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CHAPTER FOUR

Research Methodology
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Roesearch ds best conceived as the process of arriving at dependabdle
solutions to problen s throuwgh the planned and system atic collection,

analysis and interporetation of data. 304

4.1 Introduction

The first cohapter of this study drew on the literature of change and imoplem enting
inno v ation, hdighlighting & num o ber o f issuves and concerns o particularly regarding the

rodles o f those dnvolved in school based cuvrriculun developn ent and the process of

imoplem enting & new progoran o moe inoa school. Chapters tw oo and three are the resuvlt of
predim inary research into the dimoplem entation o f Toransition Y ear programom oes 0ver @
period o f alm ot twoenty years, 1974 - V83w odith focwus o the coantext inow o hich the

progoramom oes woere imoplem o ented, the owvtcom ¢ of the strategies vsed and the apparent

horteom ings of the processes. T he first section of chapter tw o describes the dinitial

phase of im plem entation of the program m ¢, beginning in 19T 4, the second section

oncentrating on the nextphase ofim plem entation w hich began in 1986 . C hapter three

rings the study wp to date, detailing the strategies vsed to im plem ent the progran n ¢

agtionally , beginning in P98y, The salient dssues em erging from this porelim inary
reseqareh are explored in the porimoary research part oo f this stedy, the study o f the
imoplem entation of the Toransition Y ear Progran m e locally in schools and perceptions
0 f the pational dimoplem eantation strategy . T his chapter ovutlines the moethodology
em oployed dnoogathering the prelinm inary dinform ation and dino owandertaking the prim ary

research ocom oponent oo fthis study.

4.2 Aims

e oo ooty (1913, Educational Research: the art and Science of Investigation,
quoledhyLnuisCuhenandLaw:enteManian‘{lHﬂ]‘ResearChMethOdSin
Education ; ::
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The purpose of the primary research in this study is to analyse the process of
imoplem enting & new progran o m e in o schools and the factors affecting im plem entation,
particu larly w here there s & large elem ent of school based cuvrriculum developn ent
involved. T oo this end, the T ransition Y ear Porogram m e @s wsed a5 a case stody in the
im oplem entation of curriculun change as it dnvolves both @ Targe scale national
im oplem entation process and has @ school based covrricuelenm developn ent focus due to
the curricular freedon granted to teachers in planning the progran n e.

Poredlim dinary research into the earlier phases of im plem entation of the progran n e W as
Undertaken inoorder to determ oine any differences oo developm oents in oim oplem entation
strategy over & nwum ber of years and to highlight concerns and potential pitfalls
regardin g imoplem entation wohich can b applied to the cuorrent im oplem entation process

and to the dimoplem entation o f other new dnitiatives at school level.

The primary research study aim s to examn ine both national and local im plem entation
proceduores. Ttois hoped that the data collected w ill give dinsight into issves of cuvrrent
concern regarding pation el dimoplem o entation o f progran omoes in sehools and fotal

im oplem entation procedores, particularly w here school based corricuolun developn ent

Psodn v lved .,

4.3 Obijectives

The objectives of the prelim inary research w hich derive from the foregoing ain s are a5
follow s:
oo Too describe and analyse the process involved in the national im plen entation
o f the Toransition Y oear Poroject ow o hen itowoas first o introdueced in 19T 4 and dn the
yoears follow dng o w ith & view to suggesting w by the im plem entation process w s
pnsuccessfu b oin o swestadining the progoran o moe to the extent that the programnmm e w as
reintroduced in L8 E.
TooT o oewplore and o analyse the im plem entation process occurring at school level

in this period, sim ilarly SUggesting Wby the imoplem entation process woas
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prsuceessful i osustainding the program omoe, throuwgh consideration o f teachers’
perceptions o fthe im plem entation process at local and national level.
00T 0 study the dim oplem entation of the progran n e fron 1986 onw ards din @
simodilarow o ay e gadin e ploring the woay dnow hich the progran m ¢ w &s dissen ingted
tationally and the reactions of teachers to curricular freedon The process s
analysed Woith SU g gestions emoerging regarding the shorteom ings o f thee
im oplem entation process wohich led to the progran m ¢ being redintroduvced for the
third tim ¢ in 1993
[ Too study the dm plem entation and co-ordination of the progranm nm ¢ &t local
fevel din this period, w ith & view to svggesting sehool based factors affecting the
fong term svcecess ofthe program m e,
5.0 T o exam ine the cuwrrent phase of im plem entation of the programn m e to date,
P99 -0 997 the dissenm ination strategies and inservice n oethods, the support,
developm ent and evalvation ofthe progran m ¢ &t national level.
. T o review the Titerature on the im plem entation of change in schools, distilling
the rich and varied literatvre on corricuvlenm change, school im provenm ent and
v ovation and draw ing from it the salient points in relation to this study.
Aim s L6 dnwvolve & study of moacro and o modicro factors affecting the im plem entation
processes and the fdentity of the progran m e itselfin the 19705 and 19805, svggesting
seccessful strategies and highlighting pitfalls for the im plem entation process occurring
oW The prim ary research involved i this study concentrates on the cvrrent phase of
im oplem entation o f the T ransition Y ear Porogram m e in scehools. T he ainm s ofthe prim ary
research are &y follow s
T T o determ ine the perceptions of those teachers dinvolved dn the Toransition
Yoear Porogran omoe regarding the im oplem entation of the program m ¢ &t school
level, how schools are coping w ith the freedom to introduvee and develop & new
course tooosudt o the needs o f thedir students and to investigate dinvolven ent in
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planning, decision noaking, develogping curricu s i co o rdinating th e
progoram o omo¢.

8. T o dnvestigate the im pactof career cycle effects on the im plem entation o f the
programomoe inooschools o and to  dinovestigate the possibility that schools w o hich
imoplem et @ onum ber o f new program o m oes becomoe moore favourably disposed
tow ards change and have different perspectives regarding the factors necessary
for the svceessfol im plem entation of @ new programn n ¢

S0 T o ascertain the perceptions ofthose teachers involved v the T ransition Y ear
Program o m e regarding the national im plem entation strategies such a5 inservice
training [ other form s o f D epartm oent o f B duwcation support for th e
progoram omoe.

PO T o establish the perceptions of principals and T ransition Y ear co-0rdinators

inothe siv o oschools regarding the national im plem entation of the Toransition Y ear
Porogram m e and their concerns regarding th e imoplem entation o f nEw
program o moes in thedir schools. Inform ation from principals and co-ordinators is
collected in order to auvgm ent the data collected from teachers - on w homn the

study iy focused.

4.4 Research Procedure

4.4.1 The Research Framework:

The research fram ew otk enm ployed in this study dis sim ilar to that svgogested by Eileen
Koane 305 It involves starting w ith & research idea and then defining the specific ares of
interest, Follow ing this, & research ouvtline is developed, decisions about the gathering

o finform ation are moade and porelim inadiy research iy oundertaken. T he literature review

st iteen k e0e (10s ) Doing Your Own Research: how to do basic descriptive
research in the social sciences and humanities, , 1+
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anobe regarded as o part oo f the prelim inary research in o that it too helps to clarify the
im s and objectives o fthe study.
Pothis study the area o finterest is the ohange process regarding the im plen entation of

Ew progran om e inooschools. T his general ared wogs narrow ed to becom e, moore

pecifically, the dm plem entation of one particelar progran n e - the Toransition Y eat
rogram o omoe - oand o the focus w oas narrow ¢d to the dinvestigation of teachers perceptions
fothe im o plem entation process dnvolved dn redntroducing this program m e and the
gotors w o hdieh help oo dinhdibit the imoplem o entation o f new programomoes. T he research
ramoew otk ocontinues woith decisions regarding the type ofdinform ation required and the
election o f inform ation gathering teehnigues. T his study invoo lyed inform ation

concernding booth the porelim inary &and the prim ary research parts o fthe study.

F

Crothdis o study o oprim gy research involved designing @ research instrum oent and deciding

on analysis technigues before inform ation w as gathered. T he collection of inform ation

woas follow ed by & system atic recording of datea, follow ed by analysis w hich led to the

form wilation o fissves em erging and conclusions,

4.4.2 Research Mode:

Ingeneral, the research philosophy of this stedy w as interactionist rather than
positivistic, Interactionist approaches tend to look at the moeanings of siteations and
gotions for people, concedived as som ething not fixed and determ inate but negotiated
from moom ent to moom ent. Poositivistic approaches take the world as being relatively
Unproblem atic and o seek to o explain it by moeasuorem o ent oo f the parts. 306 T he positivistic
gpproach wsually dimoplies quwantitative moethods, the dinteractionist - gqualitative o
interporetive moethods. M iles and K oubennann describe the moain task o f gualitative

research oas follow s

0GR Oger Sapstord and Voictor Jupp, [Eds.), (18956, DataCoIIeCtionand.AnaIySiS,

ol
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to explicate the woay people in particelar settings com e to vaderstand,
gecount for, take petion i otherw ise moanage their day-to-day

situations. 307

Thds study ds gualitative din that it com plies w ith the follow ing features of qgualitative
studies:

design ds em ecrgent: in this stody, the prelinm inary research inform ed the prim ary stuidy
Sothere are no hypotheses o specific guestions to answ er @t the ouvtset ofthe study

the purpose is discovery not verification: in this study, no preconceived ideas ofthe
imoplen entation process woere tested for verification

the researcher is a student, discovering the insider's view

Sothe design oo f qgualitative dinterporetive research ds o based o theovretical assum ptions
dhboutom o eandings and processes o fhum e ownderstandings; these in tern inform the
procedures and techaigues vsed in the collection of data and the m anner in w hich

they are analysed, ice. induvcetive analysis.308

A6 R eseaoroh Moethod o

Study designers moust consider som e key dssuves owohen deciding on o research o omoethods:
the com plem entary differences across moethods and the purposes for vsing them , the
phenom end being studied and the states of the qualitative and guantitative elem ents of
the study and w hether they are Interactive or separate. 0 ther im portant issves include
the genvalisability, religbility and validity im plied by certain m odes and moethods.
Q uantitative and gqualitative m ethods are not n vteally exclesive., Judith B ell com n ents
that "different styles, traditions or approaches vse different m ethods of collecting ¢ata,

butno approach prescribes nor autom atically rejects any particoelarn ethod . ":'09

0T atthew B .M iles and AW dichael Houberm oann, (1894, QualitativeDataAnalySiS,
1.7

3O08J0am es Coallan, (1986 ), "Interpretative Research  haracteristics”, Research
Methodolog)’Module Handout ;

wosrvgin e o1, (1ve 1), Doing Your Research Project 5 &
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Characteristics of qgualitative research include the researcher as the key instrum ent and
the collection of date in the form of w ords rather than awum bers. 310 W ithin the tim e
fram e o f the fulfilm ent of this project participant observation and the collection of
inform ation din o this omoan e owoas a0t opossible. Itods o also said that gualitative research s
concerned o woith the processes rather than ovteom e ofprocesses, that data §s analysed
indou e tively ,w o dithouttryding to prove or disprove an egxisting hypothesis and that interest
fies in participants perspectives 300 T hrouvoh guantitative nm ethods ofdata collection in
the fornm o f qguestionnadires, the process of im plem entation, its m oeanings for thoste
involved and the perceptions and attitedes of those involved w as studied. Q vantitative
moethods are em ployed in so far as they can be wvsed to collect inform ation on the
pnderstandings, perceptions and attitedes o f those dinvolved in the stuvdy in the short
spate o f timoe avadilable. Qo vantitative moethods are also tseful i analysing i
presenting the findings of certain types of research in & clear and coherent m anner,
Rooy Poreece refers to & sim ilar m ethod & "investigating qualitative characteristics in
Quantitative m anner."311

I this study statistical analysis ds vsed porely to illestrate clearly the findings of
reseqareh oand thedr possible practical significance., Q vantitative m ethods are en ployed
to illustrate the attitudes and pereeptions of teachers and the m eanings applicd by
teachers to the dm plem entation process, the svpport of the progranm m ¢ externally and
the com plexity of internal im plem entation. Statistics are not presented in & m anner in
Wohdeh they are detached from the woording vsed Pnothe guestionnaires w ohich prom pted
the statistical ratings applied. T his dim portant featuvre ds svggested by M iles and

Houwberm ann dn relation to their study ofthe degree ofpressuere teachers feltto adopt an

o v tion, thedir satisfaction w ith the assistance they had received or the roughness

or tsmoo o thoness o f the dim plem entation. T hey m ake the point that in the displays and

TIOR obert C . B ogdan and Sari K aopyp 8 iklen, (1982), QualitatiVEResearChfor
Education: An Introduction to Theory and Methods, ; : 1.

SERIRID
virr oy poeec: . 109 Starting Research, y 1o
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analysis o f data they aim ed to keep "num bers” svch as those draw o from scales ¢losely
pssociated woith the w oords from w hich the judgen ents w ere drawn and to keep the

Woord s associated Woith  the context.313 I this study, the statem ents rated by

respondenty and the factors suvgogested &8s im portant by respondents inoboth the ojpen
and o closed questions are kept gy a central focus and effort is m ade to ensure that they

gre o notoreduced to onum o bers to the extent thatone loses sight ofthe substantive Issues.

fnowsing & com bination of statistical and descriptive m ethods in this research, the zin
Woas toouwndertake @ osystem o atic approach to o uwaderstanding the interaction o fvariables in
gocom oplex environm oent. Salom o podints oot that the issue is w hetherw e are taking an

analytical™ approach to wnderstanding a few controdled variables o 2 “system ic

approach to o wnderstanding the interaction o f variables in & com o plex enviroanm et 34
This study takes @ system ic approach to studying the dnteraction of & nwum ber of
vaariables o the imoplem oentation process including the attitedes and perceptions o f

teachers and the external support forthe progrann e.

4.4.4 The Literature Review:

A Woell organised review o f the literatere follow ed by an dinsightfuel
interporetation isoonot o ly o f great valuce to the reader, bouto Qts
preparation greatly helps the research w orker to develop his owon

Understan ding o fthe field 315

Tohe Titerature review dncludes an vyp to date, critical discussion of the research w hich

hbas adlready been done o the dissertation topic and also, other m aterial w ritten o0 the

PUUN sttew 8 W dles snd bW devael kv en oo, (1300 Qualitative Data Analysis,

FLA6 . Sadlom o, (LOOL), "Toranscending the gualitative-qguantitative debate: T he

analytic and system ¢ approaches to educational research”, Educational Researcher,

Vool 20, N o6, 198, pp. 1018, guoted by M atthew B . MW iles and A W ichael

tueen o, (190 0) Qualitative Data Analysis, ; ¢ 1

SIS0 alter R B oy snd Mo erzcinn 0.6 sl (1), Educational Research: An
Introduction, 4thed.,; s
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ared o b interest, Ity oregarded as tdopreparatory stage to gathering datz and serves to
gt QU adntthe researcher w ith previouvs research on the topic e him selfis studying. 1318
Tohe literatere review can also be wvsed to clarify definitions and to gather inform ation
to supportor refute argum ents,

In this study the Titerature review s be divided into tw o sections:

oA review o freseareh previowsly carried ouvt on the T oransition Y ear progran m es and
articles w oritten o the im plem entation of the program m ¢s in schools in the 19705 and
PYe0s. T hdis dncluded studies done in the 19708 by Egan and 0 'R eilly and & stody donce
by the A ST L din OB T . A Iso dncluded in this section are Loew is and M oM ahon's stody of
the Toransition Y ear In-career D evelopn entProgran n e in 1336 and the D epartm ent of
Eduvcation Evaluation R eport also published din D9S8 W hile there ds relatively Tittle
moaterial in o eduvcational jouvrnals regarding the Transition Y ear progran n es, there are @
smoall o num ber oo f articles w o hieh give dnsight intoe the operation o f the program n ¢ &t
sthool Tevel din the 19705 and early 19805, In order to svpplen ent this inform ation
records woere obtained from omne o f the schools involved in the progran m ¢ since its

introdouction in 1974

. The second part oo f the Titeratvre review involved & o review o f the literature o f
change din eduvcation and the dim plem entation of fanovation nationally and &t school
fevel. T here ds a rich and varied literatere availadble on this subject and related subjects
suth ey sehool dim oprovem et Tohe sem dinalw ook o f awthors sveh oas Foullan, W acD onald
gt W oadlker, Stolloand Fink, M ortim o ovre, Crooks and MW oK em a0, Shipmoan o and S kilbeck
Pisostudied . Specific porojects owohdich show parallels woith the T ransition Y ear Progran n e
ps oregards dimoplem o entation woere also studied. T hese dincluded the woork o f those
involved dndimoplem o enting transition edvceation porojects and the Juaior Coertificate

progrean omo¢e in freland, the Nowffield Integrated Science Poroject and the Houm anities

USL owds Coohen and Loaw rence N oandion, (1380, ResearChMethOdSinEducation,

pd0.
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Curriculunm Poroject din B oritadin and o f those dnvolved dnoosim odilar A omoerican studies.
Porojects wohdich have & osehool based cuvrriculun focus o woere o f particular interest s
Woere souvrces o f literature o related topics sveh oas o staff o developm oent and school
cultere.

Woaterial for the Titeratere review w as gathered vsing several moethods. T hese included
visiting the libraries o f St P atrick's College, W aynooth, T orinity College, D ublin and
UC D and wsing their card catalogues and com puterised Tibrary databases. T he ERIC
database and the W orld W ide W eb woere also vsed as sovrees of inform ation. Jovrrnal

articles woere found by operusing  the  coantents o f edwcational jouwrnals dncluding

Compass, Irish Educational Studies, Oideas, The Journal of Curriculum Studies : :
ciie b ieations seen s copies ot The Secondary Teacher.

Inform ation from the ITiterature review ds incorporated throwghout this dissertation bt
i concentrated in choapters 0ne i tw o Wohich 00U thine th e history o f thoe
imoplem entation o f Toransition Y oear programomoes a0t in o choapter three, wohich discusses

the ¢change process and cuorricvelum developn ent,

4.4.5 Preliminary research:

Poredim inary researeh o involved collating dinform o ation regarding the first tw oo phases of
imoplem entation o f o the program o m oe. Roesearch into th e imoplem entation o f thoe
progran o omoe din 19T 4E w oy achieved throwgh tracing docum ents from the period, svceh &5
Woindister B ourke's speech initially introduvcing the ides of the progran n e in A pril 1§74,
Aortictles from Journals detailing the experiences of schools in these early years w ere
gathered a5 w oere extracts from books, new spapers and docum oentation from sehools
involved dn this period, sech a5 correspondence w o ith parents and w ith the D epartm ent
o f B ducation. W ook carried ot in the late 19705 by Egan and 0 'Roeilly was studied &t
the Eduvcationsal Roesearch Coentre in D orum condra, D utblin,

Sm ilar steps woere taken dn o ostudying the réintroduvction of the progran noe in 1386, A s

less w ritten dinform ation dis available on this period, an dinterview w ith a special advisor
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to M dndister Goemomoa H oussey wogs also em ployed to give insight into the réintroduction
o fthe progranm n ¢,

The relavrch of the program m e in 1993 was also studied throuvgh D epartm ent of
Eduvcation circulars and other governm ent publications. Fourther docuen entation w as
gathered throwgh covrrespondence w ith the N CCA . Contact w ith the T ransition Y ear
Support Toeam yielded further inform ation as did interview s w ith tw o people Invaolved
inothe “tradin the tradinerst inservice program o omoe & trainers. A oomoem ber oo f the Toransition
Yoear Support Toeam w oas also interview ed. D ocum entation vsed during the inservice
program o m e wogs obtained throuvgh contact w ith a "treiner” and L oew is and M cM ahon's
woork o the inservice provision woas studied at the Edvcational R oesearch Coentre in
Dorum condra, D ublin., A moore recent study by the €DV EC CD U was also review ed.
The figures detailing participation rates w ere gathered fron statistical reports and
throuw gh visiting the Doepartm ent ofE dvcation i H aw kin's B owse, D ublin., M ost recent
figures woere obtained from the D epartm ent ofE dveation Statistics Section D atabase in
Athlone. D ocum entation dssved by the D epartm ent of Eduveation, including C©EB

Gocum ents woas  studied by collecting the nmecessary goveram oent publications and

Doepartm ent o f B dvceation circulars.

4.5 Primary Research

The focus ofthe primary researeh woas based o0 three qguestionnaires:
oA qguestionnaire for Toransition Y ear teachers.
oA questionnadre for Toransition Y ear co-ordinators.,

oA questionnaire for principals.

Thoree separate questionnaires w oere vsed so that specific guestions pertaining to

person's particular role in imoplem entation tould be asked. 6 oeneral dinform oation

regarding the school dtself, sueh a5 pupil nwm bers appeared only on the principals’
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guestionnaire. This moeant that the teacher and co-ordinator gquestionnaires could
concentrate on guestions actually pertaining to the study. Co-ordinators w ho w ere also
teaching Toransition Y ear classes woere not asked to Fill tw o guestionnaires &5 itw as felt
that the sim ilarity betw een the tw o may be drritating for the respondent.

The questionnaires w oere admn indistered in 2 random samn ple of six sehools in the D vblin
gred . Tohe scehools woere random Iy selected from & Tist of schools in the "Liffey Region’
obtedned from the Toransition Y ear Suvpport Teanm . T he Liffey Region w as chosen as an
prea o f study for oease of acceess duwring school howrs due to geographical location of

the researcher.

4.5.1 The Research Instrument - The Questionnaire:

Foregquently, the postal guestionnaire s the best forn o b suorvey in

carryin g ooutoan eduvcational oenguiry 317

The vse ofthe questionnaire as & research instoim ent w as appropriate in this case &5 it
allow ed specific inform ation to be collected in @ relatively short space of time. Ideally
allbrespondents woowld be interview ed in person and observation &t school Tevel w ould
teke place but this woas not possible dwve to tim e constraints and w ork com m itm ents.
Eoase of date collection ds vitel w hen one person ds acting as researcher, statistician,
anadlystoand reporter. Tohe qguestionnaire as & tool ds flewible in form and can be designed
to moeet the needs of & particvler stoedy. B uvrrouvghs rem arks that "the questionnaire
provides th e g sie st know Wy o f  assenm bling i moass 0 f inform ation . "0 18
Q uestionnaires allow dinform ation to be collected in & w ide geographical area, relatively
cheaply . N oachbm fas and N achm fas m aintain that the wse of qguestionnaires "reduvces

biasin g errors that moight resuvlt from the personal characteristics of interview ers and

varia b ilities in o thoedr o skills 3L Qo vestionnaires are also vsefulow o hen gqguestions require @

FLT0hid ., p 8t

vtee e s uoeyns (v, Design emdAnalysis in Educational Research, ;116
S1e0 svid hoachn des and Chava wacha ss, (1915, Research Methods in the Social
Sciences ; 117
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considered, rather than an dimom ediate, response and afford greater anonym ity to the
respondent oso thatthey moay express theiropinions nmoore freely.

Tohere are also Him itations to the vse of questionnaires as a research tool. T here is no
opportunity to probe beyond the given response o0 to clarify the meaning of & w ritten
answ e, Foor thdis reason, careful design oo f the questionnaire is essential., M @y authors
ggree that "the moost difficelt problen i conducting & questionnaire study s to get a
sufficient percentage of responses."320 N achn ies and N achmn ias moaintain that the
response rate forom o ail guestionnaires is "betwoeen 20 and L0 percent"ILL oaand that it is
imopossible to estim ate the effect non-respondents moay have on the findings.

Inoorder to alleviate problem s cavsed by Tack of clarity of guestioning and in order to
mootivate respondents to o com oplete the guestionnaire, the design ofthe qguestionnaire is

cruedally im portant,

4.5.2 Questionnaire Construction:

Coonmstructing & questionnaire requires specifying the prim ary objective of the svrvey
and then ddentifying and item ising svbsidiary topics that relate to its central purpose. It
isoalso dim o portant that proposed moethods of data analysis that apply to the com pleted
Questionnaires are decided on early in the process and are kept inomind w hen draw ing
Up othe doctumoent,

Fooor this study, the qguestionnaires woere comn piled w ith reference to & numn berofaress:
The owteom es from prelim inary research dnto the dim plem entation of the T oransition
Yoear programomoes from 1974 &and 1903

The owteom es from & review of the literature on change in schools and progran m ¢

imoplem entation,

F20W adter R oo B oo, (1YET), A pplying Eduvcational Roesearch @ practical guide for

teachers, p. 110,
TR0 evid N oachn das and Chave woachan ias, (1914, Research Methods in the Social
Sciences. ;11
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Interview s conduceted w ith those dinvolved din the progran n e and personal contact

Woith colleagues.

Q uestions moay be either in the closed form , in w hich the qguestion perm its only certain
responses, o the open form o inow hich the respondent moay vse hisfher ow on woords.
Closed questions are uvandouvdtedly easier to gquantify and analyse but open ended
guestions can lead to richer and m ore com prehensive replies.

Dowe to the w ide range of types of inform ation reqguired from the guestionnaires in this
study  oseveral types o f question woere included in the docuem ent. T he vse of struvcetured
ot tlosed questions dincludes list, category and scale type gqguestions and open ended
guestions w oere also vsed to elicit responses on particelear issves. T he moeasvrem ent of
pttitedes o perceptions requires specific guestion types. A ttitudes are m easvred vsing
donum o ber oo foattitude statem ents a8 attitedes cannotbe moeasuvored woith one guestion 22
Aonoessential requiren ent oo f attitede scales s that the attitede statem ents showld be
sealed . o this study, Loikert type scales w oere em ployed to ascertain the personil
opindon sy o f teachers regarding the teaching o f o the Toransition Y oear Porogoramomoe.
Goraphical, nwm erical scales, in w hich respondents are asked to rate & particelar factor
or variable by oomoavrking & onwm ober o & coantinuum gre used to oascertadin teachers’
perceptions of the dissenm ination of the program m e, D epartm ent of E dvceation svpyport
forthe progran m e, inservice training and factors affecting the im plem entation of new
progran o moes inoschools. 0 ther qguestion types involve ordinal and nom inal date svceh s

that vsed to build profiles ofrespondents and schools.

fnoeath o f the three questionnaires, the strocture w as divided into three parts. In both
the teacher and co-ordinator qguestionnaires, part one involved collecting inform ation
inorelation to the personal details of the respondent. In the case of the principals’

guestionnaire part one also collected inform ation pertadining to the school itself. 0 0 all

3221bid., p. 110.
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three questionnaires, part tw o collected dnform ation regarding the perceptions of

respondents dinorelation to the national im plem entation of the progran m ¢, their view s

on the actual im plen entation of the program m ¢ and on those factors im portant in the

im oplenm entation o fprogran m oes aationally. P art three elicited inform ation regarding the

im oplem entation of the programn m e at school level, the perceptions of the respondents

re g ardin g the im oplem entation of the progran n e in their school, the factors they deen

imoportantoin the im plem entation of new progran m es at school level and the attitedes

of respondents tow ards the dnvolven ent o f teachers and other moen bers of staff in

decision m aking and covrriculunm developn ent.

fnom ost cases the subject m atter of the guestions on each qguestionnaire w as the samn ¢

and questions woere adapted depending on the position ofthe respondent in the school.

Fooroexam ple, Toransition Y ear co-ordinators w ere better equipped to answ er son

the questions peitaining to the operation of & T ransition Y ear core tean in the school

than w oere other T ransition Y ear teachers. 0om itting questions w hich w ouvld be outside

the realn o f responsdibility o f particular respondenty o omoeant that the length o f the

guestionnaires couwld be keptto & modindimoum and that respondents would be mootivated

to com plete then

45.3 The Interview:

Boorg and 6 all describe both advantages and disadvaentages of the dinterview [

resedareh o techadigu e Interview s opotentially perm it greater depth than other m ethods of

collecting data enabling the inten/iew er to delve m ore deeply and clarify issuves a5 they

arise. Uonder favourab e conditions, Interview s are also said to b Tikely to yield n ore

com plete date and also m oore dnform ation w hen open ended questions pertaining to

tegative aspects of the selfneed to be asked 323 T he natuere of this study m eant that

B0dW it R 8 ooug and W oeredita o0 6 ail (113, Educational Research: An

Introduction, 4thed., ; +:1.
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the dnform ation collected at the dnterview s pertained, not to the dinterview te but to
evoents inow o hich o thoe dinterview te woas dnvolved o fw hich there is Fittle woritten record .

Tohe flexibility, adaptability and houm an dnteraction thet are the vaigue strengths of the
interview also allow sudbjectivity and possible bias that in som e research sitvations are

its greatest woeakness 304 Iraccuracies arise throuwugh factors know o s response
effects" w hich ds the term applied to the difference betw een the answ er given by the
respondent oand the true answer,

Interview s ow ere wsed early in the stody and w here itw as felt that a qguestionnaire alone

Woould om0t ydield the required inform ation. T hose interview ed included:

Towoo teacthers w ho participated in the "Torain the T rainers” in service progran mn e &5
trainers.

Aomoem ber oo fthe Toransition Y ear Support T ean

Aoospecial advisor to M indister 6 emomoa H owssey at the tim e of the introduoction of the
Toransition Y ear 0 ption in 1986,

The principeal ofthe school involved in the pilot study.

Interview s ow ith the “tradiners", the Toransition Y ear Suwpport T ean moem ber and the
Special A dvisor w oere sem d-struectered interview s dinoow o hdich the researcher had o opore-
plananed guestions bt oalso i llow ed scope  for discussion 0 other dssues wohich
emoerged in othe cowrse of the dinterview . T he sem i stroctored interview s regarded s
generally moostoappropriate for dinterview studies inoeducation. 325

fnall cases the dinterview ee w as supplied i advance ot w ith the actval guestions but
woith o listoo fthe areas to o be ddscussed . Ttow o as felt that this enriched the interview s as

the areas specified acted as a skeleton arownd w hich other issves arose, facilitating

booth the dnterview er and interview ee. T he dinterview s lasted on average approxin ately

T040bid ., .t

LIV2R T I U N A
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fifty m inwtes. T he first interview w as taped . A ITthouwgh it w as agreed that the interview
Woould be taped o0 the condition that a typed transcript oo f the dinterview woould b
suUpoplied to the dinterview ee, itw as felt by the researcher that taping the interview n ade
the dinterview ¢e moore guarded in his answ ers. T his finding is suvpported by B org and

G oallw ho recognise that:

the principeal disadvantage of the wse of the tape recorder w ith the
interviiew isoothaat the presence o f the  tagpe recorder changes the
Pnterview situation to o somoe doegoree ...in interview s onot oaim ing prim oarily
atothe collection of research data, it is seldom necessary to record the

resu Ity 326

Subsequent dinterview s owoere not taped. Poroceedings woere recorged 0 specially
designed sheets requiring as little w riting dwring the dinterview ds opossib e wohich
enabled the dinterview er to attend to the dinterview w hile recording the proceedings.
Noedither o f these proceduvres represents an ideal sitvation, ITdeally, & trost w ould build
betw een the dnterview eor oand interview ee oover timoe throuwgh & num ber oo f interview s,
This w as not possible woithin the tim escale Iovolved dn this researeh project but it ow as

feltthatm veh valvable inform ation w as gleaned throuwgh the interview s.

4.6 Analysis

The descriptive elem ent of educational research s dim portant., D escriptive research s

gim oed at descordbing the eharaceteristics of subjects. B oorg m oaintains that:

mouceh o f the early woork dino@ o onew scdence By descoriptive, since it s
necessary too o know o som oething abowt the characteristics of o subjects

before trying to study moore com o plex research guestions. 321

Boecause humoan beings are mouvch o omoore com o plex than the subjects studied din other

sciences and because eduvecation and the related sceiences are relatively new Wohoen

Foe b id ., p bbb
vorw aer s org (101, Applying Educational Research: a practical guidefor
teachers, ; 151
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com o pared to bdodlogy or the physical sciences, descriptive research iy o oparticularly
im oportant in education. In o oegduvceation moost descriptive researeh o can be classified as
gither survey o observational research . In this study, svrvey research woas en ployed.
Aos described dn osection &9 .2 several types o fqguestion woere vsed in o the qguestionnaires
inoorder to o elicit differenttypes ofinforn ation. B oth open ended and closed qguestions
Woere emoployed. C losed gqguestions consisted of list, category and scale type guestions,
the scale qguestions appearing as grits or tables in w hich several factors or staten ents
Woere to o be rated together o the sam e scale. A s scale questions w oere vsed a num ber of

tim es in the questionnaires, the differenttypes of scales vsed are described below

4.6.1 The Use of Scales:

Roating scales are perhaps the n ost popular m oethods of attitvde m easuvren ent and are

often wsed dinothe field o f research o I this o study several types of scales woere used
depending on the type inform ation they w oere designed to collect., ATl w ere five point
scales. W o hile larger scales can be uvsed, increasing the size of the scale beyond seven

podints has not been proven to dim oprove the accuoracy ofa scale's m easuvren ent.

Seales w ohich have adjectives m o arked at particuvlar num bers, are @ special type of
pum oerical oscale. W ohere woords oo o phorases wohich describe varying degrees o f liking o
gpproval are wsed inoplace of vwum o bers, these are called specim en specific category

scales32s o just category scales ™ W hile the selection of adjectives beconm es m ore

fifficult ifm ore than five points are wsed for the scale, it is felt that Tabelling the points

Woith e djectives dncreases the reliability of the scale. For the collection of inform ation

regarding respondentstopindions o f the m oaterials produced for the dissem ination of the

program om e, and oo f the dinservice training provided, this type of nwm erical scale w oas

psed . Tohese scales are also know onoas Cadjectival checklists and they provide som ¢

308K reeh and Corutehfield, (1948 ), guoted by N oigell en on.[lﬂ?i],AttitUdesand
Their Measurement, ; 1



gouan titative inform ation either by the fregqguencies w ith w hich w ords are selected o1 by

thedir order o ranking ifreguired.

Noum o erical scales woere also wvsed for gquestions dingquiring as to the im portance o

particular factors in the im oplem entation of the program m e nationally and at school

fevel, 00 these scales, only the ends ofthe continven w ere n arked w ith ad¢jectives and

respondents o woere asked to o check & onvwem o ber to express their ratings. Ttow o as felt that

ineluding adjectives &t each point on the scale for these gquestions w ouwld vnduly

influence respondents anoswoers as the selection of available adjectives for these

guestions woould have m oeant that the intervals along the continven w ere vaeven. For

such oquestions only the ends of the scale w ere n arked - w ith podm o oportantt oand "very

imoportant",

Poerson gl attitudes tow ards teaching the T ransition Y ear Progran m e w ere ascertained

vsing & five podnt Loikert seale. T his scale had "agree” and "disagree’ at either end and

ivoadso know o noas o4 “semoantic differential® seale. Toen statem ents woere rated o0 the five

f

podnt oscale. It o0y recom omoended that Loikert attitude scales have a0 equal num ber of

positive and negative statem ents to increase reliab ility, as is the case w ith this scale. A s

there w ere seventy respondents the m axim uvn score for each statem ent is 350, For the

construetion o ftables, inooord e tooaid clarity, the statem ents are ranked in o descending

ordoer o starting woith the statem ent w hich rated moost highly on the agreen ent scale.

Boecause there w ere sevenrty respondents, the highest rating for each statem ent w as

$50 . T he m dndim um rating ds seventy as each respondent had to give at least one noark

to each statem ent.

Wohen adjectives are applied to this sem antic differential scale, the follow ing are

generally wsed by researchers:

o= ostrongly disagree bos agree
1= disagorece Sz ostrongly agorece
$o= nedither agree nor disagree (o0 newtral)
U sinyg these pdjectives, the statem ents can boe divided into those Woith Wohich

respondents show ed som e agreemn ent and those w ith which the tendency w as tow ards
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disagreem ent. A s o4 rating o f three s recognised a8 the newvtral point betw een the
positive and negative replies, the statem ents are divided at this point

Itds 2 com m o0 m o disconception that attitede can be moeasvred wsing one indicator.
A ttitudes are dintangible and mowlti-dim ensional and can be discerned only by their
ooutw o ard effects, Foor this reason, several moeasvres of attitede and perception w ere

boudlt into the questionnaires.

