did not feature significantly in the 

school according to the teachers interviewed. As both the co-ordinator and the 

selected teachers reported in their interviews, the LCVP was offered in the school 

“without any prior consultation or involvement on their part” (Teacher X). 83% 

o f the respondents stated that they had little or no involvement in the schools 

decision to offer LCVP. But such imposition can actually disable teachers and 

their effectiveness because there is no forum to air grievances, concerns, or ask 

questions (Stoll & Fink, 1995). Coolahan (1995:14) also highlights the 

importance of compromise in implementation. Teachers must be facilitated in 

establishing does it address a need, what will they have to do exactly, how will it 

impact on them in terms o f time, energy, extra workload and responsibilities and 

how rewarding will it be in terms o f interaction with their peers.

Those interviewed did comment on how the LCVP was briefly mentioned at staff 

meetings and how the LCVP co-ordinator did address the staff occasionally, but it 

still appears that the implementation o f the LCVP was not actually discussed but 

rather “mentioned” as one respondents puts it. Generally school management 

should give priority to the development o f a team culture amongst the staff to 

facilitate “the successful implementation o f the programme” (DES, 1999:12). 

Such measures mean that “staff are well informed” on the implementation taking 

place. It’s advocated that such a structured approach will help manage the change 

effectively, (1999:12). Eileen Flynn (2002) in her research also found that the 

involvement of a small number o f  people initially, will facilitate the development 

o f a shared vision thus providing a driving force for change” (2002:16). In 

addition to supplement this the LCVP Support Service (1995)also recommend that 

schools should develop a “programme statement” outlining the reasons for their 

participation in the programme, stating their aims, objectives and expected
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outcomes o f the programme for their individual school. This is something the 

school could bear in mind for future implementations. Generally schools must 

take ownership o f innovations and shape them to their students’ needs. “We must 

adapt programmes not adopt them, it’s not the case of one size fits all” (Coolahan 

1995:21)

Difficulties encountered

Generally a lack o f staff involvement, consultation and in-service training, have 

been acknowledged as some o f the difficulties that were reported in the school, 

but which could have been avoided. In addition the fact that the students were 

indirectly streamed, was also problematic. Such a streaming policy is not 

recommended by the LCVP Support Service. In the 1997 evaluation by the 

Inspectorate of the DES, it was reported that “students were rarely organised into 

discrete groups within a school” (1997:14). The LCVP Support Service (1999) in 

their implementation guidelines also recommend that LCVP students should only 

be grouped together for their Link Modules (1999:16). Therefore in actual fact 

because o f the internal structure o f the programme in the school the problems that 

have been reported could have all been avoided.

Involving partners (parents & students).

In focusing on the management o f an innovation such as the LCVP there is a 

tendency to concentrate on the day to day practicalities such as staffing, timetable, 

curriculum, resources and budget, and think o f students only in that they are the 

beneficiaries o f  change. Fullan (1991:11) comments on this and suggests that 

students should be seen as the participants in the process o f change. He states “all 

innovations by definition involve something new for students...any innovation 

that requires new activities on the part o f students will succeed or fail according to 

whether students actually participate to the extent that they understand and are 

motivated to try what is expected”.

Likewise Mortimore (1993:21) states that learning is most likely when the 

students hold a positive view o f the school and their role in it. However 4 o f the 6 

teachers questioned believed that lack of student interest in LCVP was as a result 

o f the poor perception o f the programme and was fundamental in the failing o f the 

LCVP in the school.
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In addition Hargreaves et al (1996:47) and Granville (1999) highlight the 

importance of having parents on board from an early stage in the implementation 

process. All the teachers questioned identified a lack o f parental involvement in 

the school as being a key reason for the discontinuation o f the LCVP. As a result 

o f lack o f information and understanding about the rationale o f the LCVP there 

may have been parental pressure for traditional academic standards and subject 

based qualifications instead o f support for the new innovation. The co-ordinator 

in his interview agreed that “no parental participation took place with regard to 

offering the programme initially but parents o f all students going into senior cycle 

(pending 5th years) were invited to an information night in the school in relation 

specifically to LCVP. I myself organised and delivered the night”.