4.6.2 Analysis:

Boecauvse different types of guestions w ere wsed, different types of analysis are also

em oployed. A nalysing data involves categorising inform ation, trying to see patterns and

relationships, discearding the drrelevant, sum m arising and draw iny con e lusion s 329
0 ften covrrelation analysis can be wsed to obtain additional insights dnto descriptive
researeh data. o oanalysis o f guestionnaires both descriptive and statistical n ethods are
e oployed.

The respondent profile inform ation iy &analysed vsing vaivariate analysis or freqguenctcy
Gistribution analysis. T his type of analysis iy vsed to determ ine the distribuvtion of each
vaariadle and deals owoith oone variable &t @ timoe. 0 ther Tist o and category guestions sy
ey those relating to tim ¢ required to carry outoco-ordinator duties, dinform o ation
regardin g contactow ith o other sehools and the organisation of the T ransition Y ear core
team in the school woere also analysed vsing vnivariate analysis. T his prelinm inary forn
o fanalysis woas also done on the rem ainder o f the guestionnaire responses before they
Woere analysed further.

Pordor o to analysis o all dinform oation from the questionnaires w as coded and filled into
Woderosoft Eoveel spreadsheets. T his enabled the vee of statistical fonctions sveh a5 the

semomoation function during prelim inary and secondary analysis,

t2et e € ane, (103 +), Doing Your Own Research: how to do basic descriptive
research in the social sciences and humanities, ; 1.
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Scale type qguestions w oere analysed i@ nwm ber ofw ays., For each guestion involving
scale, & table dis wsed to show the nwum dber of respondents assigning each rating on the
five podint scale to each dtem in the gquestion. A opart form  this porelim inary review of
responses, w o hdich illustrates how each item woas rated by orespondents, responses woere
also totalled for each factor or statem ent wsing the W derosoft Eowcel statistics pachkage.
These totals illustrate how the dtem s w ere rated collectively by respondents. T his tyjpe
o f semomoation iy odimoportant oo scales wohich have adjectives at either end suceh o ay the
scale wohich m oeasvres the im portance of & set offactors in the im plem entation process.
Wobhilte & rating of five w ouwld indicate that & respondent regartds the factor &5 very'
imoportant, & orating o f fowr also indicates that the factor has som e significeance. Sinm ilar
fogic can be applied to attitude scales.

Aoomoeasure ofthe m oean m ark for each item s also included. M eans are w idely vsed and
U derstood dno ostatistical analysis o and are vseful for purposes of com o parison especially
Wohere the grouvps ofrespondents are com posed ofdifferent nuvm bers., For consistency,
inoall cases, omoean values woere caleulated to tw oo places of decinm als., For sm aller
tuem o bers o f respondents, for exam ople, six o principaly and five co-ordinators, moean
values woorked outomoore evenly, to values such as &80, 280 ete. W ohen these woere
typed dinto tables, the com puter program n ¢ wsed rem oved the zeros at the end and the
values appear ey 48 and 2.6 ete., even though they w ere caleulated to tw o places of
decin als.

0 ften researchers woish to exam ine the differences betw een tw oo moean values, T his type
o fbdiveriate analysis dis oem oployed v ogqguestions wohere itwoas deen ed vseful such as in
the com parison o f teachers w ith one or tw o years experience teaching T ransition Y ear
classes and teachers woho had three o m ore years experience. T he qguestion addressed
Psow o hoether the difference boetw een the tw o moeans couvld have arisenr by chance, o1 is
realt - that s, statistically osigaificant - difference. 0 onve  standard woay o f testing
Woh e ther the difference boetw oeen twoo moeans iy osignificant oo vt iy throwgh the vse of

either the 2-test o the Students  t-test, T he v-test is wsed for sam ples over thirty and



the t-test for sam ples w here ¢t least one of the grouvps to be com pared has lTess than

thirty respondents. T he follow ing form vlae are vsed to caleuvlate 2oand tvalues.

T-te st
*1-x2

/s? 4

where

Xi is the sample mean of group 1;
x2 is the sample mean of group 2;
s? is the sample variance of group 1;
sf is the sample variance of group 2;
n, is the sample size of group 1;

2 is the sample size of group 2;

t-te st

Xl -x 2

with (M + 02- 2) df.

The o1-test iy so called becawvse the difference betw een the moean dis m oeasuvred in
standard deviation vadits from the m oean, & guantity also kaow 1 &85 1 scores. I practice,
Woith large samoples, there are no differences boetw een the 2 and t distributions. T o use
the t statistic degrees of freedon are taken dintoe accouvnt as dts value iy affected by
samople size. The sigonificance oft values s detern ined vsing t-tables fouwnd in statistical
te x s,

Inorder to reduvce the am ouvnt of explanatory statistical inform ation and statisticsl
caleulations included in chaulerfivelheva\uedisusen to denote significance values

arising from edther the 1 o t tests. It iy given that the z-test form vla was vsed w here

samople sizes woere over thirty and the t-test w as vyed w here sam ple sizes fall below
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thirty , the result represented as the value d.ThisvaIue reporesents o wndits o f standoard
feviation from the m ean and is vsed by statisticians in other fields.

Itis possible to apply different levels of significance to data calevlations., T hese tests of
association moeasure how likely it @ that the distributions observed are duve moerely to
thance . Statisticians have set certadin levels of significance oo probability levels., T e
foow est o b such Tevels is vsually 005 o0 5% o T he significance ofz values is caleuvlated &t
the 5% fevel < that is there 15 & 5% chance that the resuvlts wouvld occuvr randon ly.

Boecause in the social sciences data are som etinm ¢ sloppy " - people Tie or are m istaken
the 54 \eve\isusual\ya::epled‘HDThevalueofdixsignm:antalthe5% fevel w hen
1heansu\utevalueafdisglealerthan1‘96.331Thestandarndevialinnofdiffzrenceur

variance, S,ann the moean valves w oere calowlated vsing the W dfcrosoft Exoel statistios

fonction VAR

tatistica b qguantification in qualitative research has been the subjectofn vet

debate. Jeanifer M ason m aintains that:

gualitative research s grouwunded inoa philosophical position w hich s

broad ly Cianterporetivist' i the sense that it Qs concerned woith how the

S0t Woorld i interporeted, U derstood, experienced 01
produced . ..oobased o omoethods o f analysis and explanation building
Wohict invaolves b derstanding o com o plexity, detail and context.

Q valitative research does vse som ¢ form o fquantification but statistical

form s o b analysis are not seen s central.-332

Boogdan and B iklen suggest that gquantitative data can  have conventional uvse in
gualitative research: "It canr seggest trends in & setting....itcan also provide descriptive

inform ation abowt the population .oguvantitative data ds often dncluded in qualitative

FR00bid ., p. LB
$3 0 e tailed descriptions o f statistical calevlations regarding the com parison ofmn eans

can be found dinomoany puore statistics books and also in R oger Sapsford oand Voictor

Jupp, (Eds.), (1806, DataCoIIeCtionandAnaIySiS,w Alter R B org and N oeredith D
s 11, (1191, Educational Research: An Introduction, : v v covn ies sod v aein ies,
(1914 Research Methods in the Social Sciences.

svrrennite o esoq (106 Qualitative Researching, ;
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Woriting din the form o fdescoriptive statisticos. "33 B oesides thedir vse in description o f the
respondent opopulation, dn this study guantitative moethods are wsed to highlight suct
featuores as relationships between factors, perceptions of external support and possible
fifferences in attitudes and perceptions from grouvyp to grouvyp.

Woiles and H uberm ann m aintain that "w e have to face the fact that num bers and w ords
pre booth o needed Pifow e oare to o wnderstand the world" and svggest that "during anaIyS|S
guantitative data can  help by show ing generality of specific observations....and
verifying 0 tasting new fight o gualitative findings."334 T hey guote K oaplan:
"puan tities are quuamies and aoomoeasured quality has just the samoe moagonityde
expressed inoQts o omoeasuore. 335 W oedinstedin and Toamowor see guantification ot as oan o end in
ftse lf bwt o rather "as & moeans of moaking available technigues w hich add pow er and
sensitivity to individuea!l judgen eats W ohen one attem pts to detect and describe
patterninginasetofohselvalionx““'226

Accordingly, the com ponent of statisticel value analysis in chapter five, is vsed to ¢ast
Fight on qualitative date. T he inducetive natore ofthe stody allow s conclusions to arise
from the date dtself. In order to conclude woith the factors om0 st dinfluential in

imoplem enting new programomoes' Qt s onecessary toooensvre that there s o significant

statistical difference in the im portance ofthe factors rated m ost highly by respondents.

PriRoenertto B ondan and sacikaogy bt (1990 Qualitative Researchfor
Education: An Introduction to Theory and Methods, ; ::
TIAM e tthoew B o.M iles and A‘Minhae\Huhermann‘[1994)‘QualitatiVEDataAnalySiS,

vish K aplen (e TheConduct of INQuIry, s v or . quo g by w0 sttiew 80 iles

and A M dichael B oubern g, (1984, QualltaﬂVEDataAnalySlS,p40

I3GE A W o ednstedn and DM Toamowr, (DYTE), M eanings, purposes and structuoral
Pesources in osocial dnteraction, p. L A0 Ia )6 M andis and B N . W eltrer, (Eds.], SymbOIlC
Interaction,quuled by M oatthew B . M iles end A LMW ithaelH uberm ann, (1394,
Qualitative Data Analysis, ; « 1
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4.7 Validity and Reliability

Voalid ity and reliability both refer to the technical adegquacy of the methods vsed to
carry out the research. A ssessmoents o f o owvalidity and oreliability o f & omoeasuvren ent
instruem o oent o help to determ odine the am oownt o f faith people shouvld place in its results,

Voalid ity and reliability refer to different aspects of @ m easuvre's credibility.

CT v it iy

Judgem ents of validity answ er the question: "Is the dinstrum ent appropriate for w hat
teeds to o be omoeasured?" Voglidity indicates how o woorthw hile & omoeasvore s likely to be for
telling the researcher w hat helshe needs to know Loitw in describes validity as
Geterm ination of how w ell an dnstrum entm easvres w et it sets out to m easvre-537 and

Boell m aintains that validity “tells v w hether an item m oeasvres or describes w hat it is

supposed toom oeasure o describe."338

=

alidity o othe Q walitative M ode:

ostovalidation moethods can be grovped vnder three hezadings:

=

Confirm ation oo disconfirm ation of findings throwgh contact w ith participants,
moudltiple research moethods, independent observations or additional san ples.
Strategies w o hich dnvolve deliberate attenm pts to rule ovt specific sovrces ofinvalidity,
Eofforts to estab lish research conditions vader w hich it is m oost likely thatvalid

inform ation w il be collected sveh as estadlishm ent o ftrestor spending suvfficient tin e
dtothe research setting . 339

0 fthese three, confirm ation ds the m ost direct strategy for Tearning about the validity
o fresearch o and 0 the o wohdch lends dtselfn oost oreadily to @ study o f this type in o the

tim e allow ed. Confirm ation can be achieved in & num ber ofways., D ovyglas developed

vite as o Line o (1ve s, How to Measure Survey Reliability and Validity ; 5
tssrvein s e (1931 Doing Your Research Project, ; « ¢

Y39 Jwudith A D aw son . omodim oeograph from the author.
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anoapproath o ow o hich he calls fnvestigative social research "340 1t assuem es theat conflict
pervades social life and that people are evasive or dishonest w ith researchers, 0 ne of
the m ajor research strategies of D owglas" approach ds "testing ouwt" w hich consists of
com o paring & swpposed fact ot accouwnt ow o ith the m oost reliable ideas and generally
patterned facts the researcher has from prior experience and com oparing one's owon
ideas and inferences woith the observed facts in & setting 341 F o this stody, this type of
validity eheck w oas possible &5 the researcher woas in @ position to m ake a0 accurate
com o parison o fresearch findings and personal experiences., o addition, another m ethod
o f v lidity woas em o ployed. T his m ethod dnvolves asking participants in the setting to

react to the researchers  perceptions and interpretations of the findings, confirm ing o1
Gisconfirm ing them o Foor this puorpose colleagues involved as "judges" in determ ininyg
the validity of the research fnstrum ent w ere consulted again as to the confirm ation of
findings. T his ensuvres thatconfirm ation is not confined to the opinion of the researcher
and o oreduces bias. A part from these moethods of ensvoring validity, Jennifer M ason also

SUggests adherence to validity of date generation moethods."34T Foor this reason, @

Giscussion o f the wvalidity of the m ain research instrum ent - the questionnaire s

necessary.

Voalidity o fthe Roesearch Instrunm ¢t

Lodtw in lists the types of validity as face validity, content validity, criterion validity and
constru et v alidity . Face validity involves show ing the survey to wntrained dindividuals.
This dis & casual moeasuvre and is not considered a true moeasvore o f validity by moany
researehers. Foor this reason face validity woas not en ployed in this stody. Coriterion
validity @iy & omoeasure o f how woell oan dinstremoent stands o again st oanother recognised

fnstrum oen oo preddictor ow o hich om o easuores the samoe thing. A s the instrum ent vsed in thiis

vtirser o o0 wve s, (1016, Investigative Social Research: Individual and Team
FiEIdResearCh‘quoIed by Judith A D aw son.

verreveitecw s (1996 Qualitative Researching, , 101
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study woas developed specifically for this study and contained highly specific guestions,
Ptw e felt that criterion validity could not be vwsed as there was no "gold standard”’
fnstruem e toagadinstow hdeh to assess the svrvey dinstremoent. Coonstrucet ovalidity woas onot
Used opordimoarily because Qt involves moeasvres o f how woell the instrum oent operforn oy oin o
moudtitede of settings and populations over @ aum ber of years., Tinm ¢ constraints n oake
the wse of this type ofvalidity moeasuvre im possible, Content validity appeared to be the

moost o suitable moeasvre o f validity for this stedy. Content validity is a SU b jective
moeasuore o f how apoporoporiate the ditem s seem to & set o f review ers ow oho have som e
know ledge of the subject o &tter."343 Itdinvolves an organised review of the suvrvey
contents. Ptods oot ogualified woith o statistics bt dis poresented as a0 ooverall opinion o f &
group o fFtrained judges. Loitw in o svggests that "itprovides & good fouvndation on w hich
to budild & m o ethodologically rigorous assessm ent ofa survey instrom ent's validity. "344
fnthis study the svrvey w as reviewed by a nuwm ber of people regarded a5 "trained
judges porior to the pilot study . T hose consulted included one principal, one T ransition
Yoear co-ordinator and four Toransition Y oear teacthers, tw oo of w hon had previously

carried owt oporimoary researeh inoother fields. A fter om oinor o adjustn oents e d dinclusions,

the dinstrom entow &as deem ed suitedle for its intended purpose.

T R e lia b ility

Conventional m easvres o f reliability are m oore com fortably associated w ith purely
QU an titative researeh, w o here standardised research instrum oents are vsed, thaan they are
Woith oqualitative research . Roeliability iy oconceptualised v term oy o f hoow reliatd le,
pecurate e g oporecise the research tools oo dnstrum oeats are. This iy oporen ised o the
assumoption thatm ethods of data generation can be conceptvalised as tools and can e
standardised, newvtral and non-biased . T his ds vsuvally & problen w ith w hich qualitative

researchers w0 e take dssue, given the non-standardisation of moany moethods for

sevw se s Cine i, (1ves ) How to Measure Survey Reliability and Validity, » s

S4ddlhid .
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generating qualitative data . 345 In this stody, inform ation w as collected by means of 2
standardised questionnaire, Tending @it the reliability &associated w ith the particuelar
guestionnaire as a research instrom oent. T his type o freliability is discussed here,

Judgen ents o f reliability answ er the gquestion: "D oes the instrum ent yield consistent
resu s R e ligbility iy wsvally concerned woith the level of internal consistency of the
moedasure, o its stability owver timoe. Boell describes validity as "the extent to w hich & test
oroprocedure poroduces simoilar results under constant oconditions o0 all occasions. 34
Loitw in describes three moethods of assessing reliability: test-retest, alten ate-form and
internal consistencey . Toesteretest religbility s omoeasvored by having the samoe set o f
respondents com oplete the sam e svrvey at tw oo different podints in timoe. T his type o f
reliability moeasuvre woas a0t suitable foor this study duve to the Togistics irvolved in
baving over one hundred anonym o ous respondents ocom oplete the sam e survey tw ice in
the short space of time availadble, T he moeasvre of internal consistency ds applied to
growp s o f dftem s o that are thouvght to moeasvre different aspects of the sam e concept.
A ltenm ate-form religbility can dinvolve either vsing differently w orded item s to m easure
the sam e attribute or wsing equivalent versions of the sam e ditem s in the sense that
parallel form s o f a test are given and their scores correlated. M ostm easvres of validity
reqouire com opoutation o b correlation coefficient betw een tw o sets o fosim o ila
moeasuorem o ents. Tohis o comopoutation ds, dn o ditself, not difficult and can be carried out by all
com opouter statistics packages. Tohe difficulty is in obtaining tw o sets ofm easvren ents.
I this study, alten ate-fornm reliab ility woas em ployed din that & nun ber of identical
guestions woere dincluded o both the principal and co-ordinator guestionnaires and in
the co-ordinator and teacher guestionnaires. W hile guestions involving the opinions of
respondents doo om0t lend them selves to this type of reliability check, the answ ers to
other factual guestions sueh as those regarding the organisation ofthe T ransition Y ear

Porogoram o moe din the school woere studied and  the answoers com opared. T he answoers

vestenniter o sson, (1996 Qualitative Researching o, 114
vesnudin s e, (1001, Doing Your Research Project, , s«
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show ed comnsistency, svggesting thatthe questionnaires w ere reliable o regard to these
guestions. A type o f internal consistency woas o also budlt intoe the gqguestionnaire in that
ftem s ow oere dncluded wohieh essentially asked the sam e qguestion. A oexan ple of this is
the dnclusion of & question regarding the im portance of types of svpport from the
Doepartm ent o f B ducation in tw 0 poarts o f the guestionnaire., A ogain, initial

puestionnaires show ed consistencies in the answ ers to both qguestions.

Wohile reliability refers to consistency, consistency does ot guvarantee truthfuolness. For
this reason attention to b o th reliability and validity is necessary in order to produvee an

adequate research instrum oent.

4.8 The Pilot Study

Wodehael W dlson describes & pilot investigation &5 aosmoall oseale trial before the noain
investigation, dintended to assess the adequacy of the research design and o f the
fnstrum ety to be uwsed for data collection 34T Poretesting o piloting guestionnaires is
essential for several reasons. B oorg and 6 all m oaintein that in addition to serving all the
purposes o fthe wsuwal try ouvt sveh as im proving data collection rowtines, tiying scoring
technigues, revising lTocally developed m easvres and checking the appropristeness of
standard moeasures, the pilot stody also provides additional know ledge that leads to
im oproved research 348

Poiloting allow s the researcherto explore & num berofareas:

Do the respondents vnderstand the gquestion as dinitially phrased? H a5 appropriate

language beenr vsed!?

FETM dchael W dilson, (18 Y6 ), "Asking Q uvestions", in Roger Sapsford and V ictor Juypyp,
(1., (1ve5), Data Collection and Analysis, ; 111

SEeW slier R B oore snd M oereditn 0. ¢ a0 (133, Educational Research: An
Introduction, 4th ed., p.i 1.
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- Do respondents need examples in order to understand and answer particular
questions?

- Are there any leading questions? Are there any offensive or annoying questions?

- Are the respondents likely to have the information requested?

- Is the questionnaire too long? Are respondents showing signs of impatience?

- Do the questions appear in a logical order?

- Will there be any problems in coding or analysing the information?

In this study, the questionnaires were initially piloted in a school in the same region as
the sample, but excluded from the study. An additional principal and Transition Year
co-ordinator from another school were also surveyed. A number of changes were
made to the questionnaires. In one question, regarding the factors affecting
implementation, it was felt by respondents that almost all of the factors could be rated
either "4" or "5" on the importance scale. It was feared that this would distort
answering on the small number of factors on the same list which could be deemed less
important. Additional factors were added to give some balance. Instructions were
clarified in regard to two questions and an example was included in one question to aid
clarity. By using open ended questions in the pilot questionnaires it was possible to
formulate better closed questions for the final document. After the initial revisions, the
questionnaires were piloted again with a small group of respondents who gave verbal
feedback on a small number of points which led to two more slight revisions.

Information obtained through the pilot study proved invaluable in relation to revisions
in the questionnaire and in improving analysis methods. The final document proved to

be both respondent and researcher friendly.

4.9 The Sample

It is rarely financially or physically possible for researchers to survey the entire

population in which they are interested. To this end, Borg and Gall maintain that
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"among the most crucial decisions that confront researchers is the selection of a
sample of subjects who are representative of population to which they wish to
generalise research findings."349

The first step in sampling is to define the target population. In this study, the target
population was teachers of Transition Year classes. As it is not generally possible to
survey the entire population, the next step involves defining an "experimentally
accessible population.”350 Similarly, as it was not possible to survey all teachers who
have ever had experience of teaching a Transition Year class, it was decided to narrow
the study to those teaching Transition Year classes in the school year 1996/97. In
order to obtain an experimentally accessible population it was decided to narrow the
population further to include only those teachers teaching in the "Liffey R.egion" of the
Transition Year Support Team. The next step involved drawing a sample from this
accessible population. From this smaller population a sample of six schools was
randomly selected from a list of schools obtained from the Transition Year Support
Team.

There are sixty-two schools in the Liffey Region. Despite its name, this region includes
schools in Wicklow, Meath and Kildare as well as Dublin. As the researcher intended
to visit each school in person, those schools falling outside a certain radius were
eliminated by the researcher due to their location, prior to the random selection of the
six schools from the list. The number of schools remaining on the list was forty-four.
Principals were contacted initially by letter. A follow-up phone call was made to each
school and in each case the researcher spoke either to the principal or to the Transition
Year co-ordinator. This allowed further explanation of the aims of the study and what
participation would involve for co-operating schools. Five of the six schools originally
chosen agreed to take part in the study. The sixth school was replaced by another

school randomly selected from the list.

3491bid., p.237.
3501bid., p.241.
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In advance of delivery of the questionnaires, an estimate of the number of Transition
Year teachers was made based on the number of Transition Year classes in the school
this year. The number of questionnaires delivered to each school was noted.
Questionnaires were delivered to the schools by the researcher and were distributed to
Transition Year teachers by the principal in the case of four of the schools and by the
Transition Year co-ordinator in the other two cases. Those questionnaires not
distributed remained in the box, allowing the number of teachers actually surveyed to
be calculated. This method of establishing personal contact and delivering the
questionnaires to schools was chosen due to the low return rate for postal
questionnaires. Each questionnaire was accompanied by a covering letter and an
envelope into which the completed questionnaire was to be sealed on completion. It
was felt that this would ensure confidentiality and would encourage respondents to be
more honest in their replies. Questionnaires were returned to the box which was left in
either the principal's office or the main office and were collected by the researcher a
little over two weeks later. A phone call was made to each school two days before the
arranged collection date to remind co-operating personnel that questionnaires would
be collected. A follow-up letter was sent to each school, thanking respondents for their
time. A large stamped addressed envelope was also sent to the contact person in each
school in case any further questionnaires were returned. A letter and a second copy of
the questionnaire were sent to one principal, whose completed questionnaire was not

in the box when it was collected. This was duly completed and returned.

It is important to note that the study was designed to collate the opinions of teachers
as they are the primary agents of change in implementing a new programme at school
level. Principals, and teachers in the position of co-ordinator where surveyed in order
to give extra information pertaining to the school which would have an effect on the
teacher and implementation. Such a small number of principals and co-ordinators

would not suffice in a study designed to collect information on the perceptions of
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principals and co-ordinators specifically. In this study Transition Year teachers are the

primary focus.

4.10 The Limitations of the study

It must be clearly stated that the limitations of time and the geographical constraints
imposed on the initial population and on the sample size mean that the sample would
not be representative of the whole population of Transition Year teachers in Irish
schools. While the sample was based on a simple random sampling method and valid
results were obtained, no attempt is made to establish generalisations based on the

results from the sample population.
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Chapter Five

Presentation, Analysis and Discussion of the Survey Results
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The current flurry of educational change....offers an
excellent opportunity to study problems of planned
change in social systems...we need to know why a
particular innovation spreads rapidly or slowly, what
the causes of resistance to change are in educational
systems, and why particular strategies of change chosen
by innovators succeed or fail.351

5.1 Introduction

The introduction, implementation and management of a curricular initiative such as the
Transition Year Programme has considerable implications for schools. Change in the
curriculum requires alterations in both practice in the classroom and in the
organisation and culture of the school. This study aims to explore the process of
dissemination and the methods of implementation of the Transition Year Programme
nationally and at school level. The perceptions of those involved in the processes of
implementing curriculum change and how they relate to and are influenced by internal
and external factors are explored.

The central focus of this study is not whether the programme was implemented but
how the programme was implemented. The core of the study is concerned with how
the programme was formulated and disseminated from where it was centrally devised
at the Department of Education, how the programme was received and developed at
school level and what patterns may be discerned that govern the ways educators as a
group accept or reject the new responsibilities involved in an innovation such as the

Transition Year Programme.

The purpose of this chapter is the presentation and analysis of results obtained from

the primary research in this study. Data analysis involves the identification of patterns

and the illumination of structures or processes. In this study, data analysis includes an

H1Matthew Miles, (1964), Innovation in Education, p.2,
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analysis of the perceptions of those involved in the implementation process and the
isolation of the most significant factors in the implementation of a new programme at
school level. Analysis is divided into two parts:

1 National implementation - dissemination, inservice training and Department of
Education support.

2. Implementation at school level - planning and co-ordination, decision making,
personal attitudes to teaching Transition Year classes, factors affecting
implementation, extra help and resources required, problems encountered in
implementation, most beneficial forms of support and advice to schools introducing a

Transition Year Programme.

Key areas in the implementation of a new programme have been identified by the
literature. These include issues regarding the national implementation strategy -
dissemination of the programme and centrai support for the programme, the need for
inservice training - an issue which spans both local and national implementation plans -
and the internal and external, personal and institutional factors which affect the
implementation process at school level. Following from this, matters to be investigated

include.

- The perceptions of teachers regarding the dissemination of the Transition Year
Programme, the inservice provision and the support of the Department of Education.

- The co-ordination of the programme at school level and teacher involvement in
decision making.

- The personal attitudes of teachers towards the teaching of the programme.

- The perceptions of teachers regarding the factors which affect the implementation of

the Transition Year Programme at school level.

Specific issues arising in the implementation of new programmes in schools were

studied in drawing up the questionnaires. In particular, information from the literature
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review on the change process contained in chapter one and information from
preliminary research pertaining to the implementation of the Transition Year

programmes in the 1970s and 1980s was used.

The results are presented and analysed under a number of headings:

- Perceptions of the implementation of the Transition Year Programme
nationally 1993-1997.
- Perceptions of the implementation of the Transition Year Programme

at school/local level 1993-1997.

Again, it is important to note that Transition Year teachers are the focus of the
primary research. The survey was designed to collate information regarding the
opinions of teachers teaching Transition Year classes on the factors leading to
successful implementation of a new programme at school level. Co-ordinators and
principals were surveyed primarily in order that information regarding the organisation
of the Transition Year Programme in each of the schools would be collected from all
participants in the process. This allows study of the differences in perception of the
different groups and individuals involved in implementation. The information from
principals and co-ordinators is used to augment the findings from the teacher
questionnaires. To this end some of the information contained in the principal and co-
ordinator questionnaires is used to provide the school profiles. The remainder is
included in order to illustrate that the concerns of principals and co-ordinators
regarding implementation do not necessarily mirror those of the Transition Year
teachers. Where there is the suggestion that differences in perceptions will affect the
implementation process at school level, information on the responses of principals and
co-ordinators is given. Details of the responses of principals and co-ordinators in

tabular form is found in appendix six.
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In addition to a preliminary analysis of results, further analysis is carried out involving
several aspects of the study. Comparisons are made between the responses of teachers,
co-ordinators and principals on issues such as dissemination, inservice, Department of
Education support and factors affecting the implementation of the Transition Year
Programme. Further analysis is also applied to aspects involving the career cycles of
teachers. Research suggests that factors such as age and teaching experience may
affect teacher attitudes to change and innovation. The responses of teachers in the 21-
29 years age bracket are compared with the responses of those teachers in the over 45
years age bracket. In addition, the responses of those teachers who were in their first
or second year teaching the Transition Year Programme are compared with those of
teachers who had been teaching the programme for three or more years. The responses
of those teachers in schools in which several new programmes have been implemented
are compared with those of teachers in a school wiiich has not implemented new

programmes in recent years.

The results of the surveys are presented with some graphic representation in order to
aid clarity. The questionnaires appear in appendix five. Issues emerging and

conclusions are discussed in chapter six.

5.2 Response Rate

On collecting the boxes of completed questionnaires, fifty-one of the 101 teacher
questionnaires administered had been returned. The initial response rate was 50.5%.
When the boxes were collected, it was agreed that a large, stamped, addressed
envelope would be sent to each school and that the contact person - either the
principal or the Transition Year co-ordinator - would forward any questionnaires that
were subsequently completed. This yielded a further nineteen questionnaires, giving a
total of seventy returned teacher questionnaires. A third letter was sent to one school,

as neither the principal nor co-ordinator questionnaires had been returned. There was
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sufficient overlap between these two questionnaires to allow all relevant information
regarding the school itself and the organisation of the Transition Year Programme to
be collected from either questionnaire, in case a school had no Transition Year co-
ordinator. Having neither questionnaire would have meant that vital information
regarding the school was missing. On writing to the school in question, enclosing
second copies of both questionnaires, both were completed and returned. Overall, the

final response rate was 69.3 %. The average response rate for a school was 68.03%

Table 5.1 shows the number of teachers surveyed in each of the six schools, the

number of surveys returned and the percentage response rates for each school.

Table 5.1

Response Rate

School No. of teachers surveyed No. of surveys returned Response rate (%)

A 20 1 55

B 21 15 71.4

C 10 7 70

D 14 11 78.6

E 13 6 46.2

F 23 20 87
Totals 101 70

Using this "personal contact” method of distributing surveys, where the researcher
liaises either with the co-ordinator or the principal undoubtedly raised the response
rate in schools B,C,D and F. The return rate from these schools is higher than would
be expected from postal questionnaires according to recent literature. As noted in
chapter four, Nachmias and Nachmias maintain that the response rate for mail

questionnaires is "between 20 and 40 percent"352 while Cohen and Mannion suggest

352Nachmias and Nachmias, (1976), Research Methods in the Social Sciences, p. 108.
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that a well planned postal questionnaire should obtain at least a 40% response rate.353
Schools A and E had response rates more in line with what would be expected from

postal questionnaires.

Return rates for the principal and co-ordinator questionnaires was one hundred
percent. All six principals returned questionnaires. Five of the six schools had a
Transition Year co-ordinator. The sixth school had a post designated to a "curriculum
officer" who was responsible just for setting up new programmes which came into the
school. While he had been involved in setting up the programme, he is now involved in
another programme and is not regarded as Transition Year co-ordinator. Of the five

schools which did have a co-ordinator, all five questionnaires were returned.

5.3 School Profiles

5.3.1 School Type:

Of the six schools included in the study, three were Community Schools, two were
VEC Community Colleges and one was a Secondary School. Table 5.2 shows the
breakdown of schools by school type. Figure 5(a) represents this information

graphically.

Table 5.2

School Types in Sample

School Type No. of Schools
Community School 3
V.E.C./ Community College 2
Secondary School 1
Total 6

353Louis Cohen and Lawrence Mannion, (1980), Research Methods in Education,
p.88.
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Figure 5(a)

School Types in Sample

Secondary School 1 (18.7%)

Community School 3 (50%)

Community College 2(33.3%)

The breakdown of schools by school type in this sample does not correspond
numerically with the breakdown of schools by school type nationally. No effort was
made to ensure that the sample chosen was representative of the national situation as
the comparison of school types is not relevant to this study and no generalisations are
made regarding the results. Table 5.3 shows the breakdown of schools by school type

nationally for the most recent available data.354 Figure 5(b) illustrates this information

graphically.
Table 5.3
National Breakdown of Schools by School Type

School Type No. of Schools
Community School 76
V.E.C./ Community College 247
Secondary School 452
Total 775

Figure (b)

354Department of Education, (1996), Implementing the Agendafor Change, p.47,
data refer to the school year 1994/95.
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School Types, National Breakdown

Community School 76 (9.8%)

VEC/Com.Col. 247(31.9%)
Secondary Sch. 452 (58.3%)

5.3.2 School Profiles:

School profiles are important in that they describe the organisational context in which
the programme is implemented. In this study, in addition to information regarding type
of school and number of pupils, information regarding the number of years for which a
school had been offering a Transition Year Programme and the other optional
programmes offered by a school was also collected. Offering programmes such as the
LCAP and LCVP suggests that a school has a progressive attitude to taking on new
programmes to suit the needs of their students. This in turn affects the success of the
implementation of the new programme in the school. Principals were asked if other
programmes such as the LCAP, the LCVP and the Junior Certificate Elementary
Programme were offered and also whether CSPE was being offered on a pilot basis
and whether or not there was a Social and Personal Development programme offered

to students.

School A is a Community School which opened in 1994 as a greenfield school with
first and second years. This year there are 599 students enrolled. This school is in its
first year offering the Transition Year Programme. Students opt for the programme

and this year there are two Transition Year classes with fifty students following the
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programme. The school does not have Leaving Certificate students yet so there is no

LCAP or LCVP but the school offers CSPE and an SPD programme.

School B is a Community School which opened in 1992. This year there are 807
students enrolled. This school is in its second year offering the Transition Year
Programme. Students opt for the programme and this year there are two Transition
Year classes with fifty-two students following the programme. The school also offers

the LCAP and CSPE and will have an SPD programme from September 1997.

School C is a Community School which opened in 1979. This year it has 858 pupils.
School E started offering the Transition Year Programme in the school year
1995/1996 and is in its second year. Students opt for the Transition Year Programme
and one class was formed this year containing twenty-nine students. The school also
offers the LCA and LCV programmes, CSPE, the Junior Certificate Elementary

Programme and a Social and Personal development.

School D is a Community College which opened in 1986. This year there are 605
students enrolled. This school has been offering the new Transition Year Programme
for three years and also offered the old Transition Year Option for two years before
the new programme was introduced. The Transition Year Programme is compulsory
and this year there are three Transition Year classes with seventy-nine students
following the programme. The school also offers the LCA and LCV programmes,
CSPE, the Junior Certificate Elementary Programme and a Social and Personal

Development programme.

School E is a Community College which opened in 1986. This year there are 600
students enrolled. This school has been offering the new Transition Year Programme

for three years. Students opt for the programme and this year there is one Transition
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Year class with fifteen students following the programme. The school also offers the

LCAP and CSPE and will have an SPD programme from 1997.

School F is a girls' Secondary School which opened in 1864. This year there are 595
students enrolled. School F started offering the Transition Year Programme in 1994.
Students opt for the programme and this year there are nineteen students in four
classes. The school does not offer any of the alternative Leaving Certificate
programmes or the Junior Certificate Elementary or CSPE and does not have a

designated Social and Personal Development programme.

Although four of the schools were open at the time of the introduction of the
Transition Year Option in 1986, only one of the schools, school D, had experienced
offering this programme. This school had the most experience in operating a
Transition Year Programme and had been offering the Transition Year Option for two

years when the new Transition Year Programme was introduced.

5.3.3 Additional Programmes Offered by Schools:
Two of the schools surveyed, school C and school D offer all of the extra
programmes. School F offers none of the five programmes listed. Table 5.4 shows the

additional programmes offered by schools.
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Table 5.4
Additional Programmes Offered by Each School
School Additional Programmes Offered by the School
L.C.A.P. LCV.P. CS.PE. J.C.E.P. S.P.D.
A N/A* N/A* X o] X
B X ) X o 0
C X X X X X
D X X X X X
E X O X o X
F o @] @] o o

X = School offers the programme
O = School does not offer the programme
* School A does notyet have a Leaving Certificate class.

If experience in implementing new programmes positively affects the successful
implementation of innovation in the schools, it would be expected that staffin schools
C and D would have a more positive attitude to change and be more experienced in
implementing new programmes, thus affecting their views of innovation. The attitudes
and perceptions of teachers in schools C and D will be compared with those of
teachers in school F, which was not offering any of the extra programmes. The effect
of becoming accustomed to implementing new programmes almost defies
measurement but it is possible to compare the attitudes and perceptions of teachers in
both settings to see if there are any differences. This possibility is investigated

subsequent to a preliminary analysis of findings.

5.4 Respondent Profiles

As this study involves the perceptions of Transition Year teachers, this profile gives
details of the respondent teachers only. While co-ordinators may also be Transition
Year teachers, in this study they are treated separately due to their different role in
implementation and their different perspective on the implementation of a new
programme. Co-ordinators who were also teaching Transition Year classes were not

required to fill in two separate questionnaires.
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5.4.1 Sex:
Of the seventy respondents, fifty (71.4 %) were female and twenty (28.6 %) were

male. Figure 5(c) represents this information graphically.

Figure 5(c)

5.4.2 Age:

Ofthe seventy respondents, twenty-five (39.7 %) were in the age bracket 21-29 years,
thirty-five (50 %) were in the age bracket 30-45 years and ten (14.3 %) were over 45
years old. Table 55 shows the breakdown of respondents by age. Figure 5(d)

represents this information graphically.

Table 5.5

Age of Respondents

Age No. of Respondents % of Respondents

21-29 25 35.7
30-45 35 50
Over 45 10 14.3

Totals 70 100
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Figure 5(d)

Age of Respondents
Over 45 yrs (10,14.3%)

21-29 yrs (25,39.7%)

30-45 yrs (35,50%)

Following preliminary analysis, the responses of those teachers in the 21-29 years age

bracket are compared with the responses of those in the over 45 years age bracket.

5.4.3 Teaching Experience:

Of the seventy respondents, eighteen (25.7 %) had been teaching for 1-5 years,
twenty-one (30 %) had been teaching for 6-10 years and thirty-one ( 44.3 %) had been
teaching for over ten years.

Table 5.6 shows the breakdown of respondents by years teaching experience. Figure
5(e) represents this information graphically.

Table 5.6

Teaching Experience of Respondents

Teaching Experience No. of Respondents % of Respondents

1-5 Years 18 25.7
6-10 Years 21 30
Over 10 Years 31 44.3

Totals 70 100
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Figure 5(e)

Teaching Experience of Respondents

6-10 yrs (21,30%)

Some authors suggest that teaching experience and age can have an effect on a
teachers’ attitude to the change process and to implementing a new programme.

Michael Fullan maintains that:

Age, stage of career, life experiences and gender factors make up the
total person. They affect people's interest in and reaction to innovation

and their motivation to seek improvement.355

Michael Hubermann, in research on the career cycles of teachers, interviewed 160
secondary school teachers in Switzerland about the ways in which their careers
impacted on their attitudes to innovation and teaching. He found that most teachers in
mid to late career were unlikely to embrace innovation with enthusiasm and unlikely to
make any radical changes in their approach to teaching.356

The perceptions of these two sets of teachers, divided in terms of Transition Year
teaching experience and age, regarding the factors they feel are necessary for

successful implementation and their attitudes towards teaching the Transition Year

355Michael Fullan and Andy Hargreaves, (1992), What's Worth Fightingfor inyour
School?, p.39.

356Michael Hubermann, (1988), ""Teacher Careers and School Improvement™, Journal
of Curriculum Studies, Vol. 20, No.2, 1988, pp.119-132.
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Programme are compared. In relation to the respondents in this survey, there was a
high correlation between years teaching experience and age. All ten teachers in the
over 45 years age bracket had been teaching for more than ten years and seventeen of
the twenty-five teachers in the 21-29 years age bracket had been teaching for only 1-5
years, the remainder having 6-10 years teaching experience. For this reason, it would
appear that a study of teachers divided by teaching experience would duplicate the
results of the study of teachers divided by age range. It was felt that a study of
teachers divided by experience of teaching the Transition Year Programme in addition

to the study of teachers’ responses divided by age would yield more useful data.

5.4.4 Experience Teaching Transition Year Classes:

Of the seventy respondents, twenty-one (30 %) had been teaching Transition Year
classes for one year, twenty-four (34.3 %) had been teaching Transition Year classes
for two years, eighteen (25.7 %) had been teaching Transition Year classes for three
years and seven (10 %) had been teaching Transition Year classes for over three years,
meaning that these seven respondents had experienced teaching the Transition Year
Option. Table 5.7 shows the breakdown of respondents by experience teaching

Transition Year programmes. Figure 5(f) represents this information graphically.

Table 5.7

Respondents’ Experience Teaching Transition Year Classes

Years teaching Transition Year No. of teachers % of teachers

1 year 21 30

2 years 24 34.3

3 years 18 25.7
over 3 years 7 10

Totals 70 100
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Figure 5(f)

Experience Teaching Transition Year

over 3 years (7,10%)

2 years (24, 34.3%)

Seventy percent of teachers surveyed had two or more years experience of teaching
the Transition Year programme. A survey of seventy teachers in their first year of
teaching the programme may have yielded different results.

The question of the effect of experience in teaching the Transition Year Programme is
included in the study of career stage effects. The responses of teachers who had
started to teach the programme in the school year 1996/97 or were in their second
year teaching the programme are compared with those from teachers who had been

teaching the programme for three or more years.

5.4.5 Co-ordinator Profiles:

Of the five Transition Year co-ordinators, two were female and three were male. Four
were in the age bracket 30-45 years and one was over 45 years old. Two had been
teaching for 6-10 years, one for 11-20 years and one had been teaching for over
twenty years. One had been a Transition Year co-ordinator for three years, one had
been a co-ordinator for two years and three were in their first year of being a
Transition Year co-ordinator. One of these three had taken up the post mid term but
this person had been fulfilling the duties of co-ordinator "without the title" prior to

receiving the post.
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5.4.6 Principals’ and Co-ordinators’ Responses:

Principals' and co-ordinators' perceptions differed slightly from those of teachers, in
that they have different inservice requirements and view the dissemination process
from a different perspective. Using percentages for samples as small as six and five
respondents tends to distort the size of the sample and the significance of the result.
Percentages, summed ratings and mean values are employed here to enable
comparisons to be made between the responses of principals' and those of teachers and
co-ordinators. It is recognised by the researcher that the sample of principals and of
co-ordinators is very small and the results are used only to augment the analysis of

teachers' responses, on whom the study is focused.

5.5 Teachers' Perceptions of the Implementation of the Transition Year

Programme Nationally 1993-1997

5.5.1 Dissemination:

- Referral to the Department of Education Guidelines

Of the seventy respondents, forty-eight (68.6 %), said that they referred to the
Department ofEducation Guidelines 1994/95 while planning their programme, while
twenty-two, (31.4 %) said that they did not. The Guidelines were designed as an
update on the Notes for Schools produced in 1987. They were intended as a resource

for planning and implementing the programme. The Guidelines state that:

the main purpose of the guidelines is to facilitate the design of
programmes by individual schools, especially those offering the
programme for the first time in 1994/95.357

Table 5.8 shows how the Guidelines are rated as a resource for planning the

programme by teachers. Figure 5(g) represents this information graphically.

357Department ofEducation, (1994), The Transition Year: Guidelines 1994/95, p.3.
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Table 5.8

Department of Education Guidelines 1994/95

Rated as a Resource while Planning a Transition Year Programme

No. of Respondents % of Respondents

Very Good 2 4.2
Good 24 50
Fair 19 39.6
Poor 1 21
Very Poor 2 4.2
Totals 48 100

Figure 5(g)

Department of Education Guidelines
Rated as a resource while planning

Rate

Only two of the respondents who reported using the Guidelines, (4.2%), regarded
them as ""Very Good", but twenty-four respondents, (50%) rated them as ""Good" and
nineteen respondents, almost 40%, rated them as "Fair'. Only three respondents
regarded the guidelines as either ""Poor’* or ""Very Poor™. Overall this would suggest
that the Guidelines were rated favourably by well over half of the respondents. If

summated rating is applied to the figures, the Guidelines achieve an overall rating of
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177 out of a possible 240 points. This figure is calculated by applying the following
numerical scale which appeared on the questionnaires and summing the totals:
5= Very Good, 4= Good, 3=Fair, 2=Poor, 1=VeryPoor

Because there were forty-eight respondents using the Guidelines, the maximum points
available amount to 240. The total rating of 177 means that a mean mark of 3.7 was
awarded to the Guidelines booklet as a resource for planning a programme by those
teachers who use it.

Only two respondents, (2.9%), said that they referred to the Guidelines in the day-to-
day teaching of the Transition Year Programme, while sixty-eight, (97.1 %) said that
they did not. Reasons cited for referring to the Guidelines included - curriculum ideas,
Department of Education directives on particular issues and information on the aims
and philosophy of the programme. The fact that only two respondents refer to the
Guidelines in the day-to-day running of the programme suggests that use of the
Guidelines is confined to the planning stages rather than the day-to-day

implementation of the programme.

Four of the co-ordinators said that they referred to the Guidelines while planning their
programme, while one did not. Details of the rates applied by co-ordinators to the
Department of Education Guidelines as a resource for planning a programme are given
in table (i) in appendix six. Two of the co-ordinators referred to the Guidelines in the
day-to-day teaching of the Transition Year Programme, while three did not. Reasons
for referring to the Guidelines included curriculum ideas and Department of Education
specifications. Again, these findings support the earlier suggestions that the Guidelines
are designed and used as a resource while planning only.

All six principals said that they referred to the Guidelines while planning their
Transition Year Programmes. Details of the rates applied by principals to the
Department of Education Guidelines as a resource for planning a programme are given
in table (ii) in appendix six. 83.3% of principals regarded the Guidelines as "good" or

"very good", while none of the principals regarded the Guidelines as "poor" or "very
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poor”. While all six referred to the Guidelines while planning the programme, none of
the principals refer to the Guidelines in the day-to-day running of the Transition Year
Programme. This would support the findings from teacher and co-ordinator responses
which suggest that the Guidelines are a planning resource only rather than a resource

to be used day-to-day.

- Referral to the Department of Education Resource Folder
The concept of the Resource Folder arose from the “train the trainers” inservice

programme. The introduction to the Folder reads:

The resource material is not a central prescription for any particular
programme but is intended as a resource for whole school development
and enrichment of the programmes offered by schools....The material
does not mark the end of a process but is merely a beginning and is
intended to be neither comprehensive nor definitive.358

While the introduction to the Folder does not indicate that it is intended as a resource
specifically for classroom teachers, it does contain curriculum ideas and suggestions
for content, as well as evaluation sheets, sample certificates and work experience
documentation.

Ofthe seventy respondents, 34 (48.6 %) said that they referred to the Resource Folder

while planning their programme, while 36 (51.4 %) did not. The Folder was rated as a

resource for planning the programme as follows:

358Chris Connolly, (1994), The Transition Year Resource Material Folder,
Introduction, not paginated.
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Table 5.9
Department of Education Resource Folder
Rated as a Resource while Planning a Transition Year Programme
No. of Respondents % of Respondents
Very Good 8 235
Good 20 58.8
Fair 5 14.7
Poor 1 2.9
Very Poor 0 0
Totals 34 100
Figure 5(h)

The Resource Folder was used by fewer teachers while planning the programme but
was rated more highly by those who used it. Of the thirty-four teachers who used the
Folder, 82.3% regarded the Folder as "Very Good" or '"Good". None of the
respondents felt that the Folder was "*Very Poor™ while one respondent felt that it was
"'Poor*".

Nine teachers, (12.9%) said that they referred to the Resource Folder in the day-to-

day teaching of the Transition Year Programme while sixty-one, (87.1%) said that
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they did not. Most common reasons for referring to the Folder included - evaluation
sheets, certificates, curriculum ideas and work experience information.

The fact that the Folder is used less day-to-day than in planning suggests that the
Folder may be more useful when schools are introducing the Transition Year
Programme for the first time or while planning the programme year to year. As will be
shown later, the Folder is particularly useful for co-ordinators and rnay be less useful
as a resource for classroom teachers.

While a higher number of teachers use the Folder day-to-day than use the Guidelines
booklet, the number using both is still quite low. This suggests that neither is very
useful in the day-to-day teaching of the Transition Year Programme. This is not
necessarily a shortcoming of either the Guidelines or the Folder as classroom usage
was not their intended use. As is shown in responses to questions involving extra help
and important types of support needed to implement the Transition Year Programme

successfully, teachers do however require flexible classroom materials.

Four of the co-ordinators referred to the Resource Folder while planning their
programme, while one did not. Details of the rates applied by co-ordinators to the
Department of Education Resource Folderas a resource for  planning and
implementing a programme are given in table (iii) inappendix six.  All five co-
ordinators referred to the Resource Folder in the day-to-day teaching of the Transition
Year Programme. Most common reasons for referring to the Folder included
evaluation sheets, curriculum ideas, information for staff and parents, work experience

forms, contact telephone numbers and certificates for students.

Five of the six principals said that they referred to the resource folder while planning
their programme, while one did not. Details of the rates applied by principals to the
Department of Education Resource Folderas a resource for  planning and
implementing a programme are given in table (iv) in appendix six. Sixty percent of

respondents regarded the folder as "good" or "very good” while the remaining forty
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percent regarded it as "fair". None felt that the folder was "poor" or "very poor". One
of principals referred to the resource folder in the day-to-day running of the Transition
Year Programme, while five did not. The principal who did use the Resource Folder
day-to-day was principal of the school in which there was no Transition Year co-
ordinator. These results suggest that principals' use of the folder is largely confined to

the planning stages except when the principal has a co-ordination role.

Both the Guidelines and the Resource Folder were used by four of the five co-
ordinators while planning. Only two of the co-ordinators referred to the Guidelines in
the day-to-day running of the programme whereas five co-ordinators referred to the
Resource Folder day-to-day. This would suggest that the Resource Folder is more
useful as a resource in the day-to-day running of the programme than the Guidelines
are. This is as expected as the Resource folder is designed as a resource for both
planning and implementation of the programme. The higher rate of usage by principals
and co-ordinators suggests that both the Guidelines and Resource Folder may have
more use in areas of introduction and co-ordination of the programme for principals

and co-ordinators and as such fulfil their function.

A comparison of the responses of teachers', principals' and co-ordinators' perceptions
of the materials of dissemination - the Department of Education Guidelines and the

Resource Folder is shown in the following tables.
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Table 5.10

Respondents’ Perceptions of the Department of Education Guidelines

% (number) % (number) % (number)

Ratings of Teachers of Co-ordinators of Principals
Very Good 4.2 (2) 0 (0) 16.7 (1)
Good 50 (24) 75 (3) 66.6 (4)
Fair 39.6 (19) 25 (1) 16.7 (1)
Poor 21 (1) 0 (0 0 (0)
Very Poor 4.2 (2) 0 (0) 0 (0)
Mean Rating 3.5 3.75 4

Totals 100 (48) 100 (4) 100 (6)

Table 5.11

Respondents’ Perceptions of the Department of Education Resource Folder

% (Number) % (Number) % (Number)

Rating of Teachers of Co-ordinators of Principals
Very Good 23.5 (8) 25 (1) 40 (2)
Good 58.8 (20) 50 (2) 20 (1)
Fair 14.7 (5) 25 (1) 40 (2)
Poor 29 (1) 0 (0) 0 (0
Very Poor 0 (0) 0 (0 0 (0)
Mean Ratings 4.02 3 4

Totals 100 (34) 100 (4) 100 (5)

Overall, when the mean scores are analysed, the Guidelines were rated more highly by
co-ordinators and principals than by teachers. The Resource Folder was rated most
highly by teachers and principals and less highly by co-ordinators. Despite this, the
Resource Folder is used by a relatively higher number of co-ordinator than teachers,
suggesting that it is still used despite its lower rating.

The Resource Folder is used by a relatively higher number of principals and co-
ordinators than teachers while planning. Only one principal used the Folder on a day-
to day basis, while only nine teachers reported using the Folder day-to-day. The Folder
was used by all five co-ordinators day-to-day suggesting that while it may not be a

valuable teaching resource it is very useful for co-ordinators in the day-to-day running
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of the programme. This is further supported by the fact that the only principal using
the folder was the principal who had co-ordination duties.
The dissemination materials are rated quite highly overall with no group of

respondents giving a mean value of less than three to either ofthe publications.

5.5.2 Inservice Training:

Of the seventy respondents, fifty-two (74.3 %) had not participated in any inservice
training while eighteen, (25.7 %) had. Of those respondents who had not received
inservice training, forty-three (61.4 %) identified areas in which they would like
inservice training.

Most respondents named more than one area. Table 5.12 gives the most commonly
cited areas in which respondents felt that inservice was required and the numbers of
respondents naming these areas, in descending order.

Table 5.12

Areas in Which Inservice is Required by Respondents

Area in which inservice is required No. of Respondents

Designing a programme
Teaching methodology
Resources

Assessment of progress
Programme evaluation
Timetabling

Specific subject areas
Cross-curricular approaches
Project oriented studies

[EEY
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The importance of teaching methodology as an inservice topic is echoed in a study by
Ancilla O'Reilly on the Transition Year Programme in CDVEC schools. She found that
teachers requested in career development involving subject based elements, teaching

methodologies and remediation.359

359Ancilla O'Reilly, (1995), The Transition Year Option in CDVEC Schools, p.22.
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There are a number of possible reasons why such a large percentage of respondents
did not receive inservice training despite the fact that a national inservice programme
was implemented in 1994/1995. One explanation is that a particular school may not
have been offering the programme at this time. Three of the schools in this study were
not offering the programme in 1994/95. Schools subsequently starting to offer the
programme could arrange inservice through the Transition Year Support Team, but
this is be at the discretion of the school. A second possibility is that the majority of
teachers surveyed took part only in the half-day session in their own school and did
not receive any further training in the cluster groups which followed. As shown in
chapter three, these cluster groups consisted of a small number of teachers from each
school only. Several teachers remarked on the questionnaire that they did not regard
the half-day session in the school as inservice training as such, but rather as an
"introductory session".

Those who did receive inservice training, were asked to rate the training they received
on a five point scale in relation to fifteen areas. With eighteen respondents having
received some inservice training the maximum number for each area is ninety.

To see the rates applied to the treatment of inservice topics overall, it is possible to
analyse the mean scores allocated to each inservice topic. Summated ratings are also
given in order to illuminate the overall ratings applied to each area by the respondents.

The minimum number of points for any topic is eighteen as there are eighteen-

respondents who must give at least one mark to each area.
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Table 5.13
Teachers' Rating of Inservice Provision
A v °

Total Mean
Inservice Topic V.Good Good Fair Poor V.Poor Rating Rating

Max=90
Rationale and Philosophy of TY 1 8 7 2 0 62 3.44
Organising Work Experience 1 9 4 4 0 61 3.39
Curriculum development/design 0 9 6 3 0 60 3.33
Introducing TY to Parents 0 8 8 2 0 60 3.33
Programme Management 1 6 8 3 0 59 3.28
Curricular Content 2 3 9 4 0 57 3.17
Co-ordination of TY Programme 1 5 7 5 0 56 311
Programme Evaluation 0 7 6 4 1 55 3.06
Assessment 0 5 8 5 0 54 3
Timetabling Requirements 0 6 6 5 1 53 2.94
Organising Student Groups 0 4 7 7 0 51 2.83
Teamwork Strategies 0 4 7 6 1 50 2.78
Teaching Methodology 1 3 4 10 0 49 2.72
Teaching Materials 1 3 4 9 1 48 2.67

Respondents were also asked to rate the inservice training overall. Three respondents
regarded the training as "very good", four regarded it as "good" and eleven regarded
the training as "fair". The total rating from the eighteen respondents was sixty-four,

giving an average rating of 3.56.

Considering the mean values, the first nine items on this list would be considered "fair"
or better and the remainder fall into the "poor" category. Representing the results in
this fashion illustrates both the rating of the individual items and the ratings of the
items in relation to each other. It would appear that an item rated 3.44, for example, as
in the case of "Rationale and Philosophy" is separated only by a small margin from an
item rated 2.83 as is the case with "Timetabling Requirements”. It is worth noting that
these factors are separated by 0.61 on a five point scale, making the difference more
significant than it would first appear. This difference is statistically significant when
statistical significance, is calculated as described in chapter four. The d values of the
top four inservice topics showed statistically significant differences from the means of

the four topics at the bottom of the table. Statistical significance is exhibited when the
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factors scoring a mean of 2.83 or less are compared with the highest mean values
above 3.33 suggesting that the areas of inservice scoring 2.83 or below were treated
significantly less well during inservice training than the top four on the list as rated by
respondents.

Practically, this suggests that inservice training on the top four topics "Rationale and
Philosophy", "Organising Work Experience”, "Curriculum Development” and
"Introducing the Programme to Parents" was regarded as significantly better than
those at the bottom - "Organising Student Groups”, "Teamwork Strategies",
"Teaching Methodology” and "Teaching Materials”. There is some correlation
between the ratings applied to individual topics and the responses to other open ended
questions in the survey. Responses to the question regarding types of external support
required rate "teaching materials” as very important. When asked what extra help and
resources are needed, teaching materials was the resource named by the highest
number of teachers (17). The low rating for "Teaching Materials" is as expected as
teaching materials were not supplied at the inservice course due to the school based
components of the programme. Respondents did however rate teaching materials high
on the list of extra requirements needed to implement the programme and also
maintained that the Transition Year Support Team had been consulted in regard to
teaching materials. To some extent, teaching materials which can be used and adapted
optionally by schools depending on their adopted programme are required.

The fact that the topic "Teamwork Strategies” was regarded as poorly treated in
inservice is significant as "Team work among staff members" is suggested by
Transition Year co-ordinators as the most important factor affecting the successful
implementation of the programme at school level. The low rating of "Teaching
Methodology" is also significant. When asked if their teaching methods had changed
while teaching the Transition Year Programme, 82.9% of teachers maintained that
their teaching methods had changed to some degree. This suggests that inservice
training in new methods is required but also raises further issues regarding other

factors which affect changes in teaching methods.
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When asked what extra help and resources were required for implementing the
Transition Year Programme or in which areas inservice was required, none of the
respondents felt that extra help was required on the rationale and philosophy of the
programme, the inservice topic rated most highly by those respondents who had
participated in inservice training. Respondents did however request training in other
areas such as designing a programme, teaching methodology, resources, assessment
and evaluation. While some of these factors are rated higher than others, none are
rated "Good" or "Very Good" on the five point scale. A small number of staff
members from each school implementing the Transition Year Programme in 1994/95
participated in inservice training cluster groups after the initial half day introduction to
the course for all staff members. The fact that there are similarities between the areas
in which training was rated lowly and those areas in which inservice is required may
suggest that information from the cluster days did filter back to other staff members

and that areas which were not treated well are those in which inservice is still required.

These figures may not be representative of the inservice training provided in 1994/95
as the number of respondents participating in inservice training is quite low. The main
point drawn from these results is that a large proportion of those teachers surveyed did
not participate in inservice training. It is also significant that so many respondents felt
that they needed inservice training in a wide range of areas.

Of the seventy respondents, sixty-eight (97.1 %) felt that inservice training should be
ongoing, while two respondents, (2.9 %) felt that ongoing inservice training was not

necessary.

As principals and co-ordinators are very influential in the implementation of new
programmes at school level, a brief look at their inservice provision and requirements

is useful in building a bigger picture of what is actually happening in schools.
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Inservice Toradnding for € o-ordinators

All five co-ordinators felt that inservice training was necessary for co-ordinators.
Three of the five co-ordinators had received in service training in relation to the
Transition Year Programme, while two had not. Of the three who had participated in
the inservice training provided, all three rated the inservice training as "very good"
overall. Those who had received inservice training were also asked to rate the training
they participated in under fourteen headings on a 1-5 scale. Details of the responses of
co-ordinators are given in table (v) in appendix six.

The ratings applied by co-ordinators suggest that while the overall training was rated
as "very good", ratings varied for individual topics, with no topic receiving a full five
points on the scale. The highest ratings went to "Resources for the new programme”
and "Assessment”, both allotted eleven marks out of a possible fifteen points, scoring
3.67 on the means scale. "Programme Evaluation” followed with a mean mark of
3.33. The lowest rating was allotted to the treatment of "Funding and Budgeting™ as
an inservice topic which was allotted only five out of a possible fifteen marks, a mean
of one mark from each of the five respondents.

When the d values are calculated, to compare the mean scores of each of the inservice
topics, the five topics at the bottom of the list - "Curricular Content”, Timetabling
Requirements”, "Teaching Methodology"”, Teamwork Strategies” and "Funding and
Budgeting" are statistically significantly different to the top three - "Resources for the
new Programme", "Assessment" and "Programme Evaluation™. This suggests that the
top three topics were treated significantly better in inservice training than the bottom
five. To a large extent this coincides with the findings from the teachers' survey of
inservice, although a number of extra topics appeared on the co-ordinator
questionnaire in relation to their different role in implementation. The high rating of
"Resources for the new programme" indicates that co-ordinators rate the provision of
information on resources highly. Three of the five co-ordinators suggested that the
Transition Year Support Team had been a great help in this regard through their

newsletters, inservice evenings and monthly co-ordinator meetings.
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Only five of the topics received a mean rating of three or more points - "Resources for
the new programme”, "Assessment”, "Programme Evaluation”, Rationale and
Philosophy of the Programme™ and "Curriculum Development”. This suggests that the
other nine topics were less well treated during inservice. These findings suggest that
many of the topics rated important by principals in the implementation of new
programmes such as funding and budgeting, curriculum content and teaching

methodology were poorly treated in the inservice training provided for co-ordinators.

Inservice T oradning for P rincipals

Responses of principals regarding inservice training are included in this analysis as the
support of the principal was named as an important factor in the implementation of the
programme by respondent teachers. Principal perception of the programme has an
impact on the support for the programme in the school and perceptions of the
programme are influenced by inservice provision.

Only two of the principals had received inservice training in relation to the Transition
Year Programme while four had not. Those who had received inservice training were
asked to rate the training they received under eleven headings on a 1-5 scale. These
results are shown in Table (vi) in appendix six.

It would appear that the inservice training for principals dealt most effectively with the
topic of "Rationale and Philosophy” of the programme followed by "Curricular
Content” and "Introducing the Programme to Staff'. There are differences in the areas
treated sufficiently by inservice training according to the replies of teachers and co-
ordinators and those of principals but there are also parallels. Inservice on "Funding
and Budgeting" scored quite low on all three scales and "Rationale and Philosophy" of
the programme and "Curricular Content™ scored relatively highly on all three.

For both principals who had participated in inservice training, inservice seems to have
been rated quite low with eight of the eleven topics scoring mean marks of three or
less. Inservice provision for teachers rated slightly higher with nine out of fifteen

topics scoring three or higher when the mean scores are calculated. A comparison of
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the means shows that there were no statistically significant differences between the
topics rated three or more on the mean scale and "Rationale and Philosophy” which
rated highest. There were however, statistically significant differences between the
mean values for provision of inservice on "Rationale and Philosophy" and those topics
rated at the bottom of the table - "Organising Student Groups" and "Funding/
Budgeting".

All six principals were also asked to rate the importance of the eleven different areas
of inservice in relation to implementing a new programme. Details of the responses of
principals are given in table (vii) in appendix six.

By arranging the summed responses in descending order, it is possible to see the areas
in which principals felt that inservice was most important and the mean importance
level applied to each topic. The results suggest that while eight of the topics scored
twenty-five or more out of a possible thirty marks, "Introducing the Programme to
Staff, "Timetabling Requirements”, "Resources for the Programme" and "Funding
and Budgeting" were the most important areas. These six principals felt that
"Curricular Content" and "Organising Class Groups" were less important, probably
because tasks involving these areas would be delegated to other staff members. When
d values are calculated it is shown that there are no statistically significant differences
between the first ten mean values and the top rated topic - “Introducing the
Programme to Staff suggesting that none of the top ten topics on the table formed
from the responses of principals was more important than any other. The only
statistical significance is between the topic "Introducing the Programme to Staff and
that rated lowest on the table of importance - "Organising Student Groups".

Table 5.14 compares the actual provision of inservice with the importance of each type
of inservice topic as rated by principals. Details of these responses are included here
due to the pivotal role of the principal in the implementation of the new programme as
recognised by teachers in questions regarding factors affecting implementation and

important types of support. Figure 5(i) represents this information graphically.
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Table 5.14
Comparison of Importance of Inservice Topics and Actual Provision of Inservice

Training in those Topics - Rated by Principals

Importance Rating Actual Provision

Mean Values Mean Values

Inservice Topic

Introducing the programme to staff 4.83 35
Timetabling requirements 4.67 2
Resources for the programme 4.67 3
Funding/budgeting 4.67 2
Curriculum Development 4.5 25
Introducing TY to Parents 4.33 25
Rationale and Philosophy of TY 417 4
Implementing change in the school 417 25
Co-ordination of TY Programme 4.17 2.5
Curricular Content 3.83 35
Organising Student Groups 3.17 2

For topics G and J, "Rationale and Philosophy" and "Curricular Content”, the rating of
the provision of inservice is closest to the rating of the importance of the inservice
topic. "Timetabling Requirements™ and "Funding and Budgeting™ are rated highly on
the importance scale by principals but are not rated highly on the scale describing
actual provision. There are statistically significant differences between the mean ratings
for actual provision of inservice and the importance of inservice provision for the
following topics: "Introducing the Programme to Staff', "Timetable Requirements”,
"Resources for the new Programme"”, "Funding and Budgeting”, "Curriculum
Development” and "Introducing the Programme to Parents”. This would suggest that
while important to principals, these topics were not adequately covered by inservice
training. This is a significant finding as these are important areas for principals
introducing a new programme in their school and will ultimately affect the
implementation of the programme. They are also the areas in which most of the
principals who had not received inservice training felt that training was required.
Principals also suggested that training in implementing the programme and in

resources for the programme is required.
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Figure 5(i)
Comparison of Importance of Inservice Topics and Actual Provision of Inservice

Training in those Topics - Rated by Principals

Actual Vs Importance
Inservice Training

soo

S — =2 XD

D E F G
Inservice Topic
Importance Rating ] Actual Rating

A = Introducing the Programme to Staff G = Rationale and Philosophy
B = Timetabling Requirements H = Implementing Change
C = Resources for the Programme I = Co-ordinating Programme
D = Funding/Budgeting J = Curricular Content
E = Curriculum Development K = Organising Student Groups

F = Introducing the Programme to Parents

5.5.3 Department of Education Support for the Programme:

Roespondents woere asked to rate D epartm ent ofE duvcation support for the progran n e
pndoer five headings: "Teaching M aterials™, "E xtra Teachers™, "Extra Tim e for P lanning
and M oeetingst,  "Courriculum Doevelopm ent A ssistance’ and "Fuandding . A gain o thoe
factors w ere rated on & five point scale., External swpport for new progrEanomoes s

reco g ndised by thoe literatuore o change &5 oan o dim oportant factor in dimoplem entation T he

types of support svggested include those svgygested by the literatere w ritten on the
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im oplem entation of T ransition Y ear program m es i the 1870y and 19805 and by other
resedareh oo ochanging the cuvrriculum

Usinmg sum om ative rating, the m axim uvm points any aresa ¢covld achieve is 350, as there
Woere seventy respondents. Mo oean ratings are also show on to &llow com oparison . T oable

5008 show s the results for each type o fsuvpport.

Table 5.15
Types of Department of Education Support - Rated by Teachers

Total Mean

Type of Support V. Good Good Fair Poor V. Poor Rating Rating
Max = 350

Funding 2 3 30 20 15 167 2.39
Teaching Materials 1 8 20 22 19 160 2.29
Curriculum Assistance 1 5 22 23 19 156 2.23
Extra Teachers 0 2 17 30 21 140 2
Extra Planning Time 0 1 10 17 42 110 1.57

CFundin gt ods the resouwrce rated omoosthighly by teachers wohile "E xtra Plaaning Tin e

allotted the Tow est rating suvggesting that w hile relatively satistied w ith the funding

provided, respondents felt that provision of svpport in the fornm o f extra timoe for

planning has been dnadeqguate. T here is & statistically significant difference betw een the

moean ratings for “Fuanding® and "E owtra Planading Timoe" and betw oeen the ratings for

CFaundin gt e d CE oxtra Toeachers' but a0 statistically significant differences am oong thoe

ratin g s oo f the top three types of svpport., T his swvggests that provision of the three

ty pes ot support rated moostly highly . "Fauading", CToeathing Woaterials” i

"Courriculunm A ssistance” Woas significantly better than th e provision o f "B xtra

Teachers o "Eoxtra Plaaanding Toimoe". At first oglance the seem o ingly high rating for

"Toeaching M aterials seem s oinocontradiction to the requests foor teaching moaterials
recorded  in the responses to guestions o extra o resouwrces and help needed to
im oplem ent the program moe w hich show high awm bers of teachers requiring teaching

moaterials., T his contradiction ds explained ifone Tooks at sum m ed ratings and the n ¢an

rating s for each type o f support. AL five types of suvpport are allotted noean ratings o
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below three on & five point scale, w ith "T eaching M aterials" achieving & rating ofonly
1.29 This low rating is supported by responses to the open ended qguestions regarding
the extra resovrces needed to im plem ent the progren n ¢ svcecessfully., T he lack o
teaehing m oaterials w as also cited in the additional com m ents section as @ facetor
affecting im plem entation and w as deem ed the mostinm portantform ofexternal support
as o show o below
Sumom o ation o f ratings is particularly vseful for analysing guestions w hich &are asked in
the form o f & sem antic differential scale w ith adjectives at either end of continuem s
below T his dis becavse, while & rating of five denotes high Tevelofinm portance, & rating
o ffowr ow oo ld also be gquite sigoificant on an dim oportance scale. Sum om oation allow s the
researcher to take into account the awum ber o ftimoes each rate is o apgplied and to gain, in
g ddition, & sumom oated total. M ean values are com om only uwsed in the presentation and
analy sis o f statistics and wsing m ean valves allow s com parison w here differentnum bers
o frespondents are concerned.
Wohen respondents woere also asked to rate the im portance ofthese types ofsupportin
the im plem entation ofa new progran n e, the follow ing w ere the results,
Table 5.16
Importance of Different Types of Department of Education
Support - Rated by Teachers
Total Mean
Type of Support Unimportant..... ... Important  Rating Rating
1 2 3 4 5 Max 350
Teaching Materials 0 1 4 20 45 319 4.56
Funding 0 0 6 19 45 319 4.56
Curriculum Assistance 0 1 9 19 41 310 443
Extra Planning Time 0 2 8 26 34 302 4.31
Extra Teachers 1 3 15 25 26 282 4.03
Com paring the ratings for actual D epartn ent o f Edvcation support w ith those w hich
show the dm portance of these types of support svggests that the tw o m ost im portant
types o f support are "Teaching M aterials” and "Founding" and those for w hich actual
SUpport ow @S highest are "Funding®™ and "Toeaching M oaterials’ Doespite this apparent
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correlation, the difference dn the level of im portance of these factors and the actual
provision o fthem s oguite m oarked.