The Importance of Review and Reflection

The opportunity to interact with colleagues causes teachers to be more reflective

in their own work and creates a more cohesive and supportive school

environment, and a culture more conducive to change it would appear. This

importance o f reflection and review is clearly outlined in all the literature but in

the school it was reported by 9 o f the 12 teachers questioned that little or no

evaluation had ever taken place with regard to LCVP. The co-ordinator in his

interview confirmed this and commented on the fact that informal evaluation had

taken place but it was only between the principal and the himself, no students or

teachers were involved. Therefore in the busy schedule o f senior cycle teachers

who are involved in the LCVP there is a danger that this important aspect could

be sidelined or dismissed. Following the first year o f the LCVP it would be

important to have o f meeting o f the teachers involved to review the progress o f

the students and the programme in general. Fullan and Hargreaves (1992:87) sum

up the dilemma well when they state,

in the rush o f events, and in the face o f overload, there never seems to be 
time to reflect, and take stock, to check out what we really are doing and 
why. Pressure precludes time to reflect. Lack o f reflection obscures ways 
to relieve the pressure. The cycle is a vicious one

In addition Stoll and Fink (1995) believe school self-evaluation is central to 

implementation because real improvement comes from within. The N.C.C.A.
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(2002) believes “successful im plem entation o f  change is achievable through 

m eaningful d iscussion ...consu lta tion ...considered  p lann ing .. .and by 

incorporating processes o f  evaluation from the outset”, (NCCA, 2002:71). Such 

prom otes “team  em pow erm ent and leads ultim ately to  a successful and dynam ic 

program m e” , (DES, 1999:15). But th is requires tim e and support.

Conclusion
G iven the ability o f  educationalists to  form ulate new  program m es, the task  facing 

them  is the dissem ination and successful im plem entation o f  such ideas. Further 

w ork  in the study o f  the im plem entation process includes a w ider study o f  factors 

affecting im plem entation o f  curricular innovations in schools. A pplication o f  the 

findings o f  studies on  im plem entation is also w orthy o f  further research. The 

findings o f  th is study suggest that contact w ith  o ther teachers in other schools is a 

valuable asset during im plem entation. The developm ents for channels for the 

flow  o f  com m unication and support betw een schools, and betw een teachers w ithin 

schools, is w orthy o f  research.

C urrently tw o transitions can  be recognised. O n the cusp o f  the century, societies 

are changing and w ith  accelerating program m es o f  educational reform , schools are 

changing. C urriculum  reform  policies and im plem entation plans are often put 

together in w ays w hich assum e relatively ideal school conditions, yet the w ork o f  

schools is far from  ideal, rather it is unpredictable and highly variable. 

Furtherm ore, the com plexity involved in  such changes cannot be broken down 

into discrete variables that can be tackled individually. Fullan and Prom fret 

(1975:121) conclude from their study o f  the im plem entation process that:

“The issue is not so m uch w hether one can m easure o r assess degree o f  

im plem entation b u t w hether the  im plem entation process is conceptualised 

as a  problem  to be addressed” .

That w e recognise that the im plem entation process is an  issue w orthy o f  research 

is a starting point.
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Recommendations

Chapter Six

Introduction

A rising out o f  the analysis and review  o f  findings, som e recom m endations w ill be 

put forward to assist developing the best professional practice in the adoption and 

im plem entation o f  new  curricular initiatives at school level, in th is case the 

initiative being the LCVP. These recom m endations w ill be m ade under the 

general headings outlined. Before proceeding to  this it is im portant to  em phasise 

that the conclusions and recom m endations are based on the situation in the 

au thor’s school, as investigated in this dissertation. T he evidence base for this 

study is, accordingly, sm all in scale and it w ould need to  be w idened in order to  

find out w hether findings and analyses are applicable elsew here.

In-Service Training /Professional Development for LCVP Teachers

It is clear from  the research evidence, and in a  particular w ay from  the finding s o f  

this study, that, w herever an innovation such as the L C V P is being introduced in a 

school, careful consideration needs to  be given to  the in-service needs o f  the 

teachers involved. Providing effective s ta ff developm ent program m es that 

prom ote curricular change and support teacher learning is challenging. A lthough 

the once-o ff out-of-school w orkshop is a  very  im portant com ponent o f  s ta ff 

developm ent program m es, it is not sufficient in itself. Because teachers have 

differing needs and interests they m ay seek different kinds o f  inform ation and 

assistance as they  w ork  tow ard im plem enting educational innovations and th is 

m ust be addressed and accom m odated. The in-service education provided by the 

LCV P Support Service in the K ildare Education C entre has been w elcom ed by 

those w ho have experienced it, but i f  anything, it has w hetted their appetite for 

m ore. W ith the num ber o f  schools involved in the  LC V P increasing every year, it 

is essential that the Support Service not alone be m aintained, but also expanded
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and developed. In providing for the on-going support for schools and teachers 

opting to  offer the  LCVP, hopefully the Support Service w ill heed the  advice from 

Fullan and H argreaves (1992:99) w ho state that “different approaches are 

necessary for the beginning teacher and the m id and  later career teacher.” 

Therefore there is a  need  to  provide on-going teacher education courses in schools 

so that teachers w ho jo in  the teaching team  during the school year have access to  

all the necessary inform ation and new  approaches. A s Fullan (1991:90) states, 

“very few program s plan for the orientation and in-service support o f  new  

m em bers, w ho arrive after the program  gets started” . In the absence o f  form al 

structures provided by the LC V P Support Service the onus for this w ill fall to  the 

course co-ordinator and school m anagem ent.

The LCVP Support Service offer a service o f  developm ent officers w ho have 

“proved m ost effective over the last num ber o f  years in prom oting aw areness 

am ong s ta f f ’. W here possible these visits should be an integral part o f  any 

schools im plem entation plan as they serve to  “m otivate s ta ff “according to  the 

LCVP Support Service, (1999:31). G enerally  the areas that w ere reported as 

being m ost im portant in the im plem entation o f  the L C V P in the school by  the 

respondents could have been addressed as a w orkshop o r in a  w hole s ta ff  briefing. 

This is ju s t one o f  a  range o f  school-based supports that the LC V P Support 

Service offer and the school w ould have m uch to  benefit from  availing o f  such a 

service.

Improving Communications with the Teaching Team

Im proved com m unication is seen as central to  im proving teacher collaboration. 

This com m unication flow , both upw ards and dow nw ards, is vital in the building 

up o f  interpersonal relationships w ith in  the school. The provision o f  a  LCVP 

notice board in  the staffroom  w ould be a valuable w ay o f  keeping all the s ta ff 

inform ed o f  relevant inform ation. Then they  w ould  have ready access to things 

like assessm ent criteria, course structure, L ink M odule details and other relevant 

m atters. A  list o f  students and teachers involved could also be displayed. 

A nother pertinent com m ent m ade by the teachers questioned was the fact that they 

w ere unsure or unclear about the course structure (assessm ent and requirem ents
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for L ink M odules). Such inform ation needs to  be com piled and m ade readily 

available to  the teachers throughout the year.

Celebrating Success

It is very im portant that s ta ff feel valued in our schools. Stoll and F ink (1996) 

identify 4 types o f  esteem  that s ta ff  experience in their research on secondary 

schools. These are consideration and praise; feedback, delegation, and 

consultation and participation. The LCVP offers possibilities for m anagem ent to  

incorporate all o f  these. Just as the students w elcom e regular feedback through 

their results in school, the teacher also gets satisfaction from  seeing th is  type o f  

progress. It is evident from  the focus group discussion that teachers o f  the Link 

M odules and the EC D L especially, take great pride in the w ork  o f  their students 

and it is therefore im portant that occasions are provided in the school year when 

this w ork can be put on display so that students and teachers involved in the 

LCVP can see and appreciate the w ork. A lso, parents and m em bers o f  the local 

com m unity could have access to this display on school open days or other school 

functions. This w ould serve, m oreover, to  raise the low profile o f  th is course 

w ithin the school and in the local com m unity.