Tabdle 507 show s a com parisonr ofthe im portance ofthe differenttypes o fD epartn ent
o FEducation support and the actval provision ofD epartm ent of E dvceation suvpport in

these areas, Item s have been arranged in order ofdescending im portance

Table 5.17
Comparison of Importance of Different Types of Support and Actual Provision

of Different Types of Support - Rated by Teachers

Type of Support Actual Provision Level of Importance
Mean Values Mean Values

Teaching Materials 2.29 4.56

Funding 2.39 4.56

Curriculum Assistance 2.23 4.43

Extra Planning Time 1.57 431

Extra Teachers 2 4.03

The Targest difference in ratings occuvrs for the factor "E xtra Planning T im ¢" w hich

Woas o allocated an o average rating of 15T o the actual provision scale and 3 rating of

B30 o the dimoportance scale. Tohe smoallest discrepancy s foor "Funding” owohich woas

allocated aom oean score o f 239 o the actual provision scale and & rating of & 56 on the

imoportance scale, butthis discrepancy is stillnotable Targe.

Fooor el five types of support there are statistically significant differences betw een the

moeans. T hese findings svggest that the gap betw een the im portance of these types of

sUpportoas rated by teachers and the actuval provision of the different types of svpport

Psosdgnificant, The practical significance o fthis gap Is revealed in the responses to other

guestions answ ered by respondents. As o oshowon o din orespoanses fo the gquestions on

inservice an g gt help [ Teso U rees required, teaching moaterials features

prom o dinently &g 4o oregquests for oextra planading timoe w o hich also featvred in the responses

o f principals and cocovrddinators wohen asked abouwt the difficulties encountered in

imoplem entation.
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Figure 5 (j)
Comparison of Importance of Different Types of Support and Actual Provision

of Different Types of Support - Rated by Teachers

Actual Support Vs Importance of Support

M
e
a
n
R
a
t
i
n
A B C D E
Type of Support
m | Actual Provision H Importance Rating
A = Teaching materials C = Curriculum Assistance E = Extra Teachers
B = Funding D = Extra Planning Time

There are no statistically significant differences betw een the im portance ratings

them selves svgogesting that none of the types of svpport is rated significantly m oore

imoportant than any of the others, but the provision of teaching m aterials and funding

both aehieve moarginally higher m ean ratings on the im portance scale than the othert

form s o fsupport

Agadn, the dm portance of external svpport to the im plem entation of the progran n ¢

internally has an dim pact on the perceptions of co-ordinators and principals, in turn

influencing their approach to dim plem enting the progranm m e &t school level, For this

reason,  details o f cocorddinatorst aand porincipalst perceptions o f D epartm oent o f

Education sepport are included here.
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Coo-ordinators also asked the

Woere to rate gttty el oprovision D oepartm oent oo f B ducation
st pport and the dim oportance of D oepartm oent of Edvecation support vander the sam e
headings. D etailed results are given in tebles (viii) and (fx) in appendix six.
"Courriculunm A ssistance” is the type o f support rated moost o highly o the actual
provision scale follow ed by "Teaching MW aterials® but both of these ratings are
relatively Tow w ith moean valuves of 3.4 and 3.2 respectively. "Extra Plaraning Tin ¢
recedved the low est orating achieving only eight ouvt of & possible twenty-five points, a
moean rating o f L. o oa five point scale.
00 the dim portance scale, the factors rated dsoom oo stodm o oportant o are "Courriculum
A ssistance” and "Funding® follow ed by "E xtra Planning Tim e". T hese results suvggest
that the factor view ed as moost im portant, "Couorricelun A ssistance”, is that w hich s
actually provided to the greatest extent, D espite this apperent correlation, the
fifference betw een the ratings is guite m arked. 00 the im portance scale, cuvrriculun
gssistance achieves twoenty-four ouvt of twenty-five m arks, & n ean of &8, w hereas
recedves only seventeen moarks, & om oean o f 3 b o the seale moeasvoring actual provision,
The follow ing teble illustrates the gaps betw een actualprovision and the im portance o
provision o fthe different types of support in the opinion ofco-0ordinators. D ifferences
betw een the perceptions of teachers and co-ordingtors are evident in the ordering o
the differenttypes ofsvpportbuwt the size ofthe gaps between actval provision and the
imoportance o fthe different types of sopport are in com m on w ith the findings from the

responses o fteacohers,

Table 5.18

it

Comparison of Importance of Different Types of Support and Actual Provision

of the Different Types of Support - Rated by Co-ordinators

Type of Support Importance Rating Actual

Mean Values

Curriculum Assistance 4.8
Funding 4.8
Extra Planning Time 4.4
Extra Teachers 4

Teaching Materials 3.8

Provision

Mean Values

34
2.6
16
2
3.2
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These findings svggest that there are large differences betw een the im portance rating
o fthe different types of svpport and the actoal provision ofthose types of svpport in
the opindion of co-ordinators. T he largest discrepancy dis for "E xtra Planning Tin ¢
Wohdich scored twoenty-twoo oo the imoportance scale, @& omoean rating o f 48 and only eight
o the actual oprovision seale a o omoean vrating o f .6 T his s clear from Figure 5 (k)
below .

The smoallest discrepancy occuwrs for "Teaching M aterials™ w hich scored nineteen o
the im portance scale, & m ean of 3.8 and sixteen on the actval provision scale, & m ¢ean
o f 3.0 Tohe differences boetw oeen the actoal provision of inservice and the im portance

ratin gy are statistically significant o all five tases,

Figure 5(k)
Comparison of Importance of Different Types of Support and Actual Provision

of the Different Types of Support - Rated by Co-ordinators

Importance vs Actual Provision
Types of Support Rated by Co-ordinators

s o

© 55—~ 0

A = Curriculum Assistance C = ExtraPlanning Time E = Teaching Materials
B = Funding D = Extra Teachers
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The responses of principals to the questions regarding actual Department of Education
support and the importance of the different types of support differed from those of
teachers. Details of the responses of principals are included in tables (x) and (xi) in
appendix six.

The results suggest that none of the principals felt that any of the five types of support
warranted a "very good" rating. All five types of support are rated below three when
the mean scores are analysed. Although "Teaching Materials” and "Curriculum
Assistance™ scored most highly in the summed ratings, the scores are still very low,
with both receiving seventeen out of a possible thirty marks, mean marks ofjust 2.83.
Significantly, "Extra Planning Time" received a rating of "very poor” from all six

principals.

The importance of the different types of support in the opinion of these six principals
shows a different result. All six principals regarded each type of support as a "4" or
"5" on the importance scale. There are no statistically significant differences between
the mean values of the rating any of the types of support, suggesting that none is
statistically more important to principals than another. The factors are separated only
narrowly, but curriculum assistance and funding were rated most important according
to the summated ratings.

There are slight differences between the responses of teachers and those of principals.
Teachers rated the funding actually provided slightly higher than principals did.
"Funding" received a mean rating of 2.39 on the teachers' rating scale and only a mean
rating of only 2.0 on the principals' scale. Principals rated "Funding" slightly more
important than teachers did, probably due to their close proximity to the task of
budgeting. There are also similarities. Teachers felt that "Teaching Materials™ was the
most important form of support but also rated "Curriculum Assistance™ quite highly
and agreed that the provision of extra teachers was the least important form of
support. On the scale measuring the actual support provided, "Funding” came highest

on the teachers' scale followed by "Teaching Materials”, meaning that those forms of
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SUpport view ed &asomoostdim oportantby teachers woere those that w ere actuvally provided
to the greatest degree. D espite this correlation, the scores for all five factors w ere still
Quiite Tow ,ow ith "Fuanding™, w hich achieved the highestoresuelt, obtaining only 167 0wt of
Gopossible 350 omoarks oo the teachers' scale.

Inorder to dllustrate the differences dn the perceptions of Transition Y ear teachers,
teachers dn the position of co-ordinator and principals, the follow ing table and graph
com opare the im o portance ratings of each type of D oepartnm oent o f Eduvcation support as
rated by the three grouvps of respondents., It ds possible to com pare the responses of

princeipals, co-ordinators and teachers by com paring the nmean values ofthe ratings for

each type o fsupport.

Table 5.19
Comparison of Importance of Different Types of Department of Education

Support Rated by Principals, Co-ordinators and Teachers

Principals' Teachers' Co-ordinators'
Type of Support Ratings Ratings Ratings
Mean Values Mean Values Mean Values
Curriculum Assistance 4.83 4.43 4.8
Funding 4.83 4.56 4.8
Teaching Materials 4.67 4.56 3.8
Extra Planning Time 4.67 4.31 4.4
Extra Teachers 4.S 4.03 4

There ds @ statistically significant

group o frespondents in

principals for the type

ratings apoplied by

betw een the ratings. T

teaching m aterials

guestion regarding

increased levels of

poractical

only omne instance.

fosupport labelled

Sordinators

m oore im portant

referral to thoe

contact owoith thoe

difference

significance

etwoeen the m e

e othe moean
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isooa statistically
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This sy
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T ean
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applied by te
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ordinators feel that m aterials are less im portant., Co-ordinators m oay feel m ore
tonfidentand skilled w hen it com es to form vlating their ow 1 teaching m aterials.
Figure 5(1)

Comparison of Importance of Different Types of Department of Education

Support Rated by Principals, Co-ordinators and Teachers

Importance of Types of Support

A B C D E
Type of Support

Principal Ratings Eal Teacher Ratings L J Co-ord. Ratings

A = Curriculum assistance  C = Teaching Materials E = Extra Teachers
B = Funding D = Extra Planning Time

The Transition Year Support Team:

0 fthe seventy respondents, twenty-seven (386 % ) had availed of the services of the
Transition Y ear Suvpport Teanm w hile forty-three (81 4% ) had not. T hree respondents
rem oarked  that they did o not know o f its existence and tw oo rem arked that they did 0ot
realise that individuval teachers couvld wse the service., T able 5.0 show s the areas in
Wohdich respoandents had oconsulted the team . T his owoas an open ended guestion and
several respondents nam o ed omoore than one ared. Roesponses have been divided into
greas dnvolving advice o particular issuves and areds requiring som e tangible resouvrce

sUch ey om oaterials oo oa o speaker to o visitthe school,
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Table 5.20
Areas in which Respondents had Availed of the Services of the

Transition Year Support Team

Areas of Consultation No. of Respondents

Advice on:
Planning a programme
Curriculum ideas/content
Starting the programme
Problem Solving
Funding/budgeting
Evaluating the programme
Assessment of students
Organisation of students

B R, R NDWON

1

Tangible Resources:
A speaker visited the school
Inservice meetings
Materials
Newsletters
Contact names for trips

=N WA

Tohe areas o w hich respondents need to consult the tean moateh the areas inoow o hich

inservice and  support are regquired. T he tangible resovrce moost orespondents had

gvadiled o f woas having @ visit to the scehool by & representative of the T ransition Y ear

Support Toeam - & type ofdinservice tradining - and for fdeas on programn m e content and

progrem omoe plananding. B ooth these factors featuwred highly in the responses to  the

guestion w o hich asked abowvt the most im portant types of svpport needed - teaching

moaterials, funding and curriculum assdistance. A Iso, din the gquestion exoploring the

Wohieh o omoost

inservice requidiren ents oo forespondenty, curricuelum assistance iy the area

o f those respondents w ho had not received dinservice training felt that training w as

required.

Al five co-ordinators had availed ofthe services ofthe T ransition Y ear SuvpportTean

Aoreas dnow o hich they had consulted the team dncluded: having & speaker to the school,

help in setting uvop the program m e, problen s w ith specific subject areas, resource

moaterials, advice o ovrganising student growps and cuvrriculum developm ent advice.
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Co-ordinators also remarked on the welcome opportunity to liaise with other co-
ordinators at the monthly meetings held by the Transition Year Support Team.

Al six principals had also availed of the services of the Transition Year Support Team.
Areas in which they had consulted the team included: initial planning, specific subject
assistance, ongoing evaluation, as advisors for inservice, support during the school
year and having a speaker to the school. The slight differences in reasons for
consulting the Transition Year Support Team reflect the differing needs of respondents
depending on their role in implementation, an outcome echoed in the findings from
other questions such as those involving inservice training, external support and factors

affecting implementation.

5.6 The implementation of the Transition Year Programme at School
Level 1993 - 1997

S0 .0 Initial D oecision:

Involvement in the initial, decision to offer the Transition Year Programme varied from
school to school. In five of the schools there was no parental involvement in the initial
decision to offer the programme. In the sixth school there was involvement of the PTA
and through the parental representatives on the Board of Management. There was
parental participation in the implementation of the programme in the form of an
information night for third year parents in five of the six schools. In five of the six
schools, a team of teachers was chosen prior to the introduction of the programme in
the school, some of whom would become part of the core team. Of these five schools,
the programme was researched with advice from other schools in two cases before the
core group decided to offer the programme. In two other cases, the interest of the staff
was investigated before it v/as decided to offer the programme. In the fifth school,
there was a lot of input from the curriculum development officer and other staff
members, who wouldn't necessarily be teaching the programme. In the school which

did not choose a core team of teachers before deciding to offer the programme, the
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decision was made by the principal and vice-principal and a small number of "A" post
holders. Overall, in only two schools were all staff members involved in the decision to
offer the programme.

None of the six schools reported any community or local employer involvement in the

initial decision to offer the programme.

5600 P lananding, Coo-orddination &and D oecision M oaking:

Tohe Roode of the T ransition Y ear C o -0t inator

Five of the schools had a Transition Year co-ordinator and a Transition Year core
team. Four of the teams were comprised of volunteers while the fifth was made up of
teachers asked by the principal.

Four of the co-ordinators took up the post as a post of responsibility, the fifth had a
post of responsibility in an area other than the Transition Year and was fulfilling the
duties of co-ordinator voluntarily with the help of his core team. Of the four post
holders, three held "A" posts and two held "B" posts. All had been asked by the
principal in advance of receiving the co-ordination of the Transition Year Programme
as their post. All five felt that timetabled time was necessary in order to carry out the
duties of the co-ordinator. Four of the five respondents had timetabled time allotted to
their duties. The time allotted varied and three of the four co-ordinators who had time
allotted to carry out their duties had less time than they think is necessary. All
respondents felt that the post should be a post of responsibility. Four felt that it should

be an "A" post while one felt that a "B" post was sufficient.

When asked what the main duties of the co-ordinator were the answers were diverse.
They included the following: communication with staff, students and parents.
Facilitation of meetings, curriculum development, staff development, organisation of
school calendar for Transition Year, organisation of work experience, organisation of
cross-curricular events, organisation of budget, planning guest speakers and special

events, discipline, day-to-day co-ordination, dealing with problems, organising module



225

changes, evaluation, planning and “overseeing everything . T hese responses suggest
that the role ofthe co-ordingtor is com plex and requires particuelar skills and aptitedes.
These findings also suvpport the view that inservice training and ongoing suvpport for

co-ordinatoors By overy imoportantoin the imoplem entation o fthe programonoe.

Decision Making
Porincipals and co o rdinators woere asked Wohoo Woas  dnvolved in decision moaking

regardding 2 o onum o ber o of dissues. Roesponses fromnm principals reflected those of ¢o-

erdinators dinothe five schools w hich had & co-ordinatorin place in allbut one aspectorf
decision moaking. T his discrepancy woas clarified throwgh further contact w ith the
Toransition Y ear co-ordinator. A nsw ers varied from school to school, T he results are

show n din table §.21.

Table 5.21
Participants in Different Areas of Decision Making
by Number of Schools
Area of decision making / No. of Schools
Course Curricular Organising Module Pupil

Those involved Format Content Students Content Assessment
Principal 6 5 6 0 1
Senior Staff 4 4 5 0 1
TY Co-ordinator 5 5 5 0 5
TY Core Team 5 5 2 0 3
TY Teachers 4 3 0 6 5
Other Teachers 2 1 0 0 0
Parents 0 0 0 0 0
Students 1 0 0 0 0
Employers 0 0 0 0 0
Community members 0 0 0 0 0

i.e. Principals were involved in decisions regarding the format of the course in all six schools,
principals were involved in decisions regarding the auricular content of the course in five of the
schools etc.

Doecisions regarding the covrese form at incloded suveh aspects as w hether oo not the

covrse woould be sorted into omoodules and how o mo&any classes and o pupils there wouwld be.
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Decisions regarding curricular content include which subjects or areas of experience to
include in the programme and what the rationale and aims of each inclusion would be.
In decisions regarding the organisation of students groups, areas such as the streaming
or banding of students where large numbers are taking the programme and the
organisation of students into optional modules where applicable are included. These
divisions and clarifications were added to the questionnaires following feedback from

the pilot questionnaires.

Overall it is suggested that principals are greatly involved in decisions regarding course
format, curricular content and the organisation of student groups. None of the schools
reported parental, employer or community involvement in any area of decision making.
Transition Year subject teachers are involved to a high degree in decisions involving
all aspects of the programme except the organisation of students into groups.
Significantly, in all six schools, decisions regarding actual module content - what is
actually taught in the classroom - are undertaken by the individual teachers or small
groups of teachers where cross-curricular work is involved. Teachers who are
involved as co-ordinators or as members of the core team are involved in all aspects of
the programme to a high degree. This information is important to this study as it
illustrates the new demands as regards the curriculum development role of teachers in
deciding on course content and module content. This high level of involvement in
decision making would suggest that new skills and competencies are required by
teachers in order to fulfil these duties. Abilities, attitudes, skills and competencies vary
from teacher to teacher. Some would welcome the challenges involved in the
development and implementation of a new programme. Others would feel less
confident and less comfortable with these new responsibilities. A situation, where
teachers volunteer to teach the programme is preferable but was the norm in only two
of the six schools surveyed. In one school teachers were chosen by the principal when

the timetable was being drawn up and in the other three a mixture of these two
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methods was employed, where some of the teachers were volunteers and others were

assigned Transition Year classes prior to their knowledge.

Evaluation

The Transition Year Programme was evaluated in all six schools. In three of the
schools, the programme was evaluated once a year. In two of the schools it was
evaluated once per term and in one school it was evaluated less than once a year. In
this school the programme had been in operation for two years and was to be
evaluated at the end of 1996/1997. In five of the schools, evaluation was undertaken
by the Transition Year teachers and the core team. In all six school Transition Year
teachers were involved. Two schools gave written evaluation sheets to staff, students
and parents. In the other four, evaluation was more informal, in the form of discussion
at meetings. During evaluation, schools reviewed the course content, new activities,
proposed changes, progress, motivation and interest of pupils, and problem areas. That
the programme is evaluated is a recommendation of the Department of Education
Evaluation Report carried out in 1996.360 The high level of teacher involvement in
evaluation suggests yet another area new to teachers in which additional skills are

required.

50603 Cooontactow ith 0 ther Schools:

Of the seventy respondents twelve (17.1 %) maintained that their school had contact
with other schools. These twelve respondents were spread over three schools. In two
cases, the contact teachers had was informal and on a personal basis. This explains
why some of the respondents from a school answered "yes" to this question while
others responded "no". In only one school there were meetings with teachers from

another school to share ideas. Of those fifty-eight respondents who did not have

360Department of Education, (1996), Transition Year Programme 1994/95: An
Evaluation by the Inspectorate ofthe Department ofEducation.
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Figure 5(m)

Differences in Teaching Methods
Transition Year Vs Leaving Cert.

SO Q>SO0OTUT W”Wo ™D

" -

Very Quite Slightly The Same It varies
Level of Difference

0 fthe seventy respondents, fifty-eight (82 0% ) felt that their teaching m ethods w ere
different to som ¢ deguree w hile only five (7.0% ) reported that their teaching m ethods
Woere the sam e, woith seven (L0% ) reporting that degree of difference in teaching
moethods varied from class to class., "Teaching M ethodology ™ w as rated highly o the

fist oo f types of dnservice required by those w ho had not participated in inservice

tradndin g, w ith ndine respondents nam ing teaching m ethodology &5 the ares they would
Pike dnservice v This w as second only to "H ow to D esign & Progran n e" o1 the listof
inservice requirem ents based o0 oan o open ended guestion. T ohe differences in teaching
moethods also draw s significance on the factthat treatm ent of "Teaching W ethodology”
iy o4 topic dwuring dnservice woas o rated quite low by those woho had oparticipated in
inservice tradindng, ranked thirteenth o the Tist o f fifteen dinservice topics, w ith & m ez
rating o fondly 2072 o the -5 scale. A Tthouwgh 82.9% o f teachers moainteained that their
teaching m ethods w ere different to som e degree, &4 .364 o f respoandents reported
teaching moethods that w ere only “slightly different T his m &y be related to the poor

tradining in teaching moethodoloygy recordoed [ guestion regarding inservice

provision . Fouorther exploration of the regqguiren ents o f teachers regarding teaching
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methodology is required. An in-depth study of how different teaching methods actually
are, through observation and interview, and the level of training and resourcing

required is warranted.

565 Poersonal A ttitudes to Toeaching the T ransition Y ear Progran n ¢

A study of personal attitudes to teaching the Transition Year Programme was
undertaken in order to ascertain the prevalent opinions of teachers in regard to
teaching a new programme where curriculum development is largely school based.
Some teachers do not like the responsibility of developing a new programme. This
affects the implementation of the programme at school level - meaning that the feelings
of teachers about teaching the programme is an important factor in implementing the
programme successfully. Teacher attitudes are affected by and in turn affect the
predominant school culture. Many attempts have been made to define school culture.

Schein suggests that school culture is:

the deeper level of basic assumptions and beliefs that are shared by
members of an organisation, that operate unconsciously, and that
define in a basic "taken for granted” fashion an organisation's view of
itselfand its environment.361

Few would argue that the perceptions and beliefs of teachers contribute largely to
school culture which has an impact on the implementation of innovations. For this
reason it is essential to include the attitudes and perceptions of teachers in a study of

the factors affecting implementation.

361E.FI. Schein, (1985), Organisational Culture and Leadership, p.6, quoted by
Louise Stoll and Dean Fink, (1996), Changing our Schools, p.81.
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Table 5.23
Personal Attitudes to Teaching the Transition Year Programme

- Statements Rated by Teachers

Total Mean
Statement Disagree Agree Rating Rating
1 2 3 4 5 Max=350
Respondents showed agreement with the following

1find planning a programme challenging 1 6 16 29 18 267 381
1find planning a programme encourages

teamwork in my school 4 6 24 24 12 244 349
IJjnd planning a programme rewarding 1 11 24 24 10 241 344

1find planning a programme a pleasant

change from teaching mandated programmes 6 8 20 25 11 237 3.39
1find planning a programme enjoyable 5 25 19 12 234 3.34
1found planning a programme daunting at first 13 7 15 19 16 228 3.26

©

Respondents showed disagreement with the following

1find planning a programme difficult 11 16 20 18 5 200 2.86
1still find planning a programme daunting 24 9 17 16 4 177 2S3
| find planning a programme a nuisance 30 16 12 9 3 149 213
1would rather stick to the traditional

Leaving Cert* 35 10 13 5 6 144 206

+Only sixty-nine respondents answered this question. One respondent taught only PE, and felt
that a preference for the Traditional Leaving Certificate programme was not applicable to her
situation. The missing result does not affect the overall result. Even with a maximum of five
points from a seventieth respondent, the total score would still have only been 149 ranking this
statementjoint bottom of the table.

The highest score was for the statement "I find teaching the programme challenging”
which had a mean rating of 3.81. The lowest score was for "I would rather stick to the
Traditional Leaving Cert" which had a mean rating of 2.06. Notably, only six
respondents strongly agreed with this statement, while thirty-five strongly disagreed
with it.

In general, the positive statements are found in the upper half of the table suggesting
that respondents agreed with the positive statements while the negative statements are
further down in the table suggesting that respondents disagreed most with these
statements. Despite this apparent polarity, mean values show that responses are

clustered around the average rating of three, a neutral rating, suggesting that there is

still some reticence about the programme on the part of teachers.
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There are statistically significant differences between the mean values applied to the
top four statements in the table and the four statements at the bottom of the table. This
would suggest that the positive statements regarding finding the programme
encourages teamwork at school level, finding the programme rewarding and finding
the programme a pleasant change from mandated programmes are rated significantly
higher than the negative statements regarding finding the programme a nuisance,
daunting or difficult and preferring to teach the traditional Leaving Certificate
programme. While the statement agreed with most strongly by respondents is that
regarding finding the programme challenging, there may be some disagreement as to
whether this statement is a positive or negative statement depending on the disposition
of the individual teacher. Some teachers may prefer not to undertake this challenge
while others would welcome it. Five ofthe respondents in the pilot study were asked if
they regarded this statement as a positive or a negative statement. All five regarded it
as a positive statement.

There is some correspondence between the responses to this question and to the
question regarding the advice to other schools implementing a Transition Year
Programme as detailed later in this chapter. Advice to other schools was largely
positive, involving planning well in advance and not losing heart during the first year
of the programme. Tliis coincides with agreement by teachers that teaching the
programme is daunting at first. In the additional comments section many teachers
reiterated their positive feelings towards the programme, suggesting that teamwork in
order to introduce cross-curricular units was providing extra support for individual
teachers. This coincides with agreement with the suggestion that teaching the

Transition Year Programme encourages team work at school level.
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5.6.6 Factors Affecting the Implementation Ofthe Transition Year Programme
at School Level:

In addition to ascertaining teachers' personal attitudes to teaching the programme, it is

also useful to explore the factors and conditions teachers feel have an impact on the

implementation of change in the school.

Hargreaves maintains that:

if we can understand teachers’ own desires for change and for
conservation along with the conditions that strengthen and weaken
such desires, we will get valuable insights from the grassroots of the
profession, from those who work in the frontlines of our classrooms,
about how change can be made most effective....362

Teachers' perceptions of the factors affecting the implementation of the Transition
Year Programme in schools were determined using series of twenty-four factors to be
rated on a five point scale of importance. Employment of summatea ratings illustrates
how highly each factor is rated overall. By using the mean values it is possible to see
which factors are the most important factors and the differences in their importance.
The most important factors are "Pupil Perception”, "Teacher Motivation", Support of
Principal” and "Support of Parents". It is possible to see which factors influence the
implementation of new programmes in the school in the opinion of teachers by
analysing the mean scores, using three - the mid or neutral level - as the cut off point
between those values which are influential and those which are not.

Table 5.24 shows the ratings of respondents for each factor. As there were seventy
respondents the maximum rating for any factor is 350. Factors have been arranged in

order of descending importance.

362Andy Hargreaves, (1994), Changing Teachers, Changing Times: Teachers' Work
and Culture in the Post-modern Age, p. 11.



234

Table 5.24
Factors Affecting Implementation of the Transition Year Programme
at School Level - Rated by Teachers
Totals Mean

Factor Unimportant........ .. Important Rating Rating
1 2 3 4 5 Max=350

Important
Pupils' perception of programme 0 0 3 14 53 330 471
Support of Principal 0 1 4 13 52 326 4.66
Teacher motivation 0 0 3 21 46 323 4,61
Support of parents 0 1 3 21 45 320 4.57
Inservice training 0 0 10 15 46 316 451
Resources for new programme 0 1 2 29 38 314 4.49
Willingness of staff to change 0 1 5 23 41 314 4.49
Team work among staff members 1 0 3 27 39 313 4.47
Dept, of Ed. support 0 1 5 25 39 312 4.46
Equipment available in school 1 0 6 22 41 312 4.46
Funding 0 1 9 18 42 311 4.44
Support of other staff members 0 2 9 16 43 310 4.43
Teachers' attitude to change 0 0 6 28 36 310 4.43
Extra time for planning 0 0 1 22 37 306 4.37
Curriculum dev. assistance 1 1 8 31 29 296 4.28
Public status of new course 1 3 19 23 24 276 3.94
Support of community members 1 6 22 19 22 265 3.79
Whether school is used to change 1 7 23 15 24 264 3.77
Teaching experience of staff 1 13 22 24 10 239 341
Relatively Unimportant
Size of school 16 14 19 10 1 196 2.8
Average age of teaching staff 19 1 27 8 5 179 2.56
Academic ability of students 17 20 22 6 5 172 2.46
Academic success of the school 19 19 20 7 5 170 2.43
Social background of students 18 24 17 6 5 166 2.37

There are statistically significant differences between the mean ratings of the top two
factors - "Pupils' Perception ofthe Programme" and "Support of the Principal” and the
mean ratings below 4.51, suggesting that these two factors are significantly more
important than factors such as "Department of Education Support”, "Funding”, "Extra
Time for Planning™ and "Curriculum Development Assistance"

Earlier studies of Transition Year programmes such as Egan and O'Reilly’'s study in the
1970s and the ASTI survey of the mid 1980s would suggest that externally applied

factors such as inservice training, Department of Education support and curriculum
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assistance are the most important factors in implementation of a new programme in the
opinion of teachers. The results outlined above would suggest that there are a number
of factors which are more important for teachers than these. Such factors include
internal factors such as pupil perception of the programme, support of the principal,
support of parents, teacher motivation, team work among staff members and a
willingness to change on behalfof the staff.

When the internal factors are removed, the high ratings of the factors such as
resources, Department of Education support, curriculum assistance and funding,
support the findings from earlier questions regarding the extra help and resources
required and the importance of different types of Department of Education Support.
All of these factors rated four or more on a five point scale of importance when the
mean values are calculated.

Because of their pivotal role in the day-to-day implementation of the Transition Year
Programme the perceptions of co-ordinators are also studied in detail in this section.
Co-ordinators' perceptions of the factors affecting the implementation of the
Transition Year Programme in schools were also determined using the same series of
twenty-four factors to be rated on a five point scale of importance. As there were five
respondents the maximum rating for any factor is twenty-five. Table 5.25 shows the
results.

By putting the summated ratings in descending order it is possible to see which are the
most important factors. In the opinion of co-ordinators they are "Teamwork among
Staff Members", "Support of the Principal® and "Curriculum Development
Assistance". There are statistically significant differences between the mean values
applied to the factors rated most highly - "Teamwork among Staff Members" and
"Support of the Principal” - and the factors with mean ratings below four such as

"Teaching Experience™ and "Average age of Teaching Staff'.
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Table 5.25
Factors Affecting the Implementation of the Transition Year Programme

at School Level - Rated by Co-ordinators

Total Mean
Factor Jnim portant....... .Important Ratings Values
1 2 3 4 s Max=25
Important
Team work among staff members 0 0 0 1 4 24 4.8
Support of Principal 0 0 0 1 4 24 4.8
Curriculum development assistance 0 0 0 1 4 24 4.8
Support of other staff members 0 0 1 0 4 23 4.6
Resources for new programme 0 0 0 2 3 23 4.6
Funding 0 0 1 0 4 23 4.6
Inservice training 0 0 1 0 4 23 4.6
Support of parents 0 0 1 0 4 23 4.6
Extra time for planning 0 0 0 2 3 23 4.6
Teacher motivation 0 0 0 2 3 23 4.6
Equipment available in school 0 0 1 1 3 22 4.4
Public status of new course 0 0 1 1 3 22 4.4
Willingness of staff to change 0 0 0 3 2 22 4.4
Pupils' perception of programme 0 0 0 3 2 22 4.4
Teachers’ attitude to change 0 0 1 1 3 22 4.4
Support of community members 0 0 1 2 2 21 4.2
Dept, of Ed. support 0 1 0 1 3 21 4.2
Whether school is used to change 0 0 2 1 2 20 4
Teaching experience of staff 0 0 2 2 1 19 3.8
Relatively Unimportant

Size of school 1 2 1 0 1 13 2.6
Average age of teaching staff 0 2 3 0 0 13 2.6
Social background of students 0 3 2 0 0 12 2.4
Academic ability of students 1 2 2 0 0 1 2.2
Academic success of the school 2 1 2 0 0 10 2

These results show some similarities to the rates applied by teachers although the
factors rated most highly do differ. Teachers regarded *‘Pupil perception of the
programme™ as the most important factor, while co-ordinators rated 'Teamwork
among staff members™ most highly. This reflects the differing perceptions of teachers
in different positions. Both teachers and co-ordinators included **Support of Principal®
in the top three, but there were differences in the remainder of the top ten factors

named by both groups of respondents.



237

The responses of teachers and co-ordinators can be compared by analysing the two
sets of means.
Table 5.26

Factors Affecting the Implementation of the Transition Year Programme

A Comparison of the Responses of Teachers and Co-ordinators

Co-ordinators Teachers’

Mean Mean

Factor Values Values
Important
iTeam work among staff members 4.8 4.47
Support of Principal 4.8 4.66
Curriculum development assistance 4.8 4.28
Support of other staff members 4.6 4.43
Resources for new programme 4.6 4.49
Funding 4.6 4.44
Inservice training 4.6 451
Support of parents 4.6 4.57
Extra time forplanning 4.6 4.37
Teacher motivation 4.6 461
Equipment available in school 4.4 4.46
Public status of new course 4.4 3.94
Willingness of staff to change 4.4 4.49
Pupils' perception of programme 4.4 4.71
Teachers' attitude to change 4.4 4.43
Support of community members 4.2 3.79
Dept, of Ed. support 4.2 4.46
Whether school is used to change 4 3.77
Teaching experience of staff 3.8 341
Relatively Unimportant

Size of school 2.6 2.8
Average age of teaching staff 2.6 2.56
Social background of students 24 2.37
Academic ability of students 2.2 2.46
Academic success of the school 2 2.43

There is full agreement in regard to the factors which are relatively unimportant in the
implementation of the Transition Year Programme at school level. When the d values
are calculated for each factor as rated by both teachers and co-ordinators, the results
show that there are no statistically significant differences between the mean ratings

applied by teachers and those applied by co-ordinators, suggesting that there is high
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correlation between the opinions of subject teachers and co-ordinators regarding the
factors affecting the implementation of the Transition Year Programme.
Although statistically, there is high correlation, the position of particular factors when
ranked in order of importance with regard to the summated ratings shows some
differences. Most marked differences are on the following points:
-Pupil perception of the programme while ranked first on the teachers' scale is
ranked fourteenth by co-ordinators.
-Teacher motivation is ranked third by teachers and tenth by co-ordinators.
-Department of Education support is ranked ninth by teachers and seventeenth
by co-ordinators.
-Curriculum development assistance is ranked fifteenth by teachers and third
by co-ordinators.
-Support of other staff members is ranked twelfth by teachers and fourth by
co-ordinators.
This suggests that the factors directly affecting the classroom situation such as pupil
perception of the programme and teacher motivation are ranked higher by teachers and
those pertaining to the day to day co-ordination of the programme such as the support
of other teachers for the programme, and curriculum development assistance are rated
higher by co-ordinators which again highlights the differing perceptions of those in

different roles regarding implementation.

5.6.7 Difficulties Encountered During Implementation:

Principals and co-ordinators were asked what difficulties they had anticipated and
which of these had materialised in the implementation of the programme to date. They
were also asked which difficulties had arisen which had not been foreseen. These were
open ended questions and the responses of principals were grouped under several
headings: concerns about timetabling, concerns about programme content and options
available to students, concerns about the lack of time for meetings and inservice,

planning and co-ordination, concerns regarding the selection and motivation of



239

students and concerns regarding the poor public perception of the programme. Five of
the six principals said that all of the anticipated problems had arisen. Four respondents
reported problems that had not been anticipated, but had arisen. These included
"settling in difficulties”, high expectations of staff, the effect of the Transition Year on
other classes due to disruption of timetable for trips and guest speakers, problems with
individual students, problems due to lack of text books, keeping students interested
and problems due to the large amount of time needed by staff for planning, co-
ordination and ongoing assessment ofthe programme.

Anticipated difficulties encountered by co-ordinators were similar to those suggested
by principals. Additional difficulties included worries of poor attendance and problems
with pupils not having done certain subjects for junior cycle. Parental attitudes and the
size of classes were also a concern. Lack of motivation among students, students’
desire to choose their Leaving Certificate subjects at the start of Transition Year and
time allowance were cited as problems which had arisen which were not foreseen.
These are issues which can affect implementation long-term if they are not addressed
and show some overlap with responses to earlier questions. "Extra Time for Planning"
was rated quite low on the actual provision scale for Department of Education support
and this is supported by the responses of principals and co-ordinators to the question
regarding implementation difficulties, all of whom felt that more time is needed for
planning and co-ordination. The lack of planning time is also significant due to the
high number of respondents (twenty-four out of twenty-five respondents) who cited
planning in advance as the most important piece of advice to schools introducing a
Transition Year Programme. Even after the initial introduction of the programme,
effective planning is needed year to year to ensure the successful implementation of the

programme.