Evaluation
Evaluation should be constantly encouraged. It is fair to  conclude from  the 

research evidence tha t i f  teachers feel safe to  experim ent with innovations they 

w ill begin to  react as a whole, form ing in tim e a  collective sense o f  responsibility. 

To date in the school all L .C.V .P. teachers have never m et collectively as a team . 

Little tim e has been set aside for reflection o r the sharing o f  ideas. F eedback and 

experiences have not been system atically harnessed, lessons from  the past have 

not influenced adaptation for the future; elem ents that form  key recom m endations 

by Fullan (1995).

The Role of School Leadership
Research findings on the adoption and im plem entation o f  innovations highlight 

the point that school leaders should assist change w here possible through support,
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helping develop teacher com m itm ents and capacities to  engage in reform . 

Leadership should facilitate the creation o f  a  culture w hich is learning-focused 

and curious, experiential and rarely fearful o f  its m istakes. D elegation is 

essential, serving to  enable the co-ordinator to  share tasks. School m anagem ent 

also need the capacity to  com m unicate at a  range o f  levels and in various m odes. 

Law  and G lover (2000) believe that clarity  is crucial to  get objectives across 

whilst validating and justify ing  them , thus allow ing the reasons for im plem enting 

the program m e to  em erge. School leadership, w here possible, m ust articulate the 

reasons behind a new  program m e before the actual im plem entation o f  the 

program m e in order to  gain s ta ff support. In this regard it m ight be beneficial to  

w ork on building a  m ore dem ocratic structure o f  increased teacher-pupil 

engagem ent in the school. Sm yth (1999) highlights the im portance o f  this in her 

research. A s the research for this dissertation has highlighted, neither s ta ff  nor 

students have been adequately involved in the im plem entation or developm ent o f  

the LCVP in the school. A s a result little ow nership has evolved. O ne further 

negative effect o f  this is that m any teachers are reluctant to  get involved at all 

now. In turn  there is too  little consistency for students in the program m e. Som e 

o f  the above issues m ight profitably  be addressed for s ta ff  by  establishing 

com m ittees to  act as formal structures o f  com m unication and by encouraging a 

m ore transform ational style o f  leadership.

Student Cohort
A s a  result o f  indirect stream ing in the school, a  num ber o f  related problem s have 

em erged. T he LC V P students w ere established as a base class, thus being taught 

together for m ost subjects. A ccordingly, they w ere easily recognisable as a 

“ low er” stream  o f  students. T hey have proven a very difficult group o f  students 

to teach, illustrating the strains that are pu t on healthy relationships betw een 

teachers and students because o f  a  stream ing effect. In  future then it w ould be 

crucial to have a  m ore m ixed ability  cohort o f  students undertake the program m e. 

Im proved s ta f f  and student know ledge o f  the structure and rationale o f  the L C V P 

in addition to  increased s ta ff collaboration m ight further this goal. M ixed ability  

grouping w ould also m ean there w ould be m ore interaction betw een classes and 

groups o f  students, and less stereotyping o f  students w ho undertake the LCVP 

program m e, hopefully prom oting m ore positive discipline w ithin the student
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cohort. E m er Sm yth’s extensive studies o f  Irish school settings have pointed out 

that “bad behaviour can occur in low er stream s because o f  pupils’ recognition o f  

their place in the schem e o f  things, a t the bottom ”, (Sm yth, 1999:58). In contrast, 

m ixed-ability groupings illustrates a  high com m itm ent to  the rules and norm s o f  

the school according to  Lynch, (1993:251). It avoids the idea o f  students 

becom ing polarised into pro and anti school subcultures. C lasses are easier to  

teach and it’s m ore com m on that relationships o f  m utual respect are given a 

chance to  develop. W hilst labelling and stereotyping are com m on hum an 

responses in com plex social situations they “can lim it the teacher’s expectations 

o f  their pupils, putting a  strain on  relationships”, (Lynch, 1999:58). Therefore 

offering the LCVP to a  w ider academ ic student cohort m ight alleviate som e o f  the 

discipline problem s that teachers interview ed reported as being very problem atic.

Suggestions for further study

This study has focused on the process o f  im plem entation in relation to  the LC V P. 

The role o f  the teacher, school leadership and school cultures conducive to change 

have been investigated in th is research, albeit from  the perspective o f  teachers. 

The benefits o f  greater teacher collaboration have been outlined in the research 

literature and in the findings from  this research study but such aspects could  be a 

fruitful areas o f  research in the future. H opefully  there w ill be m any aspects o f  

this study w hich w ill encourage others to  attem pt sim ilar projects in their ow n 

schools, so that on-going practical research leads to  continuing im provem ent in 

this new  curricular innovation to  m eet student’s needs and abilities. L et m e 

conclude w ith an apt quotation from  M ichael Fullan:

“C hange can  be achieved by ordinary people doing ordinary things. It is

not necessary to  be extraordinary”

(Fullan, 1993:30).
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APPENDIX I

9th February 2004

D e ar,

As part o f  an  M. Ed. In School Leadership w hich I am  undertaking at M aynooth 
NUI, I am currently  w riting a dissertation on the Leaving C ertificate V ocational 
Program m e. The aim  o f  the dissertation is to  exam ine tw o interrelated them es.

Firstly to  investigate the process o f  curricular innovations, in this case the 
introduction o f  the LC V P in a  new ly constituted school. Secondly in the light o f  
em ergent findings I aim  to  assess the conditions necessary for the successful 
im plem entation o f  an innovation such as the LCVP.

The enclosed questionnaire form s part o f  the research and I w ould be grateful i f  
you w ould com plete it for me. I am  distributing it to  all teachers who are teaching 
LC V P students th is year. A s a m em ber o f  tha t selection o f  teachers your view s 
and opinions are essential to  the  study as they w ill provide a  good overall 
evaluation o f  your thinking on the topics outlined in the questionnaire.

The inform ation collected in the questionnaire is for research purposes only. It 
w ill be regarded as confidential and w ill not be linked to  any individual by nam e 
or subject. In o ther w ords, the norm s o f  anonym ity w ill be observed, bo th  in 
relation to  the identity o f  the school and o f  teachers.

I am aw are that th is is a  very  busy tim e o f  the school year for you and your tim e 
in com pleting this questionnaire is m uch appreciated.

O n com pletion, p lease return the questionnaire, in the envelope provided, to m y 
post box in the s ta ff  room .

Thanks for your help,

Yours sincerely,

Rachel M cG rath
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Leaving Certificate Vocational Programme 
Teacher Questionnaire

1. Gender: M ale
Fem ale

□
□

2. N um ber o f  years you have been teaching
1-5 
6-10 
O ver 10

□
□
□

3. W hat subjects do you teach? (Exclude L ink  M odules at this point)

4. D o you believe there is a  need for LC V P in the school? 
Yes □
N o □
P lease explain w hy?

5. In  your view  to w hat extent has the rationale o f  the LCV P been 
understood am ong the teachers in the school?
To a great extent □
To a  m oderate extent □
To little or no extent □
Please explain  your answ er

6. To w hat extent in your view  w as the rationale realised in the school 
To a great extent □
To a  m oderate extent □
To little or no  extent □

7. Do you teach any o f  the follow ing L ink M odules in LCV P
>  Preparation for the  w orld o f  w ork  □
>  Enterprise education □
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8. W hat process w as engaged in at school level in deciding to  offer the 
program m e initially?