5.6.8 Most Beneficial Types of Support During Implementation:
When asked what types of support had been most beneficial, most respondents

mentioned more than one type of support. Responses from principals included the
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dedication of the Transition Year teachers, the Transition Year co-ordinator and the
core team. Respondents also remarked that the Transition Year Support Team
facilitators and newsletters had been helpful. "*Meetings with other co-ordinators' was
suggested by co-ordinators and the support of parents and the support of a positive
management team at school level were also mentioned. Teachers suggested that
talking to other teachers who were involved in the programme was also beneficial.
This supports the findings from the questions involving advice to schools introducing
the Transition Year Programme for the first time and extra help and resources required
which indicate that talking to other teachers about the difficulties encountered and

problem solving are important forms of support during implementation.

5.6.9 Extra Help and Resources Required:
When asked what forms of extra help and resources were needed by Transition Year
teachers in order to implement the programme successfully, answers fell into a number

of categories. Table 5.27 shows the most common answers given:

Table 5.27

Extra Help or Resources Requested by Respondents

Extra help/resources No. of Respondents
Resource Materials 17
Time for planning 13
In-service training 10

Increased funding

Extra teachers for team teaching
Better guidelines

Help with evaluation methods
Practical advice from other teachers

W wdsdbh

Only two respondents wrote that no other resources or help were needed to implement
the programme.
The responses suggest that a significant number of teachers would prefer to have

resource materials for teaching the Transition Year Programme. This suggests that
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teachers find it difficult to function without classroom materials. These results are also
supported by the findings from the question regarding Department of Education
support for the programme to which teachers responded that extra planning time and
teaching materials were not sufficiently provided by the Department of Education.

No teacher requested prescribed syllabus content but adaptable materials along with
extra time and training were requested in open ended questions and were also

mentioned in the additional comments section.

5.6.10 Advice to Schools Introducing a Transition Year Programme:
Advice suggested for other schools in planning a Transition Year Programme can also

be divided into several categories. Table 5.28 shows the main responses.

Table 5.28

Advice to Schools Starting a Transition Year Programme

Advice to schools starting a TY programme No. of Respondents
Plan well in advance 24

Choose co-ordinator and core team carefully
Make contact with other schools

Try to ensure that all staff are fully committed
Select students carefully

Be prepared to change the programme
Consult with parents

Don't expect too much in the first year

W wWwwoo NN

The most significant finding from this open ended question is that of the forty-five
respondents who answered this question, twenty-four - over half, suggested that
planning well in advance was the most important piece of advice for schools beginning
a Transition Year Programme. This is quite significant as it implies that extra time is
needed, a factor in short supply. As shown, extra planning time was rated quite low on
the scales measuring actual provision of Department of Education Support and was

rated highly when teachers were asked what extra resources were needed to
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implement the programme successfully, with thirteen respondents out of the sixty-two
who answered this question citing extra planning time as essential.

All five co-ordinators stressed the importance of planning well and early. The
importance of a committed core team and team of Transition Year teachers was also
stressed. The support of management was also mentioned as was the involvement of
all staff members, including those not teaching Transition Year classes. This is
supported by the fact that co-ordinators rated the support of the principal and the
support of other staff members quite highly with mean ratings of 4.6 and 4.8
respectively on a five point scale and ranked support of the principal second and
support of other staff members fourth on the ranked list of twenty-four factors.
Principals' advice to schools beginning a Transition Year Programme was similar to
that given by teachers and co-ordinators. All six principals stressed that planning well
was essential. Careful selection of teachers, co-ordinator and core team, contacting

other schools for advice and consultation with parents were also suggested.

5.6.11 Respondents’ Additional Comments:

Many respondents used the additional comments box to reiterate areas they obviously
felt quite strongly about. Such comments included the need for more time and teaching
resources. Respondents also relayed positive feelings towards the programme
maintaining that students were generally more mature progressing to Leaving
Certificate level and that, in principle, the programme was a good idea.

Notable additions occurred in the sentiments of principals who expressed strong
feelings regarding certain concerns already mentioned by respondents. Principals were
particularly concerned with the difficulties involved in trying to cover teachers to go
on trips or to have time to meet and plan the programme. Two principals remarked
that there are too many new programmes incorporated into the curriculum at the
moment and that this was placing an undue amount of stress on the time of teachers
and management in implementing these programmes with insufficient additional

resources. On a positive note, principals suggested that the programme was
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educational for staff members and that staff were learning to be flexible in order to
implement the programme. This suggest that familiarity with implementing new
programmes affects teacher perceptions of the implementation process and their

attitudes to implementation. This suggestion is explored in the next section.

5.7 A Comparison of the Responses of Teachers in Schools Accustomed

to Change and those in Schools Unaccustomed to Change

It has been suggested that as a school becomes accustomed to change, the attitudes
and perceptions of those involved will change. Michael Murray maintains that schools
must become learning organisations and suggests using "a curriculum development
approach to enable schools to gain a mastery of the disciplines involved in becoming
learning organisations and achieving whole school improvement. “363

Writing about the experience of a group of teachers teaching a new module in the
Transition Year, he discusses the development in teachers of a set of skills which
included interpersonal and intrapersonal skills, skills in programme design,

implementation and evaluation. He writes:

Organisations seem to carry within themselves factors which resist
change and oppose innovation. However the experience learned from
small scale initiatives can serve as education and encouragement for
more widespread improvements.364

This would suggest that those teachers in schools which had implemented other new
programmes besides the Transition Year Programme may be better disposed towards
implementing the programme and may have differing insights into which factors are
necessary for the successful implementation of the Transition Year Programme in

schools.

36:,Michael F. Murray, (1994), "From Subject Based Curriculum Development to
Whole School Improvement”, Educational Management and Administration, Vol. 22,
No.3, 1994, p. 160.

364lbid., p. 167.
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The responses from schools C and D were combined as both these schools were
offering the LCAP, the LCVP, the Junior Certificate Elementary Programme, a social
and personal development programme and were already offering CSPE when it was in
its pilot phase. These responses were compared with those of teachers in school F
which was offering none of these extra programmes. Responses to the questions
regarding attitude to teaching the programme and regarding the factors affecting the
implementation of the programme were studied. As there were eighteen respondents
from schools C and D together and twenty respondents from school F, a comparison

of the mean ratings is useful and allows a fair comparison.

5.7.1 A Comparison of the Responses of Teachers in Schools C/D and Teachers

in School F Regarding Personal Attitudes to Teaching the Programme:

Table 5.29
The Combined Ratings of Teachers in Schools C and D for the

Attitude Statements

Total Mean
Statement Disagree Rating Rating
1 2 3 4 5 Max=90

Respondents tended to agree with the following

1find planning a programme challenging o 2 6 7 3 65 3.61
1find planning a programme encourages

teamwork in my school 1 1 5 9 2 64 3.6
Ifind planning a programme enjoyable o 2 9 3 4 63 3.5
Ifind planning a programme rewarding 0O 5 6 5 2 58 3.2
Ifind planning a programme a pleasant

change from teaching mandated programmes 2 3 4 7 2 58 3.2

Respondents tended to disagree with the following
Ifound planning a programme daunting atfirst 9 0 4 2 3 44 24
1would rather stick to the traditional

Leaving Cert. 9 1 4 2 2 41 2.27
1still find planning a programme daunting 10 1 2 3 2 40 2.22
1find planning a programme difficult 7 5 4 1 1 38 211

1find planning a programme a nuisance 2 4 1 1 o0 27 15
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It would appear from these results that teachers from schools C and D, where several
new programmes had been implemented, tended to agree with the positive statements
regarding the teaching of the Transition Year Programme. There is a statistically
significant difference in the means of those statements rated the three highest and those
rated with a mean value 2.4 or less on the table, suggesting that the top three
statements are significantly more strongly agreed with than those negative statements
below the neutral point on the agreement scale. A difference between these results and
those from the seventy respondents in total occurs in the positioning of the statement
"l would rather stick to the traditional Leaving Cert." This statement was rated last on
the agreement scale when the responses of the seventy teachers were totalled and also
came last on all the scales measuring the responses of teachers at different stages in
their career cycles as is shown in section 5.8. This time this statement appeared higher
up the scale. Although respondents still tended to disagree with this statement,
respondents agreed more strongly with this statement than with the statements
regarding finding planning a programme a nuisance, difficult or daunting. This could
be because this group of teachers have implemented so many new programmes in
recent years that they are tiring of the new programmes being introduced into schools,
a point raised by principals in the additional comments sections of their questionnaires
and also raised by Hargreaves, Earl and Ryan in their shady of the implementation of a

new programme.36:1

365Andy Hargreaves, Loma Earl and Jim Ryan, (1996), Schoolingfor Change:
reinventing educationfor early adolescents, p. 157.
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Table 5.30

The Ratings of Teachers in School F for the Attitude Statements

Total Mean
Statement Disagree ...Arpree Rating Rating
1 2 3 4 5 Max100

Respondents tended to agreed with...

1find planning a programme challenging 0O 1 5 8 6 79 3.95

1found planning a programme daunting atfirs 2 0 3 9 6 77 3.85

1find planning a programme difficult 2 3 2 10 3 69 3.45

1find planning a programme encourages

teamwork in my school 1 2 9 5 3 67 3.35

1find planning a programme rewarding 1 3 9 3 4 66 3.3

1find planning a programme enjoyable 4 2 3 7 4 65 3.25

1find planning a programme a pleasant

change from teaching mandated programmes 3 3 6 5 3 62 31
Respondents tended to disagree with...

1still find planning a programme daunting 5 2 4 8 1 58 2.9

1find planning a programme a nuisance 7 1 4 5 3 56 2.8

1would rather stick to the traditional

Leaving Cert. 11 2 3 2 2 42 2.1

It would appear from these results that teachers in a school which had not
implemented any additional optional programmes had different attitudes to teaching
the Transition Year Programme. Notably, of the top three statements on this list, two
were negative. This indicates that these respondents found planning and teaching a
Transition Year module challenging, difficult and daunting at first. There are
statistically significant differences in the means when the mean value of the three
statements rated highest are compared with the bottom four statements on the table.
This suggests that there is a statistically significantly higher level of agreement with the
statement regarding finding the programme challenging and with the negative
statements regarding finding planning a programme "‘difficult'" and *‘daunting at first'*
than with the last four statements on the table - including the positive statement
referring to the finding the programme a pleasant change from teaching mandated

programmes.
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To compare the responses of teachers in both groups a comparison of the means can
be applied to the data. This bivariate analysis gives additional information on the

statistical significance if any of the differences between the mean scores of each group

for each factor.

Table 5.31
A Comparison of Responses Teachers in Schools C/D Vs. School F

Regarding the Attitude Statements

Statement Mean Ratings Mean Ratings
Schools C/D School F
1find planning a programme challenging 3.61 3.95
1find planning a programme encourages
teamwork in my school 3.59 3.35
1find planning a programme rewarding 3.2 3.3
1find planning a programme a pleasant
change from teaching mandated programmes 3.2 31
Ifind planning a programme enjoyable 3.5 3.25
1found planning a programme daunting at first 2.4 3.85
1find planning a programme difficult 211 3.45
1still find planning a programme daunting 2.22 2.9
1find planning a programme a nuisance 15 2.8
1would rather stick to the traditional
Leaving Cert. 2.27 21

These results illustrate marked differences on a number of points. The largest

differences appear for the following statements:

"l found planning a programme daunting at first'"" - Those teachers in school F rated
this statement much more highly than did those in schools C and D (3.85 Vs. 2.4).
This indicates that the more programmes a school implements and the more experience

staff members become at developing new programmes, the less daunting it becomes.

"1 find planning a programme difficult’ - Again those teachers in school F rated this
statement much more highly than did those in schools C and D (3.45 Vs. 2.11). This

suggests that those teachers with little experience of developing and implementing new
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programmes found planning a Transition Year Programme for their students much
more difficult than those who had experienced the implementation of other new
programmes. This may reflect the increase in personal skills developed while
implementing other programmes, supporting the view of Michael Murray mentioned at
the start of this section.

"l still find planning a programme daunting” - Again, those teachers in school F rated
this statement more highly than did those in schools C and D (2.9 Vs. 2.22). This
indicates that those teachers in schools C and D disagreed with this statement more
strongly than those in school F and suggests that those teachers new to programme
planning find planning daunting for longer than those who have experience of new
programme implementation.

"l find planning a programme a nuisance" - Yet again, those teachers in school F rated
this statement much more highly than did those in schools C and D (2.8 - 1.5). This
indicates that those teachers in schools C and D disagreed more strongly with this
statement than those in school F.

When the mean values of the responses of the teachers in schools C/D and in school F
are compared, statistically significant differences are shown for three ofthe statements:
- "I found planning a programme daunting at first" - Teachers in school F agreed with
this statement significantly more strongly than those in school C/D suggesting that
familiarity with implementing new programmes means that implementation of the
Transition Year Programme seems less daunting when first introduced.

- "I find planning a programme a nuisance" - Teachers in school F agreed significantly
more strongly with this statement than with those in schools C/D.

- "I find planning a programme difficult" - Teachers in school F agreed significantly
more strongly with this statement suggesting that implementation is more difficult for
those not used to implementation.

Despite apparently higher levels of agreement, the mean ratings for these statements
were below three - suggesting that the differences are confined to the level of

disagreement only.
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5.7.2 A Comparison of the Responses of Teachers in Schools C/D and Teachers

in School F Regarding the Factors Affecting Implementation:

The responses to the question regarding the factors affecting implementation of the

programme at school level are also analysed in a similar way.

Table 5.32

The Responses of Teachers in School C/D Regarding the Factors
Affecting Implementation at School Level

Totals Mean

Factor Unimportant ...Important Ratings Ratings
1 2 3 4 5 Maxs90

Pupils' perception of programme 0 0 0 3 15 87 4.83
Support of parents 0 0 0 3 15 87 4.83
Equipment available in school 0 0 1 2 15 86 4.78
Support of Principal 0 0 0 5 13 85 4.72
Inservice training 0 0 1 5 12 83 4.61
Teachers' attitude to change 0 0 1 5 12 83 461
Dept, of Ed. support 0 0 1 5 12 83 461
Funding 0 0 2 4 12 82 4.56
Teacher motivation 0 0 1 6 1 82 4.56
Resources for new programme 0 0 0 8 10 82 4.56
Extra time for planning 0 0 3 2 13 82 4.56
Team work among staff members 0 0 0 10 8 80 4.44
Curriculum dev. assistance 0 0 2 6 10 80 4.44
Willingness of staff to change 0 0 3 5 10 79 4.39
Public status of new course 0 0 3 7 8 77 4.28
Support of other staff members 0 0 4 6 8 76 4.22
Support of community members 1 1 2 7 7 72 4
Whether school is used to change 0 2 6 2 8 70 3.89
Teaching experience of staff 1 3 3 8 3 63 3.5
Size of school 3 2 10 3 0 49 2.72
Academic success of the school 3 7 5 0 3 47 2.61
Social background of students 4 8 3 1 12 43 2.39
Academic ability of students 5 5 5 2 1 43 2.39
Average age of teaching staff 7 1 9 0 1 41 2.28
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Teachers in schools C and D rated ""Pupil perception of the programme™ and **Support
of parents™ the most important factors in the implementation of programmes at school
level followed by "Equipment available”™ and *‘Support of the principal”. These
responses coincide with those given by the total respondent group of seventy teachers.
The bottom five factors also coincide with the responses of the total respondent group.
There are statistically significant differences between the mean values of the top eleven
factors and any of the bottom seven factors on the table.

Table 5.33

The Responses of Teachers in School F Regarding the Factors
Affecting Implementation at School Level

Total Mean
Factor Unim portant....... .Important Ratings Ratings
1 2 3 4 5 Max=100

Willingness of staff to change 0 0 1 1 18 98 4.9
Teacher motivation 0 0 0 3 17 97 4.85
Pupils' perception of programme 0 0 0 4 16 96 4.8
Resources for new programme 0 0 0 6 14 94 4.7
Support of parents 0 0 1 5 14 93 4.65
Support of Principal 0 0 3 2 15 93 4.65
Teachers' attitude to change 0 0 0 7 13 93 4.65
Support of other staff members 0 1 1 3 15 92 4.6
Equipment available in school 0 0 0 9 1 91 4.55
Inservice training 0 0 4 2 14 90 4.5
Team work among staff members 0 0 1 8 11 20 4.5
Dept, of Ed. support 0 1 2 4 13 89 4.45
Funding 0 1 3 5 1 86 4.3
Extra time for planning 0 0 5 6 9 84 4.2
Curriculum dev. assistance 0 1 1 12 6 83 4.15
Public status of new course 0 2 4 3 1 83 4.15
Whether school is used to change 0 1 8 4 7 77 3.85
Support of community members 0 4 8 2 6 70 3.5
Teaching experience of staff 0 6 5 7 2 65 3.25
Size of school 3 5 2 6 4 63 3.15
Average age of teaching staff 3 3 9 2 3 59 2.95
Academic success of the school 5 4 5 4 2 54 2.7
Academic ability of students 8 7 3 0 2 41 2.05
Social background of students 9 8 0 1 2 39 1.95

Three of the four top factors on the list formed by the responses of teachers from

school F are different to the top four factors suggested by teachers in schools C/D.
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The factor shared by both is "Pupil perception of the programme™. Those factors
which rate higher than 4.45 on the importance scale are rated statistically significantly
more important than those below the 3.85 level. It is worth noting that the variance
figures calculated in the process of calculating the statistical significance of mean
values are low for those ten factors at the top of the table. Low variance figures
suggest that there is a high level of consensus among staff members on the importance
of these factors in implementation.

A comparison of the responses from teachers in both groups is useful in exploring the

differences, if any.
Table 5.34

A Comparison of the Responses of Teachers in Schools C/D Vs. School F
Regarding the Factors Affecting Implementation at School Level

Factor Mean Ratings Mean Ratings
Schools C/D School F
Pupils' perception of programme 4.83 4.8
Support of parents 4.83 4.65
Funding 4.56 4.3
Teacher motivation 4.56 4.85
Equipment available in school 4.78 4.55
Inservice training 461 4.5
Support of Principal 4.72 4.65
Resources for new programme 4.56 4.7
Willingness of staff to change 4.39 4.9
Teachers’ attitude to change 461 4.65
Dept, of Ed. support 461 4.45
Support of other staff members 4.22 4.6
Team work among staff members 4.44 45
Extra time for planning 4.56 4.2
Curriculum development assistance 4.44 4.15
Support of community members 4 35
Public status of new course 4.28 4.15
Whether school is used to change 3.89 3.85
Teaching experience of staff 3.5 3.25
Size of school 2.72 3.15
Average age of teaching staff 2.28 2.95
Social background of students 2.39 1.99
Academic ability of students 2.39 2.05

Academic success of the school 2.61 2.7
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The factors which show the largest differences in their position in the table include:

- Willingness of staffto change - this factor was rated first by teachers in school F and
fourteenth by teachers in schools C/D suggesting that teachers unaccustomed to
change feel that this is a much more important factor than those in schools C/D where
the teachers are more accustomed to change.

- Teacher motivation - this factor is rated second by teachers in school F and ninth by
teachers in schools C/D. This factor is related to staff willingness to change which is
also rated significantly higher by teachers in school F as shown above.

- Resources for the programme - this factor is rated fourth by teachers in school F and
tenth by teachers in schools C/D suggesting that teachers unaccustomed to change feel
that this is a much more important factor than those in schools C/D where the teachers
are more accustomed to change. This indicates that teachers who were unaccustomed
to change were more dependent on resources for the new programme.

- Support of other staff members - teachers in school F also rated this factor much
higher on the importance scale - rating it eighth as opposed to sixteenth on the scale
formed from the responses of teachers in schools C/D.

In contrast, "Equipment available in the school"” was rated higher by teachers in
schools C/D than those in school F.

Only the difference between the mean values applied to "willingness of the staff to

change™ are statistically significantly different.

5.8 Analysis of Career Cycle Effects

It has been suggested that age and years of teaching experience are among the factors
which affect the personal attitudes of teachers towards innovation in schools. Michael
Fullan uses the terms "career cycle™ and "teacher biography™" as collective names for

these factors maintaining that “the stage in life and career that teachers are at, and the
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effect this has on their confidence in their own teaching, their sense of realism and their
attitudes to change" are important considerations.366

As mentioned at the beginning of this chapter, there is a high correlation between years
teaching experience and the age of the respondents in this study. Due to this high
correlation, analysing both sets of figures would yield almost identical results. Instead,
an analysis of those with different levels of experience of teaching Transition Year
classes along with the analysis of age effects appears more beneficial.

In order to investigate this aspect of the implementation of the Transition Year
Programme in the six schools studied, the responses of teachers are divided into
categories depending on age and years of experience teaching the Transition Year
Programme to see if there are any differences in their responses regarding their
personal attitudes to teaching the programme and the factors they feel are necessary
for the successful implementation of the Transition Year Programme at school level.
Analysis consists of:

- A comparison of responses of 21-29 year olds with over 45 year olds regarding the
factors affecting implementation and personal attitudes to teaching the programme.

- A comparison of responses of those with one or two years experience teaching
Transition Year Programme with those who have three or more years experience of
the programme regarding the factors affecting implementation and personal attitudes

to teaching the programme.

366Michael Fullan and Andy Hargreaves, (1992), What's Worth Fightingfor inyour
School?, p.36
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5.8.1 A Comparison of the Responses of Teachers Aged 21-29 years and
Teachers Aged Over 45 years Regarding the Factors Affecting
Implementation and Personal Attitudes to Teaching the Programme:

Table 5.35 shows that the positive statements are rated highly by respondents in the

21-29 years age range. Again, low variance values for the mean ratings for each factor

suggest high levels of consensus among respondents regarding the statements listed.

Table 5.35
The Ratings of Teachers Aged 21-29 for the
Attitude Statements (25 Respondents)
Statement Disagree Ariree  Rating Rating

1 2 3 4 5 Max=125
Respondents tended to agree with....
1find planning a programme challenging 0 1 7 10 7 98 3.92
1find planning a programme encourages

leamwork in my school 2 2 4 10 7 93 3.72
1find planning a programme a pleasant

change from teaching mandated programmes 1 3 8 9 4 87 3.48
1find planning a programme rewarding 0 5 8 9 3 85 3.4
1find planning a programme enjoyable 1 3 10 7 4 85 3.4
1find planning a programme difficult 2 5 6 9 3 81 3.24
1found planning a programme daunting at first 5 2 7 8 3 77 3.08

Respondents tended to disagree with....

1still find planning a programme daunting 9 3 8 5 0 59 2.36
1find planning a programme a nuisance 12 5 3 5 0 51 2.04
Iwould rather stick to the traditional

Leavina Cert. 1 8 5 1 0 46 1.84

In the case of these responses, teachers tended to agree with seven of the statements
including two negative ones. In contrast, the respondents in the over 45 years age
group, whose results are shown in table 5.36, rated the positive statements in the
"agreement’* half of the table and the negative statements in the "‘disagreement' half of

the table.
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Table 5.36
The Ratings of Teachers Aged Over 45 for the
Attitude Statements (10 Respondents)
Total Mean
Statement Disagree ...Arree Total Rating Rating

1 2 3 4 5 Max = 50

Respondents tend to agree with....

1find planning a programme challenging 0O 0 2 4 4 42 4.2
1find planning a programme rewarding 1 0 2 3 4 39 3.9
1find planning a programme a pleasant

change from teaching mandated programmes 1 0 3 3 3 37 3.7
1find planning a programme enjoyable 2 o 2 2 4 37 3.7

1find planning a programme encourages
teamwork in my school 0 1 4 4 1 35 35

Respondents tend to disagree with....

1found planning a programme daunting at first 3 1 3 0 3 29 2.9
1find planning a programme difficult 2 2 3 1 2 29 2.9
1still find planning a programme daunting 4 1 2 2 1 25 2.5
1find planning a programme a nuisance 6 0 1 1 2 23 2.3
Iwould rather stick to the traditional

Leaving Cert. 5 1 3 0 1 21 2.1

Analysis of the mean ratings allows a comparison of the responses of the two groups.
Table 5.37
A Comparison of Personal Attitudes of Teachers in the 21-29 Age

Group and those in the Over 45 Age Group

Statement 21-29 years Over 45 Years
Mean Ratings Mean Ratings

| find planning a programme challenging 3.92 4.2
| find planning a programme encourages

teamwork in my school 3.72 3.5
| find planning a programme a pleasant

change from teaching mandated programmes 3.48 3.7
| find planning a programme rewarding 3.4 3.9
| find planning a programme enjoyable 3.4 3.7
| find planning a programme difficult 3.24 29
| found planning a programme daunting at first 3.08 29
| still find planning a programme daunting 2.36 2.5
| find planning a programme a nuisance 2.04 2.3

| would rather stick to the traditional
Leaving Cert. 1.84 21
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These figures show a high correlation between the attitudes of teachers in the 21-29
years age range and those in the over 45 years age range. Both have the same items at
the top of the list and at the bottom of the list suggesting agreement on the same
issues. Small differences occur on the statements regarding finding teaching the
programme rewarding and enjoyable. Respondents in the over 45 years age range
rated these statements more highly than those in the 21-29 years age range. It would
also appear that the younger respondents found planning more daunting at first than
their older colleagues and also found planning a programme more difficult than older
teachers. At the same time, older teachers agreed more strongly with the statements
regarding finding the teaching of the programme a nuisance and preferring to stick to
the traditional Leaving Certificate programme. It must be noted that these differences
occurred in the area of the table marked "disagree" in general, meaning that the
respondents did not agree to any great extent with these sentiments. Differences are
only in degree of disagreement. There are no statistically significant differences
between the means for any of the statements. This suggests that age is not a factor
which affects teacher attitude to implementation of a new programme.

These results do not support the suggestion from some researchers that older teachers
are more averse to imiovation. In fact, the older group of teachers rated the positive

statements higher than the younger teachers on four of the five positive statements.

The following table illustrates the ratings of teachers in the 21-29 years age range
regarding the factors affecting the implementation of the Transition Year Programme

at school level.
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Table 5.38

The Responses of Teachers Aged 21-29 Regarding the Factors Affecting
Implementation (25 Respondents)

Total Mean

Factor Jnim portant......... Ratings Ratings
1 2 3 4 5 Max=125

Pupils' perception of programme 0 0 2 1 22 120 4.8
Support of parents 0 0 0 7 18 118 4.72
Funding 0 0 3 4 18 115 4.6
Teacher motivation 0 0 1 9 15 114 4.56
Equipment available in school 0 0 2 7 16 114 4.56
Inservice training 0 0 4 3 18 114 4.56
Support of Principal 0 1 2 5 17 113 4.52
Resources for new programme 0 0 2 8 15 113 4.52
Willingness of staff to change 0 1 2 5 17 113 452
Teachers' attitude to change 0 0 1 1 13 112 4.48
Dept, of Ed. support 0 1 1 8 15 112 4.48
Support of other staff members 0 0 5 4 16 111 4.44
Team work among staff members 3 0 1 3 18 108 4.32
Extra time for planning 0 0 4 9 12 108 4.32
Curriculum dev. assistance 2 0 2 10 1 103 4.12
Support of community members 0 3 8 3 11 97 3.88
Public status of new course 0 0 10 9 6 96 3.84
Whether school is used to change 0 4 10 4 7 89 3.56
Teaching experience of staff 1 5 9 6 4 82 3.28
Size of school 7 6 7 1 4 64 2.56
Average age of teaching staff 7 5 10 3 0 59 2.36
Social background of students 8 4 10 3 0 58 2.32
Academic ability of students 8 4 11 2 0 57 2.28
Academic success of the school 1 5 6 1 2 53 2.12

The results in this table indicate that in common with the results from all seventy
respondents, this group of teachers rated pupil perception of the programme the most
important factor affecting the implementation of the new programme. "Funding" and
"Support of the principal” were rated significantly higher while "Resources for the new
programme™ was rated slightly lower.

Table 5.39 shows the ratings of those teachers in the over 45 years age bracket in

regard to the factors affecting implementation at school level.
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Table 5.39
The Responses of Teachers Aged Over 45 Regarding the Factors

Affecting Implementation (10 Respondents)

Total Mean
Factor Unimportant....... Important Ratings Ratings
1 2 3 4 5 Max 50
Pupils' perception of programme 0 0 0 1 9 49 4.9
Teacher motivation 0 0 0 2 8 48 4.8
Teachers' attitude to change 0 0 0 3 7 47 4.7
Support of Principal 0 0 1 2 7 46 4.6
Support of parents 0 0 0 4 6 46 4.6
Dept, of Ed. support 0 0 1 2 7 46 4.6
Resources for new programme 0 0 0 5 5 45 4.5
Support of other staff members 0 0 1 3 6 45 4.5
Willingness of staff to change 0 0 1 4 5 44 4.4
Equipment available in school 0 0 0 6 4 44 4.4
Public status of new course 0 0 1 4 5 44 4.4
Team work among staff members 0 0 0 8 2 42 4.2
Support of community members 0 0 2 4 4 42 4.2
Inservice training 0 0 3 3 4 41 41
Curriculum dev. assistance 0 1 0 6 3 41 4.1
Extra time for planning 0 0 4 3 3 39 3.9
Funding 0 0 2 3 5 37 3.7
Whether school is used to change 0 0 2 4 4 36 3.6
Size of school 1 2 3 3 1 33 3.3
Average age of teaching staff 0 3 4 2 1 31 31
Teaching experience of staff 0 0 2 7 1 25 2.5
Academic success of the school 3 2 3 1 1 25 25
Academic ability of students 3 4 1 0 2 24 2.4
Social background of students 4 3 1 0 2 23 2.3

While agreeing on the most important factor - pupil perception of the programme -
there are differences in the remainder of the top five factors, with the two sets of
respondents differing on three of the top five factors affecting implementation at
school level.

For the purposes of comparison, the mean scores from both groups are analysed.
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Table 5.40
A Comparison of the Responses of Teachers in both Age Groups

Regarding the Factors Affecting Implementation

Mean Values Mean Values
Factor 21-29 years Over 45 years
Pupils' perception of programme 4.8 4.9
Teacher motivation 4.56 4.8
Teachers' attitude to change 4.48 4.7
Support of Principal 452 4.6
Support of parents 4.72 4.6
Dept, of Ed. support 4.48 4.6
Resources for new programme 4.52 4.5
Support of other staff members 4.44 4.5
Willingness of staff to change 452 4.4
Equipment available in school 4.56 4.4
Public status of new course 3.84 4.4
Team work among staff members 4.32 4.2
Support of community members 3.88 4.2
Inservice training 4.56 41
Curriculum development assistance 4.12 4.1
Extra time for planning 4.32 3.9
Funding 4.6 3.7
Whether school is used to change 3.56 3.6
Size of school 2.56 3.3
Average age of teaching staff 2.36 31
Teaching experience of staff 3.28 2.5
Academic success of the school 2.12 2.5
Academic ability of students 2.28 2.4
Social background of students 2.32 2.3

These figures also show high correlation between the responses of teacher in the 21-29
years age bracket and those in the over 45 years age bracket. Areas in which responses
differed significantly include the following:

Funding - funding was rated more important by those teachers in the 21-29 years age
bracket than by those in the over 45 years age bracket. For those in the 21-29 years
age bracket funding was the third highest factor on the importance scale. For those in
the over 45 years age bracket, funding was ranked factor seventeen on a list of twenty-
four factors. The mean values are 4.6 for the 21-29 years age group and 3.7 for the

over 45 years age group.
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Average age ofteaching staff - teachers in the 21-29 years age bracket did not feel that
this was as significant a factor as those in the over 45 years age bracket did (2.36 Vs
3.1).

Teaching Experience of Staff - this time the reverse was true. Teachers in the 21-29
years age bracket felt that this was a more important factor than those in the over 45
years age bracket did (3.28 Vs 2.5).

Size of school - teachers in the 21-29 bracket felt that this was a less important factor
than those in the over 45 years age bracket (2.56 Vs. 3.3).

It is worth noting that the factor entitled "Pupil perception of the programme™ scored
120 and 123 out of a possible 125. In agreement with the scale showing the results of

all seventy respondents, this is the most important factor for teachers.

Statistically significant differences between the mean values applied to each factor by
both groups are shown in only two cases. These are:
- funding - which is rated significantly higher by teachers in the 21-29 years age
range and
- teaching experience - which is rated significantly higher by teachers in the
21-29 years age group.
Despite these differences, twenty-two of the twenty-four factors show no statistically
significant differences between the means applied by teachers in the 21-29 years age
range and those in the over 45 years age range suggesting that age does not
significantly affect perceptions of the factors teachers feel are necessary for the

successful implementation of a new programme.

5,8.2 A Comparison of the Responses of Teachers with One or Two years
Experience Teaching Transition Year Classes and Teachers who have
Three or More Years Experience Regarding the Factors Affecting

Implementation and Personal Attitudes to Teaching the Programme:
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Table 5.41 shows the ratings applied to the personal attitudes scale by those teachers

who had one or two years experience of teaching the Transition Year Programme.

Table 5.41

Personal Attitudes to Teaching the Transition Year Programme -
Statements Rated by Teachers with One or Two years Experience Teaching
Transition Year Classes (44 Respondents)

Total Mean

Statement Disagree ..Acree Rating Ratings
1 2 3 4 5 Max=220

1find planning a programme challenging 17 4 9 10 4 169 3.84
1find planning a programme encourages

teamwork in my school 2 4 15 15 8 155 3.52
1find planning a programme rewarding 0O 7 19 12 6 149 3.39
1find planning a programme a pleasant

change from teaching mandated programmes 5 4 14 14 7 146 3.32
1find planning a programme enjoyable 4 6 13 12 9 148 3.36
1found planning a programme daunting at first 11 2 10 11 10 139 3.16
1find planning a programme difficult 8 7 12 13 4 112 2.55
1still find planning a programme daunting 17 4 9 10 4 112 2.55
1would rather stick to the traditional

Leaving Cert. 20 6 10 5 3 97 2.2
ifind planning a programme a nuisance 23 7 7 5 2 88 2

Again, the positive statements were rated higher on the agreement scale than the
negative statements. One notable difference between this table and the tables formed
by the responses of those of teachers divided by age and by the responses of the
seventy respondents in total, is the position of the last two statements. The statement
"I find planning a programme a nuisance" is the statement agreed with least by
respondents, replacing "l would rather stick to the traditional Leaving Cert." which is
rated second from the bottom. This suggests that teachers with one or two years
experience of teaching the Transition Year Programme disagreed less strongly with
this statement than did the respondent population in total. The difference in the means

is not statistically significant.
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Table 5.42 shows the personal attitude ratings of teachers with three or more years

experience ofteaching the Transition Year Programme.

Table S.42
Personal Attitudes to Teaching the Transition Year Programme
- Statements Rated by Teachers with Three or More Years Experience Teaching
Transition Year Classes (26 Respondents)

Total Mean
Statement Disagree ..Afi ree Rating Rating
1 2 3 4 5 Max=130

1find planning a programme challenging 1 1 7 11 6 98 3.77
1find planning a programme rewarding 1 4 5 12 4 92 3.54
1find planning a programme a pleasant

change from teaching mandated programmes 1 4 6 11 4 91 3.5

1find planning a programme encourages

teamwork in my school 2 2 9 4 89 3.42
1found.planning a programme daunting at first 2 5 8 6 89 3.42
1find planning a programme enjoyable 1 3 12 7 3 86 3.31
1find planning a programme difficult 3 9 8 5 1 70 2.69
1still find planning a programme daunting 7 5 8 6 0 65 2.5

1find planning a programme a nuisance 7 9 5 4 1 61 2.35
1would rather stick to the traditional

Leaving Cert. i5 4 4 0 3 50 1.92

Yet again, the same positive statements are rated highly in the table while the negative
statements are rated lower. For comparison, the mean values applied to each statement
by teachers who had three or more years teaching Transition Year classes are
compared with those applied by teachers who had one or two years experience. The
results are shown in table 5.43.