Programme Implementation at school level:

9. To w hat extent w ere you involved in the school’s decision to  offer LC V P 
in the school
To a  great extent □
To a  m oderate extent □
To little o r no extent □

10. To the best o f  your know ledge, to  w hat extent did parents actively 
participate in the initial decision to  offer the program m e
To a  great extent □
To a m oderate extent □
To little or no extent □

11. W ho in your v iew  w as involved in m aking the follow ing curriculum  
decisions for the LCVP?

>  Decisions regarding the organisation o f  student groups

>  D ecisions regarding the offering o f  th is curricular innovation

>  D ecisions regarding w hat teachers w ould  be involved in  teaching the 
program m e

12. H ow  are the students selected for participation in LC V P in the school 
(Mark more than one o f the following i f  relevant)

T hey apply fo r a place □
As a  result o f  teacher recom m endation □
A s a  result o f  their academ ic history □
A s a  result o f  parents request/ recom m endation □
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13. T he D epartm ent o f  Education and  Science attributes im portance to  som e 
o f  the follow ing factors in im plem enting curricular innovations such as the 
LC V P.
In your view , how  im portant are these factors in the im plem entation o f  the 
LC V P at school level.

Factors affecting Implementation:

(Please circle one number, where 1 is unimportant and 5 is very important)
Unimportant

I m p o r t a n t ___________    ^
Team  w ork  am ong s ta ff  m em bers 1 2 3 4 5
Support o f  principal 1 2 3 4 5
R esources for the  new  program m e 1 2 3 4 5
Public status o f  the  new  course i.e. the perceptions o f  
parents and pupils

1 2 3 4 5

Extra tim e for planning and curricular developm ent 1 2 3 4 5
Credibility o f  the program m e in the eyes o f  the s ta ff 1 2 3 4 5
In service preparation and training fo r th e  program m e 1 2 3 4 5
Social background o f  students 1 2 3 4 5
Suitability o f  students (ability and aptitude) 1 2 3 4 5
A  LC V P coordinator 1 2 3 4 5

I f  there are any other factors you w ould  regard as im portant in the  im plem entation 
o f  the LC V P program m e, p lease state them  and rate them  1-5.

14. The LC V P is being discontinued in the school. In your view , w hat are the 
ch ie f  reasons for this? Please rank the follow ing possibilities on a  1 to  5 
scale. (1 for the most important and 5 for the least important).

L ack o f  interest am ong s ta ff  □
Lack o f  interest am ong students □
Lack o f  know ledge about the program m e am ong s ta ff □
Lack o f  know ledge about the program m e am ong students □
L ack o f  know ledge about the program m e by parents □
Poor im plem entation □
L ack o f  tim e for planning and evaluation □
O ther

The involvement of teachers in the LCVP:

15. P lease tick  the  sentence that indicates how  you becam e involved in the 
LCVP

>  It was m y choice to  becom e part o f  the LC V P teaching team
□

>  I w as allocated LC V P classes after consultation w ith  m anagem ent
□
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>  I w as allocated LC V P classes w ithout consultation w ith  m anagem ent
□

>  O ther (please specify)

16. In your opinion w hat difficulties, i f  any, have arisen since the introduction 
o f  the program m e w hich w ere no t anticipated

17. A re  there any particular form s o f  support, internally o r externally, that 
have be used and  been beneficial in  the running o f  the program m e? 
Y es □
Please state the nam e o f  such_______________________________________
N o □

18. W hat advice w ould you give to  a  school w hich is starting LC V P?

Evaluation of the programme by the school:
19. T he D epartm ent o f  Education and Science recom m ends that new

program m es such as the  LCVP should be evaluated in  a  system atic w ay. 
To w hat extent has such taken place w ith regard to  the nam ed program m e
in the school?
To a great extent □
T o a  m oderate extent □
T o little or no extent □

20. To your K now ledge have you availed o f  the services o f  the L C V P support 
team  to try  and address any o f  the problem s that have arisen 
Y es □
N o □
I f  yes, in  w hat capacity?

In-service Training

21. In-service training is another im portant feature that the D epartm ent o f  
Education and Science em phasises w hen im plem enting new  program m es 
a t school level.
To w hat extent has such in-service been a  feature in th is school’s LCV P. 
T o a  great extent □
T o a  m oderate extent □
To little or no extent □
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22. If you did not receive in-service training, which areas would you like some 
training in?

Thank you very much for your time and co operation in completing this 
questionnaire. Please return it to my post box in the envelope provided on or 

before Friday the 13"' o f February 2004.



APPENDIX II

Focus Group/ Interview Schedule 
Teachers Interview Outline

1. W hat subject areas do you teach?

2. H ow  long have you being teaching the LC V P

3. H ow  did you becom e involved? D id you volunteer, w ere you asked by  the 
principal, or w as it ju s t included in your tim etable?

4. Is th is your first tim e to  teach the LC V P

Q 5 - 8  For Link Module Teachers only
5. D id  you attend in service train ing  before starting to  teach this program m e

6. To w hat extent did  you benefit from  it

7. To w hat extent d id  the in  service training prepare you to start teaching the 
LC V P link m odules w ith  confidence

8. H ow  do you feel about the content o f  the m odules

9. D o you enjoy teaching the program m e? W hy/w hy not?

10. A re you aw are o f  w hat is going on in other subjects? Is it im portant to  be 
aw are

11. D o you actively try  to  integrate w ith  o ther subjects

12. D o you include any o f  the follow ing teaching m ethodologies in  your 
delivery o f  the program m e
>  practical w ork
>  group w ork
>  integrated projects w ith  o ther areas
>  class discussion
>  research

13. D o you feel there is a  need for the L C V P in the school, why, w hy  not

14. to w hat extent do you believe the rationale o f  the LC V P to accom m odate a 
w ider academ ic cohort o f  students w as realised in the school? G ive 
reasons for your answ er

15. W hat difficulties, if  any, have arisen since the introduction o f  the 
program m e w hich w ere not anticipated  in your opinion?

10 4



16. Is there anything that could be done to  help revive the program m e at 
school level?
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APPENDIX III

L C V P  C o - o r d i n a t o r  I n t e r v i e w  S c h e d u le
1. H ow  long have you been coordinator for LCVP

2. H ow  w ere you chosen as coordinator?
A sked by the principal /took  on duties as part o f  a  post o f  responsibility (A 
or B post)/ E lected by s ta ff  m em bers /  assum ed the role voluntarily

3. W hat process w as engaged in at school level in deciding to  offer the 
program m e initially?

4. D id you receive any in service training in relation to  co-ordinating the 
LC V P program m e before offering it in the school

5. W as there any parental participation in the initial decision to  offer the 
program m e

6. W hat do you th ink is the m ost im portant single support needed to run a 
successful LC V P and w hy?

7. D o you believe there is a  need for LC V P in the school?

8. To w hat extent do you believe the rationale o f  the LC V P to  accom m odate 
a  w ider academ ic cohort o f  students w as realised in the school? I f  no t w hy 
not?

9. W hat difficulties, i f  any, have arisen since the introduction o f  the 
program m e w hich w ere no t anticipated in your opinion?

10. W ho is involved in m aking the follow ing curriculum  decisions for the 
LC V P?

>  W hat students take part in the program m e
>  D ecisions regarding the  organisation o f  student groups, W hy w as it 

decided to  keep LC V P students in a base class setting for all 
subjects

>  D ecisions regarding the  offering o f  th is curricu lar innovation
>  D ecisions regarding w hat teachers w ould be involved in teaching 

the program m e (the link m odules). W here these teachers given a 
choice

11. To w hat extent does the school m anagem ent support the LC V P 
program m e

12. H ave you been involved in the school decision to  cease the  LCVP 
program m e. W hy do you think the LCVP is being ceased in the school?