These results show a very high correlation between the responses of teachers with one
or two years experience teaching Transition Year classes and those who had been
teaching Transition Year classes for three or more years. The areas these groups
differed on, however marginally, were the two lowest rated statements, both in the
"disagree” section, meaning that differences are only in the level of disagreement and

the statement which reads "I found planning the programme daunting at first.”
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Teachers who had three or more years experience teaching the programme agreed
with this statement slightly more than those with one or two years experience. Both
sets of respondents rated this statement higher than three on a five point scale
suggesting agreement.

Table 5.43

A Comparison of the Responses of Those Teaching Transition Year Classes for
One or Two Years and Those Teaching Transition Year Classes for three or
More Years Regarding Personal Opinions of Teaching the
Transition Year Programme

Statement 1/2 yrs experience 3 + yrs experience
teaching TY teaching TY
Mean Ratings Mean Ratings

1find planning a programme challenging 3.84 3.77

1find planning a programme encourages

teamwork in my school 3.52 35

1find planning a programme rewarding 3.39 3.54

1find planning a programme a pleasant

change from teaching mandated programmes 3.32 3.42

1find planning a programme enjoyable 3.36 3.31

1found planning a programme daunting at firs 3.16 3.42

| find planning a programme difficult 2.55 2.69

1still find planning a programme daunting 2.55 2.5

1find planning a programme a nuisance 2 2.35

1would rather stick to the traditional

Leavingbert. 2.2 1.92

Teachers who had just started teaching the programme agreed more with the
statements "I find teaching the programme a nuisance” and "l would rather stick to the
traditional Leaving Cert." than those who had been teaching the programme for more
than three years. This would suggest a more negative attitude from those teachers who
were relatively new to the programme and is perhaps because of lack of confidence on
the part of the teachers who are new to the programme and lack of familiarity with
new teaching methods and content.

These small differences are not statistically significant when the d values are calculated
for each pair of factors in this table. Again, none of the statements had summed or

mean ratings in the strongly agree or strongly disagree sections ofthe scale.
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The responses of both groups regarding the factors affecting implementation are
analysed in a similar way. Table 5.44 shows the responses ofteachers with one or two
years experience teaching Transition Year classes with regard to the factors necessary

for the successful implementation of the programme.

Table 5.44

The Responses of Teachers with One or Two Years Experience Teaching
Transition Year Classes Regarding the Factors Affecting Implementation of the
Transition Year Programme at School Level (26 Respondents)

Factor Unimportant.... ..Important Totals Means
Max=220
Pupils' perception of programme 0 0 2 9 33 207 4.7
Support of Principal 0 0 2 10 32 206 4.68
Teacher motivation 0 0 1 13 30 205 4.66
Support of parents 0 1 1 12 30 203 461
Inservice training 0 0 5 8 31 202 4.59
Willingness of staff to change 0 0 4 12 28 200 4.55
Resources for new programme 0 0 1 19 24 199 4.52
Equipment available in school 0 0 5 1 28 199 4.52
Team work among staff members 0 0 2 19 23 197 4.48
Funding 0 1 7 9 28 197 4.48
Extra time for planning 0 0 7 9 28 197 4.48
Support of other staff members 0 1 5 1 27 196 4.45
Teachers’ attitude to change 0 0 4 17 23 195 4.43
Curriculum dev. assistance 0 0 6 14 24 194 441
Dept, of Ed. support 0 1 4 16 23 193 4.39
Public status of new course 1 0 13 17 13 173 3.93
Support of community members 1 3 14 1 15 168 381
Whether school is used to change 1 6 14 9 14 161 3.66
Teaching experience of staff 0 8 12 16 8 156 3.55
Size of school 10 7 13 7 7 126 2.86
Academic ability of students 9 10 15 6 4 118 2.68
Social background of students 10 13 1 6 4 113 2.57
Academic success ofthe school 11 13 14 3 3 106 241
Average age of teaching staff 14 7 18 2 3 105 2.39

A group of factors similar to those appearing on the scale formed by the responses of

teachers in the total respondent group appear at the top and bottom of this table.
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Again, "pupil perception of the programme”, "support of the principal™ and "teacher
motivation™ are regarded as the most important factors. A similar pattern is seen in the

responses of teachers with three or more years Transition Year experience.

Table 5.4S

The Responses of Teachers with Three or More Years Teaching Transition Year
Classes Regarding the Factors Affecting Implementation of the Transition Year
Programme at School Level (26 Respondents)

Factor Unimportan ......... Important Totals Means
Max=130
Pupils' perception of programme 0 0 1 5 20 123 4.73
Funding 0 0 2 5 19 121 4.65
Support of Principal 0 1 2 3 20 120 4.6
Dept, of Ed. support 0 0 1 9 16 119 4.58
Teacher motivation 0 0 2 8 16 118 4.54
Support of parents 0 0 2 9 15 117 4.5
Team work among staff members 1 0 1 7 17 117 4.5
Resources for new programme 0 1 1 10 14 115 4.42
Support of other staff members 0 1 4 4 17 115 4.42
Teachers' attitude to change 0 0 2 11 13 115 4.42
Inservice training 0 0 5 6 15 114 4.38
Willingness of staff to change 0 1 1 1 13 114 4.38
Equipment available in school 1 0 1 10 14 114 4.38
Extra time for planning 0 0 4 12 10 110 4.23
Public status of new course 0 3 6 6 1 103 3.96
Curriculum dev. assistance 1 1 2 17 5 102 3.92
Whether school is used to change 0 1 9 7 9 102 3.92
Support of community members 0 3 9 8 6 95 3.65
Teaching experience of staff 17 6 10 7 2 81 3.12
Average age of teaching staff 5 4 9 5 3 79 3.04
Size of school 6 7 6 3 4 70 2.69
Academic success of the school 7 6 6 5 2 67 2.58
Academic ability of students 7 1 7 0 1 55 2.12
Social background of students 7 12 6 0 1 54 2.08

A comparison of the mean values reveals the significant differences, if any
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Table 5.46

A Comparison of the Responses of Those Teaching Transition Year Classes for
One or Two Years and Those Teaching Transition Year Classes for Three or
More Years Regarding the Factors Affecting Implementation

Factor 1/2 yrs 3+ yrs
Teaching TY Teaching TY
Mean Values Mean Values

Pupils’ perception of programme 4.7 4.73
Support of Principal 4.68 4.6
Teacher motivation 4.66 4.54
Support of parents 4.61 4.5
Inservice training 4.59 4.38
Resources for new programme 4.55 4.42
Willingness of staffto change 4.52 4.38
Team work among staff members 4.52 4.5
Dept, of Ed. support 4.48 4.58
Equipment available in school 4.48 4.38
Funding 4.48 4.65
Support of other staff members 4.45 4.42
Teachers' attitude to change 4.43 4.42
Extra time for planning 441 4.23
Curriculum development assistance 4.39 3.92
Public status of new course 3.93 3.96
Support of community members 3.81 3.65
Whether school is used to change 3.66 3.92
Teaching experience of staff 3.55 3.12
Size of school 2.86 2.69
Average age of teaching staff 2.68 3.04
Academic ability of students 2.57 2.12
Academic success of the school 241 2.58
Social background of students 2.57 2.08

Low variance figures are calculated here for teaching experience of staff and teacher
attitude towards change. Again, these figures show a high correlation between the
responses of those teachers who had one or two years experience teaching the
Transition Year Programme and those who had three or more years experience of
teaching the programme. The factors they differed on were, again, those lower down
on the agreement scale. These included:

Curriculum development assistance - teachers who had been teaching the programme
for only one or two years rated curriculum assistance more highly than those who had

been teaching the programme for three or more years. This stands to reason as
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curriculum development assistance would be especially important to those teachers
new to the programme.

Teaching experience of staff - teachers who had one or two years experience rated this
as a more important factor than those with three or more years experience.

Average age of staff - the reverse was true in the case of this factor. Those w'ho had
more than three years experience rated age as a more important factor than those who
were relatively new to the programme.

Academic ability of students - the less experienced teachers rated this as more
significant than did those teachers who had three or more years experience teaching
the Transition Year Programme. The same was true of the social background of
students.

Funding - teachers with three or more years experience rated funding more highly than
those who had been teaching the programme for one or two years.

Statistically significant differences between the means occur for three of the factors.
These are:

- Curriculum development assistance was rated significantly higher by
teachers who had been teaching the programme for only one or two
years.

- Average age ofteaching staffwas rated significantly higher by
teachers who had been teaching the programme for three or more
years.

- Academic ability of students was rated significantly higher by teachers

with only one or two years experience teaching the programme.

Overall, the greatest differences between both sets of teachers are for the factors rated
lower down on the importance scale and in the statements generally in the
"disagreement" region attitude scale. Teachers in both groups generally agreed on the
factors most important in the implementation process. These were "Pupil perception

of the programme", "Teacher motivation”, "Support of parents” and "Support of the
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principal”. Both groups generally agreed with the positive statements regarding
personal attitudes towards teaching the programme. These findings would suggest that
any differences in responses due to career stage effects are very minor and would not

cause a significant impact on the change process in the school.

5.9 Summary of Findings

Dissemination

The materials used in the dissemination of the Transition Year Programme are the
Department of Education Transition Year Guidelines and the Department of
Education Transition Year Resource Folder. From the results of the primary research
it would appear that the Department of Education Guidelines were useful in the initial
dissemination of the programme in that they are used in planning by principals and co-
ordinators and are rated quite highly by users. In general the Guidelines are not used
day-to-day. The Department of Education Folder is also rated highly by users. This
resource was used both in the planning and in the day-to-day running of the
programme by co-ordinators but less so by principals and teachers. While useful in
dissemination, neither was used to any great degree by Transition Year teachers

indicating that neither is regarded as a teaching resource.

Inservice Training

Despite the fact that inservice training was rated as "good" overall by teachers, none of
the individual topics was rated as "very good" with only one topic - "Rationale and
Philosophy of the Programme™ falling into the "good" category. This suggests that the
dissemination function - regarding the introduction to the programme - of the inservice
provided was fulfilled. Most of the inservice topics fell into the "fair" category. Ninety-
seven percent of respondents remarked that inservice should be ongoing. Correlation

was shown between those factors which were not well covered by inservice training
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and those mentioned in the questionnaires as areas in which inservice is required by
those who had not participated in inservice. These included teaching methodology,
designing a programme and resources.

The most significant finding in regard to inservice training is that a very low
percentage of those teachers surveyed had participated in inservice training. Only
eighteen of the seventy respondents (25.7%) had received any training. This would
suggest that, as many schools have begun to offer the programme since the original

inservice programme in 1994/95, further inservice is required.

Department of Education Support for the Transition Year Programme

Teachers did not rate Department of Education support for the programme highly. Of
a possible 350 marks from seventy teachers, rating the factors on a five point scale,
none of the five types of support even reached the half way mark, 175. The highest
mark achieved was by "funding”, which was assigned 167 points out of 350. The
lowest rating was for "extra planning time". When asked which types of support were
most important, teachers felt that "funding” and "teaching materials” were most
important. As teaching materials were rated second on the list of actual support
provision, it would appear that the types of support deemed most important by
respondents are those which are provided to the greatest extent. Despite this, it is
important to note the gap between the perceived importance of the different types of
support and the actual provision of these types of support. Teaching materials and
funding were both rated 319 on the importance scale while they rated only 160 and
167 respectively on the actual provision scale.

On the importance scale, principals and co-ordinators rated "curriculum assistance"
and "funding"” most important followed closely by the remaining three types of
support. All three groups of respondents agreed that "extra planning time" was the
type of support provided least adequately. This has some significance, as many
respondents stressed the importance of planning ahead and meeting throughout the

year to co-ordinate and evaluate the programme.
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The Transition Year Support Team

The Transition Year Support Team is recognised as being a valuable resource by
principals and co-ordinators. All six principals and all five co-ordinators had availed of
the services of the TYST while only 38.6% of teachers had used it. Most had
consulted the team on curriculum development issues such as programme planning and
curricular content. The team also appeared to be valuable in solving problems which
arose during implementation, especially in the early stages of the introduction of the
programme into a school. The areas in which the team was consulted coincide with
those areas in which teachers who had not received inservice felt that it was required.
In addition to these areas, co-ordinators also remarked on the valuable opportunity
provided to meet with other co-ordinators at the monthly meetings of Transition Year

co-ordinators organised by the regional TYST member.

Co-ordination, Planning and Decision making at School Level

The important role of the Transition Year co-ordinator and core team were stressed by
respondent teachers. The suggested duties of the co-ordinator were diverse, requiring
many skills and particular aptitudes. In general, teachers were involved in areas of
decision making such as course format, curricular content, module content and pupil
assessment. Significantly, in all six schools, module content - the material actually
taught at classroom level - was at the sole discretion of the Transition Year teachers.
This new' responsibility requires personal and professional development of teachers in
order that skills and aptitudes may be developed to facilitate successful implementation
of the programme. In addition, of the seventy respondents, fifty-eight (82.9%) felt that
their teaching methods were different to some degree while only five (7.1%) reported
that their teaching methods w'ere the same. This alteration in teaching methodology
highlights the importance of inservice training and ongoing support.

The fact that parents, students, community members and employers are not involved in

any aspect of the programme is aiso significant. Fostering ties with industries in the
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community and including parents in the implementation of the programme could
potentially raise the profile and external perception of the programme overall. The
tourism programme piloted in a Limerick school this year is one example of the

potential for forging links with industries to create new modules.

Difficulties Encountered in Implementation

The difficulties encountered in implementing the programme were described by
principals and co-ordinators. There were similarities between the two sets of answers.
Difficulties included concerns about timetabling, programme content, inservice training
for teachers and the poor public perception of the programme. Co-ordinators concerns
also included pupil perceptions of the programme, parental support, pupil attendance
and motivation and the time allowed for planning and co-ordination. Addressing these
concerns is important if successful continuation of the implementation process is to be

ensured.

Most Beneficial Types of Support During Implementation

The most beneficial types of support included the Transition Year Support Team, a
supportive management team and the dedication of teachers. Support in the form of
liaison with teachers teaching the programme in other schools was also suggested.
This is supported by the findings regarding contact with teachers in other schools.
While teachers in only three of the schools maintained that their school had contact
with other schools, (twelve of the seventy respondents, 17.1 %), 84.5 % of those who
did not have contact with other schools felt that contact would be beneficial. This
point was reiterated in the advice to schools introducing a Transition Year Programme
for the first time. Contact with teachers in other schools was stressed as an important
asset. Most of the advice to other schools concerned the importance of planning with
twenty-four of the forty-five respondents who answered this open ended question
recommending forward planning as the most important piece of advice. In a related

question, when asked which resources or extra help were needed for successful



implementation, respondents put resource materials, time for planning and inservice

training top of the list.

Personal Attitudes to Teaching the Transition Year Programme

The statement agreed with most strongly by respondent teachers was the statement
regarding finding the teaching of the programme challenging. The statement least
strongly agreed with was the one regarding preference for teaching the traditional
Leaving Certificate programme. In general, respondents agreed with the positive
statements and disagreed with the negative statements. This suggests a positive
attitude to the programme in general. There were no statements in the "strongly agree"™
or "strongly disagree™” sections when summated rating were used, suggesting that there

is still some reticence regarding the programme.

Factors Affecting the Implementation of the Transition Year Programme at
School Level

Teachers felt that "pupil perception of the programme™ was the most important factor,
followed by "support of the principal”, "teacher motivation™, "support of parents" and
"inservice training”. The responses of co-ordinators reflected their different
perspectives. Co-ordinators named "teamwork among staff members”, as the most
important factor followed by "support of the principal” and "curriculum development
assistance". Both sets of respondents agreed that the academic ability of students, the
social background of students and the academic success of the school were the least
important factors.

These responses would suggest that there is a mixture of internal and external factors

which are essential for the successful implementation of curriculum change.

Career Stage Effects
There are small differences between the answers of teachers in the 21-29 years age

bracket and those in the over 45 years age bracket, regarding attitudes to teaching the
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programme. Where there are significant differences in the ratings, they arise in the
"disagree” section suggesting differences in levels of disagreement with particular
statements. These include differences on the statements regarding finding teaching the
programme rewarding and enjoyable. Respondents in the over 45 years age range
rated these statements more highly than those in the 21-29 years age range. It would
also appear that the younger respondents found planning more daunting at first than
their older counterparts and also found planning a programme more difficult than older
teachers. At the same time, older teachers agreed more strongly with the statements
regarding finding the teaching of the programme a nuisance and preferring to stick to
the traditional Leaving Certificate programme.

Similarly, there were small difference between the responses of teachers who had been
teaching the programme for one or two years and those who had been teaching the
programme for three or more years. Teachers who had just started teaching the
programme agreed more with the statement "I find teaching the programme a
nuisance™ and "l would rather stick to the traditional Leaving Cert." than those who
had been teaching the programme for more than three years. This would suggest a
more negative attitude from those teachers who were relatively new to the
programme.

On the issue of important factors, there was also high correlation between the
responses of teachers in the 21-29 years age group and those of teachers in the over
45 years age group. Significant differences were found in areas such as "funding”,
which was rated more important by those teachers in the 21-29 years age bracket than
by those in the over 45 years age bracket. "Size of school” was rated less important by
teachers in the 21-29 years age bracket than by those in the over 45 years age bracket.
"Average age of teaching staff' was also rated less important by teachers in the 21-29
years age bracket than by those in the over 45 years age bracket. For "teaching
experience of staff' the reverse was true. Teachers in the 21-29 years age bracket felt
that this was an important factor while those in the over 45 years age bracket regarded

it as less important.
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In the comparison of responses regarding the factors affecting implementation at
school level, similar discrepancies were found between the responses of teachers who
had been teaching Transition Year classes for one or two years and those who had
been teaching Transition Year classes for three or more years. Teachers who had been
teaching the programme for only one or two years rated "curriculum assistance™ more
highly than those who had been teaching the programme for three or more years.
"Teaching experience of staff' was also rated more highly by those teachers in the one
or two years experience category. For the "average age of staff' - the reverse was
true. Those who had three or more years experience rated "age" as a more important
factor than those who were relatively new to the programme.

The less experienced teachers rated "academic ability” as more significant than did
those teachers who had three or more experience teaching the programme. The same
was true of the "social background of students”. Teachers with three or more years
experience of the programme rated "funding” more highly than those who had been
teaching the programme for one or two years.

It would seem that experience of teaching the programme caused bigger discrepancies
than did age, suggesting that while age may not be a significant factor in the

implementation of a new programme, actual experience of the programme is.

Comparison of Perceptions and Attitudes of Staff Members in Schools
Accustomed to Change with those in a School Unaccustomed to Change

There were marked differences between the responses of teachers in schools C/D
which had implemented several new programmes and those in school F which had not
recently implemented any new programmes, on the issues of attitudes towards
teaching the programme and factors affecting the implementation of the programme at
school level. On the issue of personal attitudes, those teachers unaccustomed to
change felt significantly more negatively towards the programme, including two
negative statements in the three statements they agreed with most strongly. On the

issue of factors affecting implementation, there were also differences. The factors



"willingness of staff to change", "teacher motivation"”, "resources" and "support of
other staff members" were all rated significantly higher by teachers in school F which
was unaccustomed to change. "Equipment available in the school”, "support of the
principal™ and "the support of parents” were all rated higher by teachers in schools

C/D who were more accustomed to implementing new programmes.

The issues emerging from the preliminary and primary research parts of this study are

discussed in chapter six.
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CHAPTER SIX

Issues Emerging, Conclusions and Scope for Future Work
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Implementation is often a neglected part of the whole planning process
and guidelines in this area are often noticeably short. Yet it is during
implementation that the school has to follow through with the plan and
carry out all actions to ensure its fulfilment.367

6.1 Introduction

The review of the current literature on educational change presented in chapter one
raises issues concerning the implementation of new curricula in schools, particularly
where a large element of school based curriculum development is involved. The
historical overview of the development of the concept of a Transition Year programme
undertaken in chapters two and three introduced a contextual framework for the focus
of the research which was furthered by the study of the implementation strategies
employed in the 1970s and 1980s and by the identification of factors affecting
implementation in these periods. Chapter four brought the study up to date,
describing the national implementation strategy employed since 1993 in order to
reintroduce the programme. The survey research carried out for the purpose of this
thesis looked specifically at the implementation of the Transition Year Programme at
school level, concentrating on the perceptions of those actually implementing the
programme and their personal attitudes to the implementation process.

It is the purpose of this concluding chapter to relate the findings of the primary
research survey to the findings of the preliminary research into the history of the
programme concerning the implementation processes employed in the 1970s and
1980s in light of the literature review. This chapter aims to identify similarities and
differences in the implementation processes and to explore improvements and
progressions, if any, in the implementation strategies employed for new programmes.
Earlier research in this area includes Egan and OTReilly's study of the Transition Year

Project in the late 1970s and the smaller ASTI survey of Transition Year teachers in

367Louise Stoll and Dean Fink, (1996), Changing Our Schools, p. 65.
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the mid 1980s. The Department of Education undertook an evaluation of the
Transition Year Programme in 1995/96 which concentrated on the level and standard
of implementation of the programme rather than on the perceptions of teachers - on
whom this study is focused. Despite the relatively small scale of this research project,
there are similarities in the patterns of response and the findings are further supported
by research carried out in other countries and discussed in the literature review.

This project was undertaken in light of the current educational climate in which many
new programmes are currently undergoing implementation in schools. In Schoolsfor
Active Learning: Final Report, Callan notes that the necessity of focusing on more
than one element in the context of change is recognised by a number of researchers
and quotes Goodlad who invites a movement away from "myopic preoccupations with
individual teachers to groups of teachers and the culture of the school as a whole."368
It was the aim of this thesis to take a broad view of the implementation processes
operating at national and local levels. The issues emerging in this dissertation which
warrant attention reflect its broad base. They can be discussed under the following

headings:

Educational Change - Climate and Context
Implementation Strategies

Factors Affecting Implementation

Career Cycle and School Culture Effects

Implications for Teachers

368J.1. Goodlad, (1972), "Staff Development: The League Model™ in Uieory into
Practice Vol.xi, No.4, pp.207-14, quoted by James Callan, (1994), Schools for Active
Learning: Final Report, p.26.
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6.2 Issues Emerging and Conclusions

6.2.1 Educational Change - Climate and Context:

The political context of the implementation of innovative programmes

can seriously affect the operation of three sets of factors: the nature of

the adoption decision,organisational process characteristics and the

role of individual staff characteristics.369
In the early 1970s, the Transition Year Programme was originally introduced in a
socio-economic climate in which the view of education as an economic investment was
gathering impetus. Increased student numbers due to educational developments
throughout the 1960s led to an increasingly heterogeneous clientele. In order to cater
for the needs of a diverse range of students, a broadening of the curriculum - through
curriculum development - was gathering momentum. Developments in Transition
Education world-wide and interest in social and personal development programmes
were also influential factors. While implementation remained low key inregard to
participation figures, numbers held until the late 1970s and early 1980s when the
implementation process faltered. When the programme was reintroduced in 1986,
many of the same socio-economic factors were still influential. EC funded projects
continued to flourish. It was soon after the réintroduction of the programme in 1986
that the continued implementation of the programme faltered for a second time. In the
late 1980s, the economic climate was a stringent one and all government departments
were economising. The Denartment of Education issued a directive that no additional
schools would be allowed to offer the programme in 1988. At the same time, the
number of pupils entering second level schools dropped slightly during this period and
in order to raise pupil numbers some schools offered a repeat Leaving Certificate year
and others, who had been granted permission to offer a Transition Year programme

earlier, reintroduced it. After 1990, when schools were again granted permission to

369Mlic,hael Fullan and Alan Promffet, (1975), Review ofResearch on Curriculum
Implementation, pp. 101-105.
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offer a six year cycle to students, numbers rose slightly but steadily each year until the
programme was reintroduced for a third time in 1993. Neither phase of
implementation was aided by strong external support but the additional problems in
the late 1980s of economic recession and government changes, exacerbated the always
problematic issue of implementation.

A.V. Kelly discusses curriculum planning in a time of economic recession and notes

that:

economic recession does not alter the theoretical issues; it does not
change the messages of the research findings or invalidate ideals....it
does not alter children's developmental needs....it merely makes it more
difficult to attain tins form and quality of educational provision; it may
make it necessary for us to settle for something less.370

He also notes that features such as increased central control, an overt instrumentalism,
a narrowly conceived vocationalism and consequent elitism arise at such times.-371
Increased central control in the late 1980s meant that, for a time, no additional schools
were granted permission to offer the programme. Climate and context also affected the
reasons for offering the programme to students and the identified target group at
school level. This in turn affected the national identity, and hence the status, of the
programme.

In 1993 the programme was reintroduced in the context of an overall restructuring of
the senior cycle curriculum. Tins in itself gives additional credence to the programme.
The stipulation that the programme cannot be used as a means to offering a three year
Leaving Certificate course also helps the cause of the programme, protecting it from
the abuse which led in part to the identity crisis suffered by the programme in the
1970s and 1980s. Some of the socio-economic elements operating in the 1970s and
1980s are still influential today. The importance of education as an economic

investment, the importance of the transition from school to adult working life, and the

370A.V. Kelly, (1988), "Schools, Teachers and Curriculum Planning at a Time of
Economic Recession”, Compass, Vol. 17, No.2, 1988, p. 18.
j711bid., p. 19.
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importance of social and personal development of students are still influential factors
in the implementation of a programme such as the Transition Year. There are slight
alterations to the aims of the programme which mirror changes in the industrial and
economic climates and in the role of schooling. Appendix six shows the modifications
in the three sets of guidelines, tracing changes in aims, content and teaching
methodology of the programme. Work experience is now an integral part of the
programme as are interdisciplinary studies. Additional skills in computer technology
are also incorporated into many Transition Year Programmes as are elements of
teamwork and problem solving skills. The programme is promoted as giving students
additional skills and increased maturity in order to prepare them for their role as
responsible citizens.

A clear picture emerges from the results of the preliminary research part of this
dissertation into earlier efforts at implementing a Transition Year programme and from
the results of the primary research into the implementation of the programme at school
level and national level in the 1990s. The increase in the numbers of students
participating, increased levels of Department of Education support for the programme,
the promotion of the programme nationally and the findings of the Department of
Education Evaluation Report regarding the quality of implementation indicate that to
date, this phase of implementation is more successful. There is a view which suggests
that it may just be the right time for the implementation of a programme such as the
Transition Year Programme - a time when the right elements come together in the
right configuration wliich positively favours a new programme. These elements include
a supportive Minister and government, a buoyant economy and favourable social
conditions - all of which have been in evidence since the early 1990s, undoubtedly
contributing to the success of the programme.

While external factors such as socio-economic climate and context are influential,
equally important are factors acting at school level. This point is made by Ivan Wallace

who maintains that:
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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.372
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."373 For this reason, the perceptions and

attitudes of teachers regarding implementation strategies and the factors affecting

implementation are important.

6.2.2 Implementation Strategies:

The national implementation strategies employed to implement the programme differ
significantly over the three phases of implementation, spanning a period of more than
twenty years. In 1974, when the programme was first introduced by Minister Burke,
there was no central co-ordinating committee, no established curriculum and no
booklet of guidelines. Teachers from schools which were interested in offering a
programme to their students attended a meeting in July of 1974 to put together
proposals for a Transition Year. Following this, an inspector liaised with the principal
and one or two key staff members to develop the programme at school level. In 1986,
the dissemination process consisted only of a booklet of guidelines issued by the CEB
which was replaced by the Department of Education Notesfor Schools the following
year. During neither phase of implementation was a national inservice programme
provided. These early forms of implementation created problems at school level.

Research from the 1970s shows that teachers felt isolated and unsupported in their

372lvan Wallace, (1987), "The Challenge of Change", Seminar for CDVEC Principals
and Vice-principals,May 1987, p. 15.

373A.N. Whitehead, (1931), The Aims o fEducation and Other Essays, quoted by
James McKernan, (1981), "Organising for Curriculum Development”, Compass,

Vol. 10, No.2, 1981, p.39.
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efforts to implement the programme and this led to frustration and resentment. Similar
sentiments are discovered through a study of teachers responses in the 1980s.

At school level, implementation strategies also differed. Schools developed
programmes for different reasons. Some schools offered the programme as a final year
for early school leavers. Others developed a programme which acted as a bridge
between junior and senior cycle. These differences created problems of identity for the
programme which in turn had a long term impact on the successful continuance of the
implementation process. The frustration of teachers in both periods of implementation
is clear throughout the studies of Egan and O'Reilly in the late 1970s and the smaller
ASTI study in the mid 1980s. Disillusionment and frustration followed initial
enthusiasm, due to lack of handing, teaching materials, curriculum development
assistance and extra time for planning.

There are marked differences between the implementation processes employed in the
1970s and 1980s and the strategy used in the most recent réintroduction of the
programme. On the national front - Department of Education support for the
programme has been significantly better. A national inservice programme took place in
1994/95 and the Transition Year Support Team are currently handed by the
Department of Education in order to support schools in the implementation of the
programme. Apart from a new booklet of guidelines, a resource folder was also issued
to each school and funding has improved. At school level, implementation has in many
cases included appointment of a Transition Year core team as well as a co-ordinator to
aid implementation.

Despite a more positive approach by the Department of Education, the report
evaluating the "train the trainers” inservice programme374, the evaluation of the

Transition Year Programme undertaken by the Department of Education375 and the

374ivlary Lewis and Lean McMahon, (1996), An Evaluation ofa Training of Trainers
In-service Education Model: The Transition Year in Career Development
Programme.

375Department of Education, (1996), Transition Year Programme 1994/95: An
Evaluation by the Inspectorate o fthe Department ofEducation.
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primary research part of this dissertation show that there are still flaws in the
implementation process. During the evaluation of the "train the trainers™ programme
teachers voiced concerns about the lack of time available for planning, the role of the
Transition Year co-ordinator, the provision of resources and finance. The evaluation
report recommends the networking of schools and a whole school approach to the
programme and remarks at the lack of an interdisciplinary approach at school level
suggesting further implementation issues. A recent report by Ancilla O'Reilly on the
Transition Year in CDVEC schools, finds that the needs of schools during
implementation of the programme can be grouped under a number of headings. These
are - funding, resource materials, time, staff development, programme evaluation,
certification and student needs.376 The primary research part of this thesis shows that
attitudes towards teaching the programme are generally positive and that this improves
with experience of teaching the programme and through experience of implementing
other programmes. Despite these positive feelings there are shortcomings. Concerns of
staff members include shortfalls in Department of Education support in the form of
extra time for planning, teaching materials, curriculum assistance and further inservice
training. Teachers also feel that contact with other schools would be beneficial. The
similarities between these concerns and those expressed by teachers in the 1970s and
1980s are clear. Contact with other schools was suggested by teachers in the 1970s
and twenty years later teachers still feel that talking to other teachers about what
works and what doesn't work is a valuable asset. Extra planning time has appeared as
a requirement in all three phases of implementation as has the provision of resources.
Parental concerns also feature as an issue in all three phases of implementation.

In light of these findings, this dissertation sought to examine the personal attitudes of
teachers to teaching the programme and to isolate those factors teachers felt were
most influential in encouraging successful implementation of the Transition Year

Programme at school level.

376Ancilla O'Reilly, (1995), The Transition Year Option in CDVEC Schools, p.8.
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6.2.3 Factors Affecting Implementation:

While this study does not purport to be a comparative study, it is useful to note where

improvements in the implementation processes have occurred and where shortfalls still

exist.

Table 6.1

1974-1986

11986-1993

1993-1997

The Factors Affecting Implementation:

National and Local/School Level 1974-1997

Factors Acting at National Level

The operation of the programme in
a crowded niche inthe curriculum
The identity crisis of the programme
Changes of Minister and
government
Financial pressure on the State
Lack of:

Dept, of Ed. Support

Finance

Inservice training

Curriculum assistance

Wide choice of alternative
Programmes available

Guarded approach of Dept, of Ed.
Endurance of the identity crisis

Lack of Dept, of Ed. support in
the form of:
Inservice training
Extra planning time
Teaching materials
Curriculum development
assistance

Factors Acting at Local Level

Financial pressure on parents
Success of other transition
type programmes
Lack of:
Funding
Support of Dept, of Ed.
Planning time
Contact with other schools
Resources
Whole school support

Concerns of parents
Affect of offering TY on the rest of
the senior cycle curriculum
Lack of:
Inservice
Planning time
Resources
Extra teachers
Funding

Pupil perception of the programme
Support of principal
Teacher motivation
Teamwork among staff members
Willingness of staff to change
Support of parents
Lack of:

Inservice training

Planning time

Resources



From the results it would appear that a combination of internal and external factors are
necessary. Regarding the influential factors in the 1970s and early 1980s, although
funding was withdrawn in 1983 this was not the sole cause of the breakdown of the
implementation process. Naturally, problems in national implementation manifest
themselves locally in schools. Factors identified as influential at national level include
those that are also identified as acting at school level. These factors include lack of
central support, funding, curriculum assistance and training and the operation of the
programme in a crowded niche in the curriculum.

In addition to the impact of these problems at school level, the concerns of parents,
lack of planning time, the status and legitimacy of the programme, lack of contact with
other schools, lack of resources, lack of whole school support and financial pressure
on parents were also mitigating factors.

A study of the mid 1980s reveals a similar picture with regard to the factors acting at
national level. The operation of the programme in a crowded niche in the curriculum
and the identity crisis were still in evidence. In addition, the concerns of parents and
the guarded approach ofthe Department of Education did not help.

At local level, again many of the same factors were affecting implementation. Lack of
planning time, funding and inservice training and parental concerns were all named by
teachers surveyed by the ASTI as acting against implementation of the programme.
The effect of the implementation of the Transition Year programme on the rest of the
curriculum was also noted and it was felt that extra teachers were required to alleviate
the resulting effect of larger classes at senior level.

In regard to the most recent phase of implementation, the impact of some of these
shortcomings has been alleviated largely by increased Department of Education
support for the programme. Funding has been increased, a national inservice
programme was provided and the Transition Year Support Team are available to
support schools in the day-to-day implementation of the programme.

The Transition Year Programme no longer competes with similar programmes in the

curriculum. The programme closest in content and philosophy is the Leaving
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Certificate Applied Programme and this programme is aimed at students with different
needs. The approach of the Department of Education is more supportive and while the
legacy of the image of the programme as a "doss year" has not been completely
eradicated, the programme no longer has a major identity crisis. At school level,
although there is increased support, some of the same factors are influential such as
lack of planning time, resources and inservice training. A new feature, evident in
responses to both open and closed questions, is the recognition of the importance of
internal factors such as teacher motivation, teamwork among staff members and a
willingness on the part of the staffto change.

The effect of the extra support for the programme is evident in the positive attitude of
teachers towards the programme. Of the ten factors rated most highly on the
importance scale six can be regarded as internal factors pertaining to the staff and
school. They are "pupil perception of the programme", "support of the principal”,
"teacher motivation”, "support of parents”, "willingness of staff to change" and
"teamwork among staff members". The other four factors in the top ten are "inservice"
(5th), "resources" (6th), "Department of Education support”, (9th) and "equipment
available in the school™ (10th).

The factors rated highly by co-ordinators are different and reflect their different
perspectives on the implementation process. In the case of co-ordinators, the external
factors were rated as highly as the internal factors, but for teachers the school based
factors are more important. In their role, co-ordinators depend highly on both internal,
staff related factors and external factors acting at local level. They rated "teamwork
among staff members”, "support of the principal”, and "curriculum development
assistance"” highest. In the top ten factors identified by co-ordinators five were internal
- "teamwork among staff members”, "support of the principal”, "support of other staff
members"”, "support of parents” and "teacher motivation”. The five external factors
were the provision of "curriculum development assistance"”, "resources”, "funding”,
"inservice training", and "extra time for planning”. Along with these forms of support,

in open ended questions teachers named "teaching materials™ as a resource they felt



was necessary for implémentation. This suggests that the production of flexible
classroom materials which could be adapted and used in each school situation as
required would be welcomed. When asked what advice they would give to other
schools, the significance of planning well in advance was evident. This requires time
and support. Calls for extra planning time, the type of support rated lowest on the
actual provision scale by all groups of respondents, suggests that time is a resource in
short supply and yet essential for successful implementation.