13. A re there any form s o f  support internally or externally  (LC V P support 
team ) that have been used and been beneficial in the running o f  the
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program m e o r in  try ing  to  revive it? I f  so, w hat are  the  m ost im portant o f  
these?

14. W hat advice w ould  you give to  a school w hich is starting  L C V P

15. Does the school have any contact with other schools in the area in relation 
to the LCVP? Would you welcome contact with other schools while 
planning and implementing the programme in your school

16. Is the program m e evaluated a t school level? W ho takes part in  this 
evaluation
W hat from  does the evaluation take?
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Appendix IV

Vocational subject groupings
T hey are grouped into specialist groupings-subjects w hich  com plem ent one 

another naturally, and the services groupings- subjects w hich  com plem ent one 

another in com m ercial context.

SPECIALIST GROUPINGS

1. Construction studies o r Engineering or Technical D raw ing (any tw o)

2. Physics and C onstruction Studies or Engineering

3. A gricultural Science and C onstruction Studies o r Engineering

4. A gricultural Science o r C hem istry or Physics (any 2)

5. H om e Econom ics and A gricultural Science or B iology

6. H om e E conom ics and A rt

7. A ccounting and Business

SERVICE GROUPINGS

8. Engineering and B usiness o r A ccounting

9. Construction Studies and B usiness or A ccounting

10. H om e E conom ics and B usiness o r A ccounting

11. A gricultural Science and B usiness or A ccounting

12. A rt and Business or A ccounting

13. M usic and B usiness or A ccounting

(Dept, o f  Education and Science, 

1999: 7).
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Appendix V

Curriculum Comparison 

Established Leaving Certificate & the Leaving Certificate Vocational Programme

LC Established LCVP

Breadth and 

balance

7 subjects 7 subjects A N D  L ink  M odules

Curriculum

integration

D iscrete subjects C ross curricular(L ink M odules) and 

discrete subjects

Organisation Tw o year course T w o year course

Pedagogy E xam ination, tex t book focus Exam ination, tex t book focus, 

portfolio  o f  coursew ork

Assessment Sum m ative Sum m ative 

P roject based

Certificate Subject by subject Subject by subject & 

Link M odules

Participants

motivation

D eferred  gratification D eferred  gratification

Community

involvement

M inim al L ink  M odule requirem ent

Work experience N one 2 w eeks and career investigation

Focus product P roduct and process for the L ink 

M odules

Source: A dapted from  G ranville (1995)
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Appendix VI

WRITTENEXAMINATION-40% OF TOTAL MARKS

Date: Final year o f  LC

Duration: 2.5 hours

Content: Section A: A udio visual presentation

Section B: C ase study received in advance by students

Section C: G eneral questions (answ er 4  ou t o f  6)

PORTFOLIO OF COURSEWORK-60% OF TOTAL MARKS

Date: A ssessed a t end o f  final year o f  LC

Duration: A ssem bled over 2 years o f  the LC

Content: Section 1: Core items: CV, form al letter, com pleted  form , sum m ary

report

Section 2: optional items: (tw o out o f  four)

R ecord book/diary, report, plan, and recorded

interview /presentation.
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Appendix VII

Question 13
The Department of Education and Science attributes importance to some of 
the following factors in implementing curricular innovations such as the 
LCVP.
In your view, how important are these factors in the implementation of the 
LCVP at school level.

• Team work among staff members
• Support of Principal
• Resources for the new programme
• Public status of the new course i.e. the 

perceptions of parents and pupils
• Extra time for planning and curricular 

development
• Credibility of the programme in the eyes of the 

staff
• In-service preparation and training for the 

programme
• Social background of students
• Suitability of students (ability and aptitude)
• A LCVP co-ordinator
• Other Factors

(It should be noted th a t som e o f  the graphs show  a  defic it in relation to  the 

num ber o f  respondents. 12 teachers w ere surveyed but in  som e cases no t all 12 

responded, so  the graphs are com piled  only  from  the  responses received.)
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