None of these factors can be treated in isolation. Providing any one of them would not
necessarily ensure successful implementation. Many of these factors are affected by
additional factors suggested by teachers. For example “pupil perception of the
programme"” is the factor rated most highly by teachers. This indicates that
worthwhile, stimulating and enjoyable programmes which motivate students to
participate folly are required. In order to fulfil these requirements many of the factors
mentioned such as extra funding, equipment and planning time are necessary. "Support
of the principal” is also suggested as an important factor. In order to encourage the
support of the principal other factors such as increased funding, extra teachers and
provision for planning time are necessary. One principal also remarked that space was
a problem and that extra classrooms were required if the programme is to be
implemented fully. While some of these internal factors are influenced by external
factors and could be enhanced through increased Department of Education support, it
is clear that factors built into the culture of the school are also regarded as quite
influential in the implementation process. For this reason, the implications of the
implementation of new programmes for teachers emerge as important issues.

Hargreaves et al recognise that:

It is little use encouraging teachers to be more flexible and learner
centred in their approaches to teaching if they are left to work within
traditional, judgmental, fact centred systems of assessment and
evaluation.377

377Andy Hargreaves, Loma Earl and Jim Ryan, (1996), Schoolingfor Change:
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It is also little use encouraging teachers to change their teaching methods and adopt
new practices if the elements and features they feel are necessary to implement a new
programme are not provided. The implications of working in this changing

environment are discussed in the next section.

6.2.4 Implications for Teachers:

All issues relating to the implementation of new programmes - be they in relation to
national or local implementation strategies - have implications for teachers due to their
involvement in all stages of the implementation process. The implementation of the
Transition Year Programme, introduces new demands on teachers in the sense that it
involves school based curriculum development. This requires that teachers develop
skills in programme design and planning, programme implementation and evaluation.
Implementing a school based programme also involves new skills with regard to co-
ordination and assessment of student progress. In addition to these tangible skills,
implementing a new programme such as the Transition Year Programme involves
changes in values and beliefs and brings changes in teaching methodology and in
relationships with students. Teacher development is essential if changes in practice are
to be successful. Fullan and Hargreaves have found that "teachers are the ultimate key
to educational change and school improvement”378 and Crooks contends that "the
essence of curriculum change is development in teachers.”379 Teachers are not merely
transmitters of knowledge. They selectively develop, define and interpret the
curriculum. In discussing the impact of implementing a new module for the Transition

Year Programme on the teachers involved, Michael Murray notes that:

free from the demands of externally imposed syllabi the teachers were
forced to rethink, relearn and redirect their own perception of their role
in the realisation of the aims and objectives which they set themselves

reinventing educationfor early adolescents, p.5.

378M. Fullan and A. Hargreaves, (1992), Understanding Teacher Development, p.iX.
379Tony Crooks, (1981), "Supporting Curriculum Development in Schools", also read
at the education studies of Ireland Symposium 1980, Compass, Vol. 10, No.2, 1981,
p.29.
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for the programme....it was clear that the aims they set themselves
created a range of inservice training needs not least in relation to their
ability to cope with the stress of role change from traditional teacher,
to facilitator and evaluator. 380

The changes involving teachers are widespread. They also include changes in the
school environment, in relationships with parents, community members and local
employers. Group work among students entails different levels and forms of discipline.
In addition, the culture of the 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 interdisciplinary work and changes working
relationships with colleagues.

The rich and varied literature on the related areas of school improvement and
curriculum implementation raises many issues regarding curriculum development and
educational change which have implications for teachers. Topics such as the change
process itself, curriculum development, the implementation process, dissemination,
staff development, school culture and the role of external bodies all have implications
in a study of the implementation of the Transition Year Programme. The findings of
this study also have implications for the implementation of other new programmes in
schools such as the Leaving Certificate Applied Programme, Civic, Social and Political
Education, The Junior Certificate Elementary Programme and the new Relationships
and Sexuality Education programmes which will be introduced by schools from
September 1997.

That we are in a time of change is evident. How schools respond to this change is less
clear cut. One of the salient issues raised by the literature is the issue of centralised as
opposed to decentralised curriculum development. Central initiatives fail because they
do not respond to the cultural complexity of the classroom. Locally devised initiatives

fail for lack of local capacity to manage, resource and sustain the impetus for change.

380Michael F. Murray, (1994), "From Subject Based Curriculum development to
Whole School Improvement”, Educational Management and Administration, Vol.22,
No0.13, 1994, pp.160-163.
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This argument has implications for the Transition Year Programme due to its school
based nature. School based curriculum development efforts raise different staff
development requirements to those raised by centrally mandated programmes. The
problems suggested by Skilbeck in the 1970s as affecting school based curriculum
innovations are still influential today. They are:

- Low self esteem and inadequacy in staff and lack of relevant skills

- Lack ofinterest or conviction in staff in sustaining change processes

- Inadequate allocation of resources

- Failure to appreciate the subtleties of group interactions

- Neglect of the diversity of the different teaching styles.381
In order to reduce the impact of these problems, staff development is necessary. The
necessity of staff development has been discussed at length in the literature. The type
of inservice required is less clearly defined. The importance of changes in the beliefs
and values of those involved, to coincide with changes in behaviour, relationships and
skills is highlighted. That staff members understand the rationale and philosophy
behind a proposed change is crucial and fortunately this study shows that this aspect of
the dissemination process has been ably achieved through the Department of
Education Guidelines and Resource Folder and through inservice provision. This study
highlights the areas in which inservice is required. These include skills in designing a
programme, teaching methodology, resources, assessment, evaluation and timetabling.
Programmes such as the Transition Year Programme, which challenge pedagogic
styles and beliefs of teachers, require a specific type of inservice which goes beyond
the information distribution function of inservice to encouraging alterations in the
beliefs and attitudes of the individual. When this is achieved further skills may be
acquired. Brent Davies suggests that resources will becomes constrained in education

in the future and that teachers will have to learn to be creative and work without

38" Malcolm Skilbeck, (1984), Readings in School Based Curriculum Development,
pp.161-162.
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them.382 In light of this, training in the development of resources is also required.

Diarmuid Leonard maintains that:

one of the most consistent lessons of cuiriculum development over the
past three decades is that innovations aimed at improving the school
experience of pupils invariably fail where either teachers do not
themselves accept a prerequisite change in values, priorities and their
own classroom practice, or where even if the teachers do accept
change, the institutional and organisational structures remain
unchanged.383

Such changes in values and priorities are related to the stages in career cycles of
teachers which in turn affect school culture. Another aspect of school culture is how
accustomed and open the school is to change. The effect of these factors is discussed

in the next section.

6.2.5 Career Cycle and School Culture Effects:

The results of this study for the total respondent population suggest that personal
attitudes to teaching the programme are generally positive. The statement agreed with
most strongly was that regarding finding teaching the programme challenging. Despite
the fact that few teachers had had any inservice training and many felt that Department
of Education support for the programme was inadequate in certain areas, teachers still
feel positively towards the programme. The statement most strongly disagreed with
was the statement regarding a preference to stick to the traditional Leaving Certificate
programme. This positive attitude to the programme is similar to that discovered by
the ASTI study in 1987, when despite the obvious implementation problems, one
hundred percent of teachers maintained that they would still offer the programme in
their schools if given a choice. Teachers did, however, stress that extra resources and

help such as teaching materials, extra planning time, inservice training and increased

382Brent Davies, (1996), "Re-engineering school leadership” International Journal of
Educational Management, Vol. 10, No.2, 1996, p. 16.

383Diarmuid Leonard, (1986), "The Teacher and Curriculum Change", The Secondary
Teacher, Vol. 15, No.3, 1986, pp.22-24.



funding would be required for implementation to be continually successful. This
finding is supported in The Junior Certificate: Issues ofImplementation - Report on
Seminarsfor School Principals. Throughout the booklet it is stressed that the forms
of support needed in implementing a new course are time, resources and inservice
training.384

The analysis of career stage effects showed that perceptions of teaching the
programme and perceptions of the factors affecting the successful implementation of
the programme did not differ significantly depending on age and differed only slightly
depending on experience of teaching the Transition Year Programme. Small
differences were found on issues regarding attitudes towards the programme. Older
teachers found the programme more rewarding and enjoyable and younger teachers
found teaching the pro,gramme more daunting at fust. On the question of factors
affecting implementation, younger teachers rated "funding" and "teaching experience
of staff* higher but rated "age" less important than older teachers did. Based on
experience of teaching the programme, teachers who were new to the programme had
a slightly more negative attitude to it. Teachers who had experience of teaching the
programme rated "average age of staff* and "funding” more important than those
teachers new to the programme and the teachers new to the programme rated
"curriculum assistance” and "teaching experience of staff' more highly than those who
had experience of teaching the programme. Differences in attitudes occurred mainly in
the level of disagreement and are not practically significant when distributed
throughout a large staffbut familiarity with the programme would appear to be a more
influential factor than age.

In a related question, analysis of the responses of teachers in a school unaccustomed to
implementing new programmes and the responses of teachers in schools which had

implemented a number of new programmes in recent years revealed significant

384CDVEC Curriculum Development Unit, (1989), The Junior Certificate: Issues of
Implementation - Report on Seminarsfor School Principals.
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differences in attitudes and perceptions. McGeown, finds that "schools' adoption,
implementation and internalisation of curriculum change was critically related to the
school's ongoing capacity for change"385 It is the effect of this aspect of the school
culture which was studied through this aspect of the analysis of the responses. Those
teachers who were accustomed to change showed response patterns similar to those of
the entire respondent group of seventy teachers, agreeing with the positive statements
and disagreeing with the negative ones. In contrast, when the responses of teachers
unaccustomed to change were analysed, two negative statements, those pertaining to
finding planning the programme "daunting at first" and "difficult” where rated in the
top three statements on the agreement scale formed by the collective ratings of these
teachers. There were also differences in the factors identified as important in the
implementation of new programmes. "Willingness of staff to change"”, "teacher
motivation"”, "resources” and "support of other staff members” were all rated higher by
teachers in the school which was unaccustomed to change. "Equipment available",
"support of the principal™ and "support of parents” were rated higher by teachers in the
schools which had implemented a number of new programmes in recent years.

These findings have implications for the implementation process. Teachers at different
stages of their careers and in schools with different approaches and attitudes to the
change process will have differing inservice requirements. This finding is an argument
for highly selective clustering of inservice training where compatible schools work
together. Trainers involved in the Transition Year inservice programme in which
teachers from schools which had been implementing the programme for a number of
years were participating in inservice with schools which were just beginning to
implement the programme suggested that this made inservice training difficult to pitch.
While it may have been the intention to utilise the experience of the teachers in schools

accustomed to operating the programme during inservice training, an alternative form

385Vincent McGeown, (1980), "The Organisational Context of Curriculum Innovation
and Change", Compass, Vol.9, No.2, 1980, p.51.
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of inservice training, which is school based is necessary. The introductory sessions for
staff members in their schools took this form. This type of inservice training, while
expensive, is also recommended in O'Reilly’s report on the Transition Year Programme
in ¢ovec schools which finds teachers requesting "school focused” inservice

training.386

Hargreaves et al note that research on teachers in mid-career suggests that many are
sensibly reluctant to change their whole teaching approach all in one go: "what these
teachers are willing to do, given time and flexibility, is to 'tinker around' with new
methods and expand their repertoire a little.”387 This applies to teachers at all stages
of their careers. In terms of the strategies most likely to be effective, and of the
realities of teachers careers, therefore, it may be advisable to encourage teachers to

widen their repertoires rather than advocating a total transformation of teaching styles.

6.3 Concluding Remarks and Scope for Future Work

Inthe 1970s it was suggested that "lreland cannot afford to emulate our more wealthy
neighbours in spending large sums of money on curriculum development
projects..."388 and that "a country such as the Republic of Ireland with limited means
and resources at its disposal cannot afford the luxury of taking time to devise original
programmes.”389 In 1996, then Minister for Education, Niamh Breathnach, said "the

setting yo of the Transition Year in our schools is an example of where we in Ireland

386Ancilla O'Reilly, (1995), The Transition Year Option in CDVEC Schools, p.22..
38"Andy Hargreaves, Lorna Earl and Jim Ryan, (1996), Schoolingfor Change:
reinventing educationfor early adolescents, p. 157.

388C-ity of Dublin CDU, Report on Feasibility Year 1972-1973, quoted by Jean
Rudduck and Peter Kelly, (1976), The Dissemination ofCurriculum Development,
p.43.

389Iohn Harris and Bryan Powell, (1972), "Curriculum Development in the Republic
of Ireland”, Oideas 23, Oct. 1972, p.50, quoted by Jean Rudduck and Peter Kelly,
(1976), The Dissemination of Curriculum Development, p.43.
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have become leaders in the field of learning in Europe The difference in these
two sentiments is clear. Given our ability to formulate new programmes, the task
facing educationists is the dissemination and successful implementation of such new
ideas. Further work in the study of the implementation process includes a wider study
of the factors affecting implementation of the Transition Year Programme and those
factors affecting the implementation of other new programmes, currently undergoing
implementation in schools. Application of the findings of studies on implementation is
also worthy of further research. The findings of this study suggest that contact with
other teachers in other schools is a valuable asset during implementation. The
developments for channels for the flow of communication and support between
schools, and between teachers within schools, is worthy of research. This study also
suggests that teaching materials are required for successful implementation. A worthy
study would involve the development of sets of flexible classroom materials, their trial
in classroom situations and a determination of whether or not they affect the
implementation of a new programme at school level. Possible foci for a study of the
effect of providing teaching materials include the Leaving Certificate Applied
Programme and the Relationships and Sexuality Education programmes. This type of
study could be linked, perhaps, to an exploration of the aspect of implementarion of
the Transition Year Programme which requires the greatest development according to
the Department of Education Evaluation Report - the interdisciplinary, cross-curricular
approach to teaching and learning.351 Research suggests that the persistence of subject
boundaries is linked to social, political and historical factors, but also to the way in
which teachers' identities and allegiances are formed through them. A study of the
factors mitigating against the implementation of the interdisciplinary aspect of the

programme could serve as a micro study in the implementation of new programmes.

390Anne Byrne, "lIreland's Transition has been an Example to Others", Education and
Living, October 22nd 1996, p.8.

3department of Education, (1996), Transition Year Programme 1994/95: An
Evaluation by the Inspectorate ofthe Department o fEducation, p.22.
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Currently, two transitions can be recognised. On the cusp of the century, societies are
changing and with accelerating programmes of educational reform, schools are
changing. Curriculum reform policies and implementation plans are often put together
in ways which assume relatively ideal school conditions, yet the work of schools is far
from ideal, rather it is unpredictable and highly variable. Furthermore, the complexity
involved in such changes cannot be broken down into discrete variables that can be
tackled individually. Fullan and Promfret conclude from their study of the

implementation process that:

the issue is not so much whether one can measure or assess degree of
implementation but whether the implementation process is
conceptualised as a problem to be addressed.392

That we recognise that the implementation process is an issue worthy of research is a

starting point.

392Michael Fullan and Alan Promfret, (1975), Review ofResearch on Curriculum
Implementation, p.121.
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Appendix One

Table (i)
The Transition Year - Participation Rates 1974-1996

Year No. ofstudents in TY Total No. at 2nd level % oftotal in TY
66 186416 0.035

1974

1975 249 260268 0.09%
1976 018 270033 0.192
1971 102 214109 0.256
1978 281 218071 0.101
1979 174 282254 0.062
1980 40 286924 0.188
1981 629 295418 0.213
1982 545 302219 0.18
1983 503 309245 0.163
1964 425 329434 0.129
1985 484 335153 0.144
1986 2918 338533 0.862
1987 2186 339596 0.82

1968 2673 338853 0.789
1989 9564 339132 1641
1990 6105 342416 1,783
1991 8050 348917 2,31

1992 8193 358347 2.286
1993 8499 367645 2.312
1994 21173 371230 5.103
199 24149 369865 6.529
1996 24292 371763 6.534

* This figure does not include the students in Secondary Tops, Vocational Schools or
Regional Technical Colleges for 1974/75 as data for this particular classification are not
available in respect of these educational institutions. Figures for these institutions are
included for subsequent years.

** Provisional figure obtained from the database section of the Department of Education in
Athlone based on the ""October return™ figures for the school year 1996/1997. The actual
figure is not available at the time of writing and will not be available until July 1997.

Figure (a)

The Transition Year - Participation Rates 1974-1996
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Appendix Two

The Transition Year Programme Inservice Provision 1993/94

In service training is essential to successful implementation of new programmes. Fullan
and Promffet cite a report by Crowther which found that "in-service training prior to
implementation was significantly related to degree of implementation. "j 9j

To facilitate country wide inservice education, the country was divided into the

following regions by the Department of Education:

1 The Carlow Area 6. The Limerick Area

2. The Carrickmacross Area 7. The Waterford Area

3. The Castlebar Area 8. The Tullamore/Athlone Area
4. The Galway Area 9. The Cork Area

5. The Sligo/Letterkenny Area 10. The Dublin Area

The Carlow area, for example, served not only Carlow but areas such as Kilkenny and
parts of Kildare.

In each region an action group co-ordinator and a team of teachers were appointed.
Each of the regions 1to 8 had four members on the inservice team. Cork and Dublin
were further divided into subgroups, each with four teachers assigned to them. The
number of schools assigned to each teacher varied depending on the size of the area.
Between December 1993 and January 1994 the trainers/regional co-ordinators
completed six training days and were assigned to one of the fifteen regional teams.
They continued to prepare locally in their teams for the next phase in schools.

In summary, the tasks of the teams members, to be carried out between January and

March of 1994 were:

393Crowther, (1972), cited by Michael Fullan and Alan Promfret, (1975), Review of
Research on Curriculum Implementation, p.81.



1. To meet with the principal and the co-ordinator ofthe schools assigned to them.

2. To give a half-day in career education seminar for the staff ofthe school.

3. To delivered two cluster days inservice for groups of neighbouring schools at
venues throughout the country.

4. To report back on the above to the action group co-ordinator.

In January 1994, the members ofthe teams contacted the schools allocated to them. In
some cases an agenda for the meeting with the principal and with the staff was
enclosed and all schools received a questionnaire to be completed and returned before
the initial meeting took place. The questionnaire covered such topics as content,
assessment, certification of the programme and asked about any difficulties
encountered in the planning of the Transition Year programme.

A typical agenda for the meeting with the principal and the co-ordinator was as
follows:

1. The Curriculum

2. Staff

3. Motivation

4. Parents

5. Planning Time

6. Co-ordination

7. Students.

In many cases the meeting with the principal on the morning of the half-day inservice
in the school which took place in the afternoon. Reports were sent to the action team
co-ordinator covering such issues as the response to the programme in the school, the
amount of planning done and the concerns of staff members.

The final phase was completed in October when, following a further two days training

and preparation a second series of cluster days was organised by the regional co-



ordination teams. Cluster days in both the second and third phase were targeted at
principals and co-ordinators and up to three teachers from each school.
The first day ofthe two day regional inservice concentrated on:
-Assessment
-Evaluation
-Programme Management
It was stressed that programme management is not just about the role of the co-
ordinator, or co-ordination itself. The information sent to the Training Teams on the
subject of Programme Management states that "in the rest of the curriculum there is a
discipline enforced by the examination system which acts as an external control. In the
absence of an external control there must be internal programme management."394
The notes go on to say that:
Effective management ofa TY programme should imply:

-Involvement

-Ownership

-Responsibility

-Teamwork

-A capacity to make decisions and to take

appropriate action.395
The second cluster day concentrated on:
-Curriculum design
-Curriculum design and methodology
-Assessment
-Co-ordination and Implementation
The sections on co-ordination and implementation are particularly relevant to this

study. The co-ordination section included issues such as The role ofthe Co-ordinator,

394"Programme Management", Additional Information from Action Group to Training
Teams, TYP In Career Development, October 6th, 1994.
395Ibid.
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Curriculum Development and Facilities and Resources. The implementation section
concentrated on areas such as Leaving Certificate Material, Absenteeism, Parents,
Disruptions, Assessment, Job placement and Planning meetings.

The section also included a discussion of team work and time and stressed the

importance of planning.

Analysis of the programme is included in chapter three.
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PRINCIPAL QUESTIONNAIRE

PART ONE - GENERAL INFORMATION
Q.l School details (please tick)
(a) Type of school:
Community school
V.E.C./Community college
Comprehensive School
Secondary school
Other

(b) In what year did this school open?

(c) In what year did this school begin offering the Transition Year
Programme?

(d) Has there been any period since in which the school did not offer the
programme?
Yes

N o
If yes, please specify

(e) Isthe Transition Year compulsory for students after third year ?

Yes

No ~
() How many Transition Year classes does your school have this year?
(9) How many students are there in the Transition Year in total this year? _

(h) How many teachers are teaching Transition Year classes this year?

(i) Which ofthe following programmes is your school offering this year?
(please tick)

LCAP LCVP The Junior Certificate Elementary Programme

CSPE A social / personal development programme
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PART TWO - NATIONAL IMPLEMENTATION OF THE TRANSITION
YEAR PROGRAMME

Q. 2 Dissemination

(a) Do you refer to the Department ofEducation Transition Year Guidelines
1994/95 while planning the programme?

Yes
No

Ifyes, how would you rate the value ofthe Department ofEducation Transition
Year Guidelines 1994/95 while planning the Transition Year programme?
(please tick one)

Very Poor Poor Fair Good Very Good

(b) Do you, as principal, have reason to refer to the guidelines in the day-to-day
running of the programme?

Yes
N o

Ifyes, please specify how often and for what purpose

(c) Do you refer to the Department ofEducation Transition Year Programme
Resource Material Folder while planning the programme?

Yes.
No

Ifyes, how would you rate the value of the Transition Year Programme
Resource Material Folder while planning the Transition Year Programme?
(please tick one)

Very Poor Poor Fair Good Very Good
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(d) Do you, as Principal, have reason to refer to the Transition Year Programme
Resource Material Folder in the day-to-day running ofthe programme?

Yes
No

Ifyes, please specify how often and for what purpose

Q. 3 Inservice training/activity'

(a) How important do you think inservice training/activity for Principals is in the
following areas, when a new course such as the Transition Year is introduced?
(please circle one number, 1 being unimportant arid 5 being very important)

Inservice topic Unimportant Important
Rationale and philosophy ofthe programme 2 3 4 5
Curricular content of the new programme 2 3 4 5
Timetabling requirements 2 3 4 5
Resources for the new programme 2 3 4 5
Funding/budgeting 2 3 4 5
Introducing the new programme to staff 2 3 4 5
Introducing the new programme to parents 2 3 4 5
Implementing change in the school 2 3 4 5
Organising student groups 2 3 4 5
Co-ordination of new programme 2 3 4 5

Curriculum development 2 3 4 5
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(b) Did you, as Principal, receive inservice training on the Transition Year
Programme?

Yes
No

(c) Ifyes, how would you rate it overall as preparation for the implementation of a
new programme into your school?

Very Poor Poor Fair Good Very Good
(d) Specifically, please rate the inservice training you received in relation

to the following areas:
Please rate by circling one number -where 1 = very poor

2 = poor

3 = fair

4 = good

5 = very good
Inservice topic Very Poor.....coee.e. Very Good
Rationale and philosophy of the programme 2 3 4 5
Curricular content ofthe new programme 2 3 4 5
Timetabling requirements 2 3 4 5
Resources for the new programme 2 3 4 5
Funding/budgeting 2 3 4 5
Introducing the new programme to staff 2 3 4 5
Introducing the new programme to parents 2 3 4 5
Implementing change in the school 2 3 4 5
Organising student groups 2 3 4 5
Co-ordination of new programme 2 3 4 5
Curriculum development 2 3 4 5

Q. 4 Department of Education support for the programme

(@) Do you think Department of Education support in the form of resources:
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teaching materials, extra teachers, extra time allocation, curriculum development
assistance and funding is adequate?
Please rate by circling one number where 1= very poor

2 = poor

3 = fair

4 = good

5 = very good

Very POOr .., Very Good

Resource
Teaching materials: 1 2 3 4 5
Extra teachers: 1 2 3 4 5
Extra time for planning and meetings 1 2 3 4 5
Curriculum development assistance: 1 2 3 4 5
Funding: 1 2 3 4 5

(b) Do you think support ofthis type is important for the successful implementation
ofthe Transition Year Programme at school level?
(please circle one number, 1 being unimportant and 5 being veiy important)

Unimportant Important

Resource

Teaching materials: 1 2 3 4 5
Extra teachers: 1 2 3 4 5
Extra time for planning and meetings 1 2 3 4 5
Curriculum development

assistance: 1 2 3 4 5
Funding: 1 2 3 4 5

(c) Has your school used the services ofthe Transition Year Support Team?
Yes
No

Ifyes, in what capacity?
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PART THREE - IMPLEMENTATION OF THE TRANSITION YEAR
PROGRAMME AT SCHOOL LEVEL

Q. 5 Initial Planning

(@) What process was undertaken at school level in deciding to offer the programme
initially?

(b) Was there any parental participation in the initial decision to offer
the programme?
Yes_
No
Ifyes, please specify

(c) Was there community involvement in the initial decision to offer
the programme?
Yes
No
If yes, please specify

(d) Who is involved in making the following curriculum decisions for the Transition
Year?
(i) Decisions regarding the format ofthe course:

(i) Decisions regarding the curricular content:

(iii) Decisions regarding the organisation of student groups:

(iv) Decisions regarding assessment of students' progress
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Q. 6 Teachers

How are those teachers teaching the Transition Year classes
chosen? (please tick)

They are volunteers who have expressed an interest in teaching the programme

They are chosen by the Principal / Vice principal when the timetable is drawn up

Other (please specify)

Q. 7 Co-ordination of the programme

(@) Is there a Transition Year co-ordinator in your school? Yes
No

(b) Ifthere is a co-ordinator, how was he/she chosen? (please tick)
Asked by the Principal_____
Took on duties as part of a post of responsibility_
Elected by staffmembers__
Assumed the role voluntarily
Other (please specify)

(c) Ifthe position of co-ordinator is a post of responsibility, is it:
An "A" Post
A "B" Post

(d) Isthere a Transition Year core team in your school? Yes
No

(e) How were the members of the core team chosen?
Asked by the principal____
Volunteers
Other (please specify)

() What are the main functions ofthe core team?

Q. 8 Evaluation

(a) Is the programme evaluated at school level?
Yes
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No
If yes, how often is it evaluated?

(b) Ifthe programme is evaluated, who takes part in this evaluation?

(c) What form does this evaluation take?

Q.8

(a) What difficulties were anticipated when planning the programme?

(b) Which, ifany, of these difficulties materialised?

(c) What difficulties, if any, have arisen since the introduction of the programme which
were not anticipated?

(d) Which forms of support have been most beneficial in running the Transition Year
programme in your school?

(e) What advice would you give to a school which is starting a Transition Year
Programme?
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Additional comments

Thank you very much for your time and co-operation in completing this
guestionnaire.
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CO-ORDINATOR QUESTIONNAIRE
PART ONE

Q.l General information
(in each question, please tick one)

(a) Age 22 - 29
30 - 45
over 45
(b) Sex Male _
Female
(c) Number ofyears you have been teaching 1-5
6 10
1. 20
over 20

(d) How long have you been a Transition Year co-ordinator?

(e) How did you come to have the post?
Asked by the Principal
Took on duties as pan ofa post ofresponsibility
Elected by staffmembers____
Assumed the role voluntarily
Other (please specify)

() Do you think timetabled time to carry out your duties is necessary ?
Yes
No

Ifyes, how much time do you think is required, per week?

(g) Areyou allowed timetabled time to carry out your duties?
Yes
No

Ifyes, how much time per week?

(h) Do you think the post should be a post of responsibility?
Yes
No "

(h) Ifyes, should it be
An "A" post
A "B" post
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PART TWO - National implementation of the Transition Year Programme

Q. 2 Dissemination
(@) Do you refer to the Department ofEducation Transition Year Guidelines
1994/95 while planning the programme?

Yes
No

Ifyes, how would you rate the value ofthe Department ofEducation Transition
Year Guidelines 1994/95 while planning the Transition Year Programme?
(please tick one)

Very Poor Poor Fair Good Very Good

(b) Do you, as co-ordinator, have reason to the guidelines in the day-to-day running
of the programme?
Yes
No _

Ifyes, please specify how often and for what purposes:

(c) Do you refer to the Department of Education Transition Year Programme
Resource Material Folder while planning the programme?

Yes
No

Ifyes, how would you rate the value of the Transition Year Programme
Resource Material Folder while planning the Transition Y ear Programme?
(please tick one)

Very Poor Poor Fair Good Very Good

(d) Do you have reason to refer to the Transition Year Programme Resource
Material Folder in the day-to-day running of the programme?
Yes
No

Ifyes, please specify, how often and for what purposes:
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Q.3 Inservice Training

(@) Do you think inservice training for the post of co-ordinator is necessary?
Yes
No

(b) Did you receive inservice training for this position?
Yes
NO n

(c) Ifyes, how would you rate it overall as preparation for the implementation ofa
new programme into your school?
(please tick)

Very Poor Poor Fair Good Very Good
Specifically, how would you rate the training you received in relation to the

following areas:
Please rate by circling one number where 1= very poor

2 = poor

3 = fair

4 = good

5= very good

Inservice topic VeryPoor ... Very Good

Rationale and philosophy of the programme 1 2 3 4 5
Curricular content of the new programme 1 2 3 4 5
Timetabling requirements 1 2 3 4 5
Resources for the new programme 1 2 3 4 5
Funding/budgeting 1 2 1 4 5
Programme Management 1 2 3 4 5
Introducing the new programme to parents 1 2 3 4 5
Assessment 1 2 3 4 5
Organising student groups 1 2 3 4 5
Co-ordination of new programme 1 2 3 4 5

Curriculum development/design 1 2 3 4 5
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Inservice topic
Programme Evaluation
Organising work experience
Team work strategies

Teaching methodology

VeryPoor

1

Q. 4 Department of Education support for the programme

2 3
2 3
2 3
2 3

Very-Good

4 5
4 5
4 5
4 5

(a) Do you think Department of Education support in the form of resources:

teaching materials, extra teachers, extra time allocation, curriculum development

assistance and funding is adequate?

Please rate by circling one number where 1= very poor

Resource
Teaching materials:

Extra teachers:
Extra time for planning and meetings
Curriculum development assistance:

Funding:

2 =poor

3 = fair

4 = good

5 = very good

Very Poor..............

............... Very Good
3 4 5
3 4 5
3 4 5
3 4 5
3 4 5
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(b) Do you think support of this type is important for the successful implementation
of new programmes at school level?
(please circle one number, 1 being least important and 5 being most important)

Unimportant Important

Resource

Teaching Materials 2 3 4 5
Extra teachers: 2 3 4 5
Extra time for planning 2 3 4 5
Curriculum development

assistance: 2 3 4 5
Funding: 2 3 4 5

(c) Have you availed ofthe services ofthe Transition Year Support Team?
Yes
N o

Ifyes, in what capacity?

PART THREE - Implementation of the Transition Year programme at school

level

Q.5 Co-ordination of the programme (please tick)

(a) Does our school have a Transition Year Core team?
Yes
No

(b) If not, do you think a team would be beneficial?
Yes_
No

(d) What would you describe as the main duties of the Transition Year co-ordinator?
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Q,, 6 Planning
(a) Who isinvolved in making the following curriculum decisions for the Transition
Year?

(it) Decisions regarding the curricular content:

(iii) Decisions regarding the organisation of student groups:

(iv) Decisions regarding assessment of students' progress:

(v) Decisions regarding what is taught within a module at classroom level:

If more than one person is involved, how are decisions made?

(b)  What difficulties in running the Transition Year Programme were anticipated in
advance?

(c) Which, ifany, ofthese difficulties have materialised?

(d)What difficulties if any, have arisen which were not anticipated?

(e) Which forms of support have been most beneficial in running the Transition Year
programme in your school?
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(f) What advice would you give to a school which is starting a Transition Year
Programme?

Q.7 Factors affecting implementation

How important are the following factors in the implementation of the Transition Year
Programme at school level? (please circle one number, where 1 is unimportant and 5
is very important)

Unimportant Important

Team work among staff members 1 2 3 4 5
Support of Principal 1 2 3 4 5
Support of other staff members 1 2 3 4 5
Resources for the new programme 1 2 3 4 5
Funding 1 2 3 4 5
Support of parents 1 2 3 4 5
Support of community members 1 2 3 4 5
Public status of new course 1 2 3 4 5
Extra time for planning 1 2 3 4 5
Curriculum development assistance: 1 2 3 4 5
Willingness of staffto change 1 2 3 4 5
Department of Education support 1 2 j 4 5
Credibility of course in the eyes of the students 1 2 3 4 5
Teachers' attitude to change 1 2 3 4 5
Teacher motivation 1 2 3 4 5

Inservice training 1 2 3 4 5
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Q. 8 Evaluation
(a) Isthe Transition Year Programme in your school evaluated?
Yes
No

Ifyes, how often is it evaluated?

(b) Ifthe programme is evaluated, who takes part in this evaluation?

(c) What form does this evaluation take?

Additional comments

Thank you very much for your time and co-operation in completing this
guestionnaire.
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TEACHER QUESTIONNAIRE

PART ONE

Q.l General information (please tick)

(a) Age 22 - 29
30-45
over 45
(b) Sex Male _
Female
(c) Number ofyears you have been teaching 1-5
6-10
over 10

(d) How many years have you been teaching Transition Year classes?_

PART 'TWO - National implementation of the Transition Year Programme

Q. 2 Dissemination
(@) Do you refer to the Department of Education Transition Year Guidelines
1994/95 while planning the programme?
Yes
No

Ifyes, how would you rate the value of the Department ofEducation Transition
Year Guidelines 1994/95 while planning the Transition Year Programme?
(please tick one)

Very Poor Poor Fair Good Very Good

(b) Do you have reason to refer to the guidelines in the day-to-day running ofthe
programme?
Yes
No

Ifyes, please specify how often and for what purposes:

(c) Do you refer to the Department of Education Transition Year Programme
Resource Material Folder while planning the programme?
Yes
No

Ifyes, how would you rate the value of the Transition Year Programme
Resource Material Folder while planning the Transition Year Programme?



324

(please tick one)
Very Poor Poor Fair Good Very Good
(d) Do you have reason to refer to the Transition Year Programme Resource
Material Folder in teaching the programme day-to-day?
Yes

No

Ifyes, please specify how often and for what purposes:

Q.3 Inservice Training

(a) Did you attend the in service training for the Transition Year Programme
Yes
No

(b) Ifyes, how would you rate it overall as preparation for the implementation of a
new programme into your school?
(please tick)
Veiy Poor Poor Fair Good Very Good

(c) Specifically, how would you rate the training you received in relation to the
following areas:

Inservjce topic VeryPoor........ Very Good
Rationale and philosophy ofthe programme 2 3 4 5
Curricular content of the new programme 2 3 4 5
l'imetabling requirements 2 3 4 5

Resources for the new programme 2 3 4 5
Funding/budgeting 2 3 4 5
Programme Management 2 3 4 5
Introducing the new programme to parents 2 3 4 5
Assessment 2 3 4 5

Organising student groups 2 3 4 5
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Inservice topic VeryPoor...co.ee.. Very Good
Co-ordination of new programme 2 3 4 5
Curriculum development/design 2 3 4 5
Programme Evaluation 2 3 4 5
Organising work experience 2 3 4 5
Team work strategies 2 3 4 5
Teaching methodology 2 3 4 5

(c) Do you think ongoing in service training is necessary?
Yes
No

(d) Ifyou did not attend inservice training, which areas would you like some training
in?

Q. 4 Department of Education support for the programme

(a) Do you think Department of Education support in the form of resources:
teaching materials, extra teachers, extra time allocation, curriculum development
assistance and funding is adequate?

Please rate by circling one number where 1= very poor

2 = poor

3 = fair

4 = good

5 = very good

Very Poor...oiiiencnnns Very Good

Resource
Teaching materials: 2 3 45
Extra teachers: 2 3 45
Extra time for planning and meetings 2 3 45
Curriculum development assistance: 2 3 45

Funding: 2 3 4 5
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(b) Do you think support of this type is important for the successful implementation
of new programmes at school level?
(please circle one number, 1 being least important and 5 being most important)

Unimportant Important

Resource

Teaching Materials 1 2 3 4 5

Extra teachers: 1 2 3 4 5

Extra time for planning 1 2 3 4 5
Curriculum development

assistance: 1 2 3 4 5
Funding: 1 2 3 4 5

(c) Have you availed of the services ofthe Transition Year Support Team?
Yes
No
If yes, in what capacity?

PART THREE - Implementation of the Transition Year Programme at school
level

Q.5 Co-ordination of the programme

(a) Is there a Transition Year core team in your school?
Yes
N o

(b) Ifnot, do you think a team would be beneficial?
Yes
No

Q. 6 Planning
(@) Who is involved in making the following curriculum decisions for the Transition
Year?
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(i) Decisions regarding the curricular content:

(iii) Decisions regarding the organisation of student groups:

(iv) Decisions regarding assessment and evaluation of students' progress

(v) Decisions regarding what is taught within a module at classroom level:

If more than one person is involved, how are decisions made?

(b) How do you personally feel about planning a Transition Year programme for
your students? Please rate thefollowing statements by circling one number on each

line

I found planning a programme daunting at
the beginning

| still find planning a programme daunting
| find planning a programme challenging

| find planning a programme difficult

I find planning a programme enjoyable

I find planning a programme a nuisance

I find planning a programme rewarding

| find planning a programme a pleasant change
from teaching mandated programmes

| find planning a programme encourages
teamwork in my school

disagree

2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
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(c)  What extra resources/help in teaching the Transition Year programme would you
like?

Q.7

(a) What difficulties were anticipated in advance?

(b) Which ifany ofthese difficulties has materialised?

(c)What difficulties if any, have arisen which were not anticipated?

(d) Which forms of support have been most beneficial in running the transition Year
programme?

(e)  What advice would you give to a school which is starting a Transition Year
Programme?

Q.8 Factors affecting implementation of the Transition Year Programme

(a) How important are the following factors in the implementation of the Transition
Year Programme at school level? (please circle one number, where 1 is unimportant
and 5 is very important)

Unimportant Important
Team work among staff members 2 3 4 5
Support of Principal 2 3 4 5
Support of other staff members 2 3 4 5
Resources for the new programme 2 3 4 5

Funding 2 3 4 5
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Unimportant Important

Support of parents 1 2 3 4 5
Support of community members 1 2 3 4 5
Public status of new course 1 2 3 4 5
Extra time for planning 1 2 3 4 5
Curriculum development assistance: 1 2 3 4 5
Willingness of staffto change 1 2 3 4 5
Department of Education support 1 2 3 4 5
Credibility of course in the eyes ofthe students 1 2 3 4 5
Teachers' attitude to change 1 2 3 4 5
Teacher motivation 1 2 3 4 5
Inservice training 1 2 3 4 5

Ifthere are any other factors you would regard as important in the implementation of
the Transition Year Programme, please state them and rate 1-5.

(b) Do you find that your teaching methods are different in Transition Year classes?
Yes, very different_
Quite different
Slightly different__
Much the same
It varies from class to class

Additional Comments

Thank you very much for your time and co-operation in completing this
guestionnaire.
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Appendix Four

Sample Letters



Initial Letter to Principals
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21 The Nurseries,
Forest Road,
Swords,

Co. Dublin.

1st March 1997

Dear (Principal's name),
I am currently researching the Transition Year Programme for a thesis to be submitted
in part fulfilment of the Masters in Education course at St. Patrick's College,
Maynooth. The title of the study is "The Transition Year - A Case Study in the
Implementation of Curriculum Change”. An increase in the rate of change in the
curriculum in recent years in the form of new or updated courses for students has
prompted interest in how schools cope with innovation and respond to the challenge of
introducing new courses. In the case of the Transition Year there is the added
dimension of the freedom to plan the programme at school level.
I am teaching in Riversdale Community College, in Blanchardstown and hope to
include six schools in the Dublin area in my study. | am writing to ask if you would
agree to allow me to administer questionnaires about the Transition Year Programme
in your school. This would involve:
1. A brief meeting with the Principal when delivering the questionnaires.
2. A questionnaire to be completed by the Principal.
3. A questionnaire to be completed by the Transition Year Co-ordinator, if one

exists.
4. A questionnaire to be completed by the Transition Y ear teachers - if possible

at your next Transition Year/staff meeting.

| appreciate the demands on time for you and your teaching staff. Accordingly, | have

designed the questionnaires to facilitate speed of answering.



All information is strictly confidential and for the purposes of research only. | would
be very grateful for your co-operation and would be happy to furnish you with the
findings of my research if you so wish. | will contact you by telephone on Thursday,
March 6th.

Thank you for your attention.

Yours faithfully,

Patricia Deane.
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Cover letter to contact person (either Principal or co-ordinator) included with

box of questionnaires.
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21 The Nurseries,
Forest Road,
Swords,

Co. Dublin.

6th March 1997

Dear (name of contact person),
Thank you for agreeing to circulate these questionnaires to your staff. Please find
herein:
1 A questionnaire to be completed by the Principal.
2. A questionnaire to be completed by the Transition Year Co-ordinator, if one
exists.
3. Questionnaires to be completed by those teachers teaching Transition Year classes

in the academic year 1996/97.

The questionnaires are "user friendly" and are designed to be completed quickly. The
questionnaires for Principal and Transition Year co-ordinator should take about 15
minutes to complete. The questionnaire for teachers is shorter.

Each questionnaire comes with a covering letter and | have provided an envelope in
which each questionnaire can be returned. This box can be used for completed
questionnaires. | hope to collect the questionnaires on Wednesday, March 26th.

Thank you again for your co-operation.

Yours faithfully,

Patricia Deane.
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Cover letters to Principals, co-ordinators and Transition Year teachers

accompanying the questionnaires.
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21 The Nurseries,
Forest Road,
Swords,

Co. Dublin.

6th March 1997

Dear Transition Year Teacher,

I am currently researching the Transition Year Programme in part fulfilment of the
Masters in Education course at St. Patrick's College, Maynooth. The title of the study
is "The Transition Year - A Case Study in the Implementation of Curriculum Change".
An increase in the rate of change in the curriculum in recent years in the form of new
or updated courses for students has prompted interest in how schools cope with
innovation and respond to the challenge of introducing new courses. In the case of the
Transition Year there is the added dimension of the freedom to plan the programme at
school level.

Your Principal has kindly allowed me circulate this questionnaire to members of the
staff. The aim of the research is to gather reactions from teachers on the way in which
the Transition Year has been implemented around the country. The research is also
collecting information on how schools are responding to change in developing the

programme and how teachers feel about their new role in curriculum development.

| appreciate the demands on your time and have designed the questionnaire to facilitate
speed of answering. All information is strictly confidential and for the purposes of
research only. An envelope has been provided with each questionnaire to ensure
confidentiality and | will be collecting the completed questionnaires in person.

I am very grateful for your co-operation.

Yours faithfully,

Patricia Deane



338

21 The Nurseries,
Forest Road,
Swords,

Co. Dublin.

6th March 1997

Dear Transition Year Co-ordinator,

I am currently researcliing the Transition Year Programme in pait fulfilment of the
Masters in Education course at St. Patrick's College, Maynooth. The title of the study
is "The Transition Year - A Case Study in the Implementation of Curriculum Change".
An increase in the rate of change in the curriculum in recent years in the form of new
or updated courses for students has prompted interest in how schools cope with
innovation and respond to the challenge of introducing new courses. In the case of the
Transition Year there is the added dimension of the freedom to plan the programme at
school level.

Your principal has kindly allowed me circulate this questionnaire to members of the
staff. The aim of the research is to gather reactions from teachers on the way in which
the Transition Year has been implemented around the country. The research is also
collecting information on how schools are responding to change in developing the

programme and how teachers feel about their new role in curriculum development.

| appreciate the demands on your time and have designed the questionnaire to facilitate
speed of answering. All information is strictly confidential and for the purposes of
research only. An envelope has been provided with each questionnaire to ensure
confidentiality and | will be collecting the completed questionnaires in person from
your Principal/Co-ordinator.

I am very grateful for your co-operation.
Yours faithfully,

Patricia Deane
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21 The Nurseries,
Forest Road,
Swords,

Co. Dublin.

6th March 1997

Dear Principal,

I am currently researching the Transition Year Programme in part fulfilment of the
Masters in Education course at St. Patrick's College, Maynooth. The title of the study
is "The Transition Year - A Case Study in the Implementation of Curriculum Change".
An increase in the rate of change in the curriculum in recent years in the form of new
or updated courses for students has prompted interest in how schools cope with
innovation and respond to the challenge of introducing new courses. In the case of the
Transition Year there is the added dimension of the freedom to plan the programme at
school level.

The aim of the research is to gather reactions from teachers on the way in which the
Transition Year has been implemented around the country. The research is also
collecting information on how schools are responding to change in developing the

programme and how teachers feel about their new role in curriculum development.

| appreciate the demands on your time and have designed the questionnaire to facilitate
speed of answering. All information is strictly confidential and for the purposes of
research only. An envelope has been provided with each questionnaire to ensure
confidentiality and | will be collecting the completed questionnaires in person.

I am very grateful for your co-operation.

Yours faithfully,

Patricia Deane
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Thank you letter sent to each school
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21 The Nurseries,

Forest Road,

Swords,

Co. Dublin.

11/4/97
Dear (name of contact person),

Please extend my sincere thanks to your staff for their co-operation in

completing my questionnaires on the Transition Year Programme. | appreciate how
busy you all are and am grateful for your time and effort.

I wish you and your students well for the remainder of the school year.

Yours faithfully,

Patricia Deane.
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Appendix Five

The Questionnaires
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PRINCIPAL QUESTIONNAIRE
PART ONE - GENERAL INFORMATION
Q.I School details (please tick)
(@) Type of school:
Community school
V.E.C./Community college
Comprehensive School
Secondary school
Other
(b) In what year did this school open?

(c) Inwhat year did you become Principal of this school?

(d) In what year did this school begin offering the Transition Year
Programme?

(e) Has there been any period since in which the school did not offer the
programme?
Yes

N o
Ifyes, please specify

(f) Isthe Transition Year compulsory for students after third year ?
Yes.
No_
If no, how are students selected?

Questions (g) to (k) refer to this academic year 1996/97.
(g) How many students are there in total in the school?_
(h) How many students are there in the Transition Year in total?
(i) How many Transition Year classes does your school have? _

(j) How many teachers are teaching Transition Year classes?___
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(k) Which ofthe following programmes is your school offering?
(please tick)

LCAP LCVP The Junior Certificate Elementary Programme
CSPE A social / personal development programme

PART TWO - NATIONAL IMPLEMENTATION OF THE TRANSITION
YEAR PROGRAMME

I fyou were appointed as Principal after the réintroduction o f the Transition Year
Programme in 1993 andfeel unable to answer the questions in this section, please
consult another member of staff.

Q. 2 Dissemination

(@) Do you refer to the Department ofEducation Transition Year Guidelines
1994/95 while planning the programme?

Yes
No

Ifyes, how would you rate the value ofthe Department o fEducation Transition
Year Guidelines 1994/95 while planning the Transition Year Programme?
(please tick one)

Very Poor Poor Fair Good Very Good

(b) Do you, as Principal, have reason to refer to the guidelines in the day-to-day
running ofthe programme?

Yes
No

Ifyes, please specify how often and for what purpose:

(c) Do you refer to the Department of Education Transition Year Programme
Resource Material Folder while planning the programme?

Y es
No ’
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Ifyes, how would you rate the value of the Transition Year Programme
Resource Material Folder while planning the Transition Year Programme?
(please tick one)

Very Poor Poor_ Fair Good Very Good

(d) Do you, as Principal, have reason to refer to the Transition Year Programme
Resource Material Folder in the day-to-day running of the programme?

Y es
N o

Ifyes, please specify how often and for what purpose:

Q. 3 Inservice training/activity

(a) How important do you think inservice training/activity for Principals is in the
following areas, when a new course such as the Transition Year is introduced?
(please circle one riumber, 1 being unimportantand 5 being very important)

Inservice topic Unimportant............ Important
Rationale and philosophy of the programme 1 2 3 4 5
Curricular content of the new programme 1 2 3 4 5
Timetabling requirements 1 2 3 4 5
Resources for the new programme 1 2 3 4 5
Funding/budgeting 1 2 3 4 5
Introducing the new programme to staff 1 2 3 4 5
Introducing the new programme to parents 1 2 3 4 5
Implementing change in the school 1 2 3 4 5
Organising student groups (banded/mixed etc.) 1 2 Y 4 5
Co-ordination of new programme 1 2 35 4 5
Curriculum development 1 2 7 4 5
Other

(please specify and rate) 1 2 3 4 5
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(b) Did you, as Principal, receive inservice training on the Transition Year

(©)

Programme?

Yes
No
I fyes, please answerpart (c) andpart (d) ifno, please proceed topart (e)

Ifyes, how would you rate it overall as preparation for the implementation of a

new programme into your school?

Very Poor Poor Fair Good

Very Good

(d) Specifically, please rate the inservice training you received in relation

to the following areas:

Please rate by circling one number where 1= very poor

2 = poor

3 - fair

4 = good

5 = very good
Inservice topic Very Poor

Rationale and philosophy of the programme

Curricular content ofthe new programme
Timetabling requirements

Resources for the new programme
Funding/budgeting

Introducing the new programme to staff
Introducing the new programme to parents
Implementing change in the school
Organising student groups

Co-ordination of new programme
Curriculum development

Other
(please specify and rate)

Very Good
4 5
4 5
4 5
4 5
4 5
4 5
4 5
4 5
4 5
4 5
4 5
4 5
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(e) In which areas would you like to receive inservice training if any?

Q. 4 Department of Education support for the programme

(a) Do you think Department of Education support in the form of resources:
teaching materials, extra teachers, extra time allocation, curriculum development
assistance and funding is adequate?

Please rale by circling one number where 1= very poor

2 = poor

3 = fair

4 = good

5 = very good

Very POOr...eiieevieiienn, Very Good

Resource
Teaching materials: 1 2 3 4 5
Extra teachers: 1 2 3 4 5
Extra time for planning and meetings 1 2 3 4 5
Curriculum development assistance: 1 2 3 4 5
Funding: 1 2 3 4 5

(b) Do you think support of this type is important for the successful implementation
ofthe Transition Year Programme at school level?
(please circle one number, 1 being unimportantand 5 being very important)

Unimportant Important
Resource
Teaching materials: 2 3 4 5
Extra teachers: 2 3 4 5
Extra time for planning and meetings 2 3 4 5

Curriculum development
assistance:

Funding: 2 3 4 5
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(c) Has your school used the services ofthe Transition Year Support Team?
Yes
NO "

If yes, in what capacity?

PART THREE - IMPLEMENTATION OF THE TRANSITION YEAR
PROGRAMME AT SCHOOL LEVEL

Q. 5 Initial Planning

(@) What process was undertaken at school level in deciding to offer the programme
initially?

(b) Was there any parental participation in the initial decision to offer
the programme?
Yes
No
Ifyes, please specify

(c) Was there community involvement in the initial decision to offer
the programme?
Yes
No_
Ifyes, please specify
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(d) Who is involved in making the following curriculum decisions for the Transition

Year?

(i) Decisions regarding the format ofthe course: - e.g.. whether there will be
modules and core subjects, modules only, core subjects only, length of
modules, no. of periods per week, etc.

(please tick - you may tick more than one)

Principal

Senior staff members_

Transition Year co-ordinator_____

Transition Year core team

Transition Year teachers

Other teaching staff

Parents_

Community members____

Local employers

Others (please specifyy

(i) Decisions regarding the curricular content: - which subjects and/or
activities will be included in the timetable:

(please tick-you may tick more than one)

Principal

Senior staff members_

Transition Year co-ordinator__

Transition Year core team

Transition Year teachers

Other teaching staff

Parents____

Community members_

Local employers____

Others (please specify)

(iii) Decisions regarding the organisation of student groups:
(please tick - you may tick more than one)
Principal

Senior staff members

Transition Year co-ordinator
Transition Year core team

Transition Yearteachers___

Other teaching staff

Parents__

Community members_

Local employers__

Others (please specify)
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(iv) Decisions regarding assessment of students' progress
(please tick - you may tick more than one)
Principal ____

Senior staffmembers

Transition Year co-ordinator__
Transition Year core team

Transition Year teachers____

Other teaching staff_____

Parents

Community members_

Local employers

Others (please specify)

Q. 6 Teachers

How are those teachers teaching the Transition Year classes
chosen? {please tick)
They are volunteers who have expressed an interest in teaching the programme

They are chosen by the principal / vice principal when the timetable is drawn up
A mixture of the two above

Other (please specify)

Q. 7 Co-ordination of the programme

(a) Is there a Transition Year co-ordinator in your school? Yes____
No

(b) Ifthere is a co-ordinator, how was he/she chosen? (please tick)
Asked by the Principal
Took on duties as part of a post of responsibility
Elected by staff members____
Assumed the role voluntarily
Other (please specify)

(c) Ifthe position of co-ordinator is a post of responsibility, is it:
An "A" Post
A "B" Post
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(d) Is there a Transition Year core team in your school? Yes
No

(e) How were the members ofthe core team chosen?
Asked by the principal____
Volunteers
Other (please specify)

(f) What are the main functions ofthe core team?

Q. 8 Evaluation
(a) Is the programme evaluated at school level?

Yes
No

Ifyes, how often is it evaluated?

Once every two years (or less)

Once ayear_____

More than once ayear (please specify)

(b) I1f the programme is evaluated, who takes part in this evaluation?
The whole staff_
All the Transition Year Teachers ofthat year__
The Transition Year Core Team only
Other (please specify)

(c) What form does this evaluation take?

QS8

(a) What difficulties were anticipated when planning the programme?
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(b) Which, ifany, ofthese difficulties materialised?

(c) What difficulties, if any, have arisen since the introduction ofthe programme which
were not anticipated?

(d) Which forms of support have been most beneficial in running the Transition Year
Programme in your school?

(e) What advice would you give to a school which is starting a Transition Year
Programme?

Additional comments

Thank you very much for your time and co-operation in completing this
qguestionnaire.
Please place it in the envelope provided and seal it.



CO-ORDINATOR QUESTIONNAIRE
PART ONE

Q.1 General information
(in each question, please tick one)

(a) Age 21 - 29
30 -45
over 45
(b) Sex Male _
Female

(c) Number of years you have been teaching 1-5

6 - 10

11 - 20"
over 20

(d) How long have you been a Transition Year co-ordinator?

(e) How did you come to have the post?
Asked by the Principal
Took on duties as part of a post of responsibility
Elected by staff members__
Assumed the role voluntarily
Other (jAease specify)

() Do you think timetabled time to carry out your duties is necessary ?
Yes
No

Ifyes, how much time do you think is required, per week?

(g) Areyou allowed timetabled time to carry out your duties?
Yes ™
No

Ifyes, how much time per week?

(h) Do you think the post should be a post of responsibility?
Yes
No

(i) Ifyes, should it be
An "A" post
A "B" post
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PART TWO - National implementation of the Transition Year Programme

Q. 2 Dissemination

(@) Do you refer to the Department of Education Transition Year Guidelines
1994/95 while planning the programme?

Yes
No "

Ifyes, how would you rate the value ofthe Department ofEducation Transition
Year Guidelines 1994/95 while planning the Transition Year Programme?
(please tick one)

Very Poor Poor Fair Good Very Good

(b) Do you, as co-ordinator, have reason to refer to the Guidelines in the
day-to-day running ofthe programme?
Yes
No "

If yes, please specify how often and for what purposes:

(c) Do you refer to the Department ofEducation Transition Year Programme
Resource Material Folder while planning the programme?

Yes
No

Ifyes, how' would you rate the value ofthe Transition Year Programme
Resource Material Folder while planning the Transition Year Programme?
(please tick one)

Very Poor Poor Fair Good Very Good

(d) Do you have reason to refer to the Transition Year Programme Resource
Material Folder in the day-to-day running of the programme?
Yes_
No

Ifyes, please specify, how often and for what purposes:



Q.3 Inservice Training

(a) Do you think inservice training for the post of co-ordinator is necessary?
Yes
No

(b) Did you receive inservice training for this position?
Yes
No
Ifyes, please answerpart (c) and (d). 1fno, please proceed topart (e).

(c) Ifyes, how would you rate it overall as preparation for the implementation of a
new programme into your school?
(please tick)

Very Poor Poor Fair Good Very Good
(d) Specifically, how would you rate the training you received in relation to the

following areas:
Please rate by circling one number where 1= very poor

2 = poor

3 = fair

4 = good

5 = very good

Inservice topic VeryPoor........ Very Good

Rationale and philosophy ofthe programme 1 2 3 4 5
Curricular content of the new programme 1 2 3 4 5
Timetabling requirements 1 2 3 4 5
Resources for the new programme 1 2 ® 4 5
Funding/budgeting 1 2 3 4 5
Introducing the new programme to parents 1 2 3 4 5
Assessment 1 2 3 4 5
Organising student groups 1 2 3 4 5
Co-ordination of new programme 1 2 3 4 5

Curriculum development/design 1 2 3 4 5



Inservice topic
Programme Evaluation
Organising work experience
Team work strategies
Teaching methodology

Other

(please specify and rate)

Please proceed to Question 4.

VeryPoor
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3

................. Very Good
4 5
4 5
4 5
4 5
4 5

(e) Ifyou did not receive inservice training, in which areas would you like inservice

training activities?

Q. 4 Department of Education support for the programme

(a) How would you rate Department of Education support for the Transition Year

Programme in the following areas ?

Please rate by circling one number where 1= very poor

Resource
Teaching materials:

Extra teachers:

Extra time for planning and meetings
Curriculum development assistance:

Funding:

2 = poor
3 = fair
4 = good
5 = very good
Very POOr .

Very Good
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(b) Do you think support of this type is important for the successful implementation
of new programmes at school level?
(please circle one number, 1 being unimportantand 5 being very important)

Unimportant Important

Resource

Teaching Materials 2 3 4 5
Extra teachers: 2 3 4 5
Extra time for planning 2 3 4 5
Curriculum development

assistance: 2 3 4 5
Funding: 2 3 4 5

(c) Have you availed ofthe services ofthe Transition Year Support Team?
Yes
No

Ifyes, in what capacity?

PART THREE - Implementation of the Transition Year programme at school
level

Q.5 Co-ordination of the programme (please tick)

(a) Does your school have a Transition Year core team?
Yes
No ’

(b) Ifnot, do you think ateam would be beneficial?
Yes
No

(c) Does your school have any contact with other schools in the area about the
Transition Year Programme?
Yes
No



358

Ifyes, what form does it take and for what purpose?

Ifno, would you welcome contact with other schools while planning and implementing
the programme in your school?

Yes
N o

(d) What would you describe as the main duties of the Transition Year co-ordinator?

Q. 6 Planning

(@)

Who is involved in making the following curriculum decisions for the Transition
Year?

(i) Decisions regarding the format of the course: - e.g.. whether there will be
modules and core subjects, modules only, core subjects only, length of modules,
no. of periods per week, etc.

(please tick - you may tick more than one)

Principal ___

Senior staff members__

Transition Year co-ordinator____

Transition Year core team

Transition Year teachers_

Other teaching staff_____

Parents_

Community members_

Local employers___

Others (please specify)

(i) Decisions regarding the curricular content: - which subjects and/or activities
will be included in the timetable

(please tick -you may tick more than one)
Principal

Senior staffmembers

Transition Year co-ordinator____
Transition Year core team
Transition Yearteachers__

Other teaching staff____

Parents_

Community members

Local employers___
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Others (please specify)

(ni) Decisions regarding the organisation of student groups: (eg. streaming,
banding, mixed ability groups etc.)

(please tick-you may tick more than one)
Principal ___

Senior staff members____

Transition Year co-ordinator

Transition Year core team

Transition Year teachers__

Other teaching staff____

Parents

Community members_

Local employers___

Others (please specify)

(iv) Decisions regarding assessment of students' progress
(please tick -you may tick more than one)
Principal ____

Senior staff members

Transition Year co-ordinator__
Transition Year core team
Transition Year teachers

Other teaching staff_____

Parents___

Community members____

Local employers____

Others (please specify)

(v) Decisions regarding what is taught within a module at classroom level:
teaching methodology and content.
(please tick - you may tick more than one)
Principal
Senior staffmembers____

Transition Year co-ordinator_____
Transition Year core team
Transition Year teachers
Other teaching staff____

Parents_

Community members____

Local employers___

Others (please specify)



360

If more than one person is involved, how are decisions made? (e.g.. at whole staff
meetings, meetings of TY teachers, etc.)

(b)  What difficulties in running the Transition Year Programme were anticipated in

advance?

(c) Which, if any, of these difficulties have materialised?

(d)What difficulties if any, have arisen which were not anticipated?

()  Which forms of support have been most beneficial in running the Transition Year
programme in your school?

()  What advice would you give to a school which is starting a Transition Year
Programme?
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Q.7 Factors affecting implementation

How important are the following features/factors in the implementation of the
Transition Year Programme at school level? (please circle one number, where 1 is
unimportant and 5 is very important)

Unimportant Important
Team work among staff members 1 2 3 4 5
Size of school 1 2 3 4 5
Support of Principal 1 2 3 4 5
Support of other staff members 1 2 3 4 5
Average age of teaching staff 1 2 3 4 5
Resources for the new programme 1 2 3 4 5
Academic success of school 1 2 3 4 5
Teaching experience of staff 1 2 ° 4 5
Funding 1 2 3 4 5
Support of parents 1 2 4 5

Whether or not the school is accustomedto change 1 2 3 4 5

Public status of new course 1 2 3 4 5
Support of community members 1 2 3 4 5
Academic ability of students 1 2 3 4 5
Extra time for planning 1 2 3 4 5
Curriculum development assistance: 1 2 3 4 5
Willingness of staffto change 1 2 3 4 5
Department of Education support 1 2 3 4 5
Social background of students 1 2 3 4 5
Pupil perception ofthe programme 1 2 3 4 5

Teachers' attitude to change 1 2 3 4 5
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Unimportant Important
Teacher motivation 1 2 3 4 5
Inservice training 1 2 3 4 5
Equipment available in school building 1 2 3 4 5

Ifthere are any other factors you would regard as important in the implementation of
the Transition Year Programme, please state them and rate 1-5.

Q. 8 Evaluation
(@) Is the Transition Year Programme in your school evaluated?
Yes
No

Ifyes, how often is it evaluated?

More than once a year (please specify)
Onceayear___

Once every two years (or less)

(b) Ifthe programme is evaluated, who takes part in this evaluation?
The whole staff
All the Transition Year Teachers of that year_
The Transition Year Core Team only
Other (please specify)

(c) What form does this evaluation take?

Additional comments

Thank you very much for your time and co-operation in completing this
questionnaire.
Please place it in the envelope provided and seal it.
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TEACHER QUESTIONNAIRE

PART ONE

Q.l General information (please tick)

(@ Age 21-29
30-45
over 45
(b) Sex Male
Female
(c) Number of years you have been teaching 1-5
6-10
over 10

(d) How many years have you been teaching Transition Year classes?

PART TWO - National implementation of the Transition Year Programme

Q. 2 Dissemination

(@) Do you refer to the Department o fEducation Transition Year Guidelines
1994/95 while planning the Transition Year Programme in your school?
Yes_

No '

Ifyes, how would you rate the value ofthe Department ofEducation Transition
Year Guidelines 1994/95 while planning the Transition Year Programme?
(please tick one)

Very Poor Poor Fair Good Very Good
(b) Do you have reason to refer to the guidelines in the day-to-day running ofthe
programme?
Yes
N o

Ifyes, please specify how often and for what purposes:

(c) Do you refer to the Department o fEducation Transition Year Programme
Resource Material Folder while planning the programme?
Yes_
No
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Ifyes, how would you rate the value of the Transition Year Programme
Resource Material Folder while planning the Transition Year Programme?
(please tick one)

Very Poor Poor Fair Good Very Good

(d) Do you have reason to refer to the Transition Year Programme Resource
Material Folder in teaching the programme day-to-day?
Yes_
No__

Ifyes, please specify how often and for what purposes:

Q.3 inservice Training

(a) Did you receive inservice training in 1994/95 for the Transition Year
Programme
Yes_
No_

I fno, please proceed to part (d), ifyes, please answer part (b) and (c) before
proceeding to question 4.

(b) How would you rate it overall as preparation for the implementation of the
new Transition Year Programme in your school?
(please tick)
Very Poor Poor Fair Good Very Good

(c) Specifically, how' would you rate the training you received in relation to the
following areas:

Please rate by circling one number where 1= very poor

2 = poor

3 = fair

4 = good

5 = very good

Inservice topic Very Poor Very Good

Rationale and philosophy of the programme 1 2 3 4 5
Curricular content of the new programme 1 2 3 4 5
Timetabling requirements 1 2 3 4 5

Teaching Materials for the programme 1 2 3 4 5
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Inservice topic VeryPoor......c.... Very Good
Funding/budgeting 1 2 3 4 5
Curriculum development/design 1 2 3 4 5
Programme Management 1 2 3 4 5
Introducing the new programme to parents 1 2 3 4 5
Assessment 1 2 3 4 5
Organising student groups 1 2 3 4 5
Co-ordination of new programme 1 2 3 4 5
Programme Evaluation 1 2 3 4 5
Organising work experience 1 2 3 4 5
Team work strategies 1 2 3 4 5
Teaching methodology 1 2 3 4 5

Other
(please specify and rale) I 2 3 4 5

Please proceed to part (e)

(d) Ifyou did not attend inservice training, which areas would you like some training
in?

(e) Do you think inservice training should be ongoing?
Yes
No "
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Q. 4 Department of Education support for the programme

(@ How would you rate Department of Education support for the Transition Year
programme in the following areas?
Please rate by circling one number where 1= very poor

2 = poor

3 = fair

4 = good

5= very good

Very POOr ..o Very Good

Resource
Teaching materials: 1 2 3 4 5
Extra teachers: 1 2 3 4 5
Extra time for planning and meetings 1 2 © 4 5
Curriculum development assistance: 1 2 7 4 5
Funding: 1 2 3 4 5

(b) Do you think support of this type is important for the successful implementation
of new programmes at school level?
(please circle one number, 1 being unimportant and 5 being very important)

Unimportant Important
Resource
Teaching Materials 1 2 34 5
Extra teachers: 1 2 34 5
Extra time for planning 1 2 3 4 5
Curriculum development
assistance: 1 2 34 5

Funding: 2 3 4 5



367

(c) Have you availed of the services of the Transition Year Support Team?
Yes
No
Ifyes, in what capacity?

PART THREE - Implementation of the Transition Year Programme at school
level

Q.5 Co-ordination of the programme

(@) Isthere a Transition Year core team in your school?
Yes
No

Ifnot, do you think a team would be beneficial?
Yes
No

(b) Does your school have any contact with other schools on the area about the
Transition Year Programme?
Yes
No_
Ifyes, what from does it take and for what purpose

Ifno, would you welcome contact with other schools while planning and implementing
the programme in your school?

Yes_

No
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Q.6
() How do you personally feel about planning a Transition Year programme for your
students? Please rate thefollowing statements by circling one number on each line

disagree......ccoeeeene, agree
| found planning a programme daunting at
the beginning 1 2 3 4 5
| still find planning a programme daunting 1 2 3 4 5
I find planning a programme challenging 1 2 3 4 5
| find planning a programme difficult 1 2 3 4 5
| find planning a programme enjoyable 1 2 3 4 5
I find planning a programme a nuisance 1 2 3 4 5
| find planning a programme rewarding 1 2 3 4 5
| find planning a programme a pleasant change
from teaching mandated programmes 1 2 3 4 5
| find planning a programme encourages
teamwork in my school 1 2 3 4 5
I would rather stick to the
Traditional Leaving Certificate 1 2 3 4 5

(b)  What extra resources/help in teaching the Transition Year programme would you
like?

(c)  What advice would you give to a school which is starting a Transition Year
Programme?
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Q.7 Factors affecting implementation of the Transition Year Programme

(@) How important are the following features/factors in the implementation ofthe
Transition Year Programme at school level? (please circle one number, where 1 is
unimportant and 5 is very important)

Unimportant Important

Team work among staff members 1 2 3 4 5
Size of school 1 2 3 4 5
Support of Principal 1 2 3 4 5
Support of other staff members 1 2 3 4 5
Average age ofteaching staff 1 2 3 4 5
Resources for the new programme 1 2 3 4 5
Academic success of school 1 2 3 4 5
Teaching experience of staff 1 2 3 4 5
Funding 1 2 3 4 5
Support of parents 1 2 3 4 5
Whether or not the school is accustomed to change 1 2 3 4 5
Public status of new course 1 2 3 4 5
Support of community members 1 2 3 4 5
Academic ability of students 1 2 3 4 5
Extra time for planning 1 2 J 4 5
Curriculum development assistance: 1 2 3 4 5
Willingness of staffto change 1 2 3 4 5
Department of Education support 1 2 3 4 5

Social background of students 1 2 3 4 5
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Unimportant Important
Pupil perception of the programme 1 2 3 4 5
Teachers' attitude to change 1 2 3 4 5
Teacher motivation 1 2 3 4 5
Inservice training 1 2 3 4 5
Equipment available in school building 1 2 3 4 5

Ifthere are any other factors you would regard as important in the implementation of
the Transition Year Programme, please state them and rate 1-5.

(b) Do you find that your teaching methods are different in Transition Year classes?
Yes, very different_
Quite different____
Slightly different__
Not very different_
Much the same___
It varies from class to class__

Additional Comments

Thank you very much for your time and co-operation in completing this
questionnaire.
Please place it in the envelope provided and seal it.
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Appendix Six

Additional Results Tables
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Table (i)

Department of Education Guidelines - Rated by Co-ordinators as a

Resource while Planning a Transition Year Programme

No. of Respondents % of Respondents

Very Good 0 0
Good 3 75
Fair 1 25

Poor 0 0

Very Poor 0 0
Totals 4 100

Figure (a)
Department of Education Guidelines
Rated by Co-ordinators
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Table (ii)
Department of Education Guidelines - Rated by

Principals as a Resource while Planning a Transition Year Programme

No. of Respondents % of Respondents

Very Good 1 16.7
Good 4 66.6
Fair 1 16.7
Poor 0 0
Very Poor 0 0
Totals 6 100

Figure (b)

Table (iii)
Department of Education Resource Folder

- Rated by Co-ordinators as a Resource while Planning a Programme

No. of Respondents % of Respondents

Very Good 1 25
Good 2 50
Fair 1 25
Poor 0 0
Very Poor 0 0
Totals 4 100
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Figure (c)
Department of Education Resource Folder
Rated by Co-ordinators
Very Good Good Fair Poor Very Poor
Ratings
Table (iv)

Department of Education Resource Folder

- Rated by Principals as a Resource while Planning a Programme

No. of Respondents % of Respondents

Very Good 2 40
Good 1 20
Fair 2 40
Poor 0 0
Very Poor 0 0
Totals 5 100
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Figure (d)
Principals' Ratings of Folder
Rating
| Series 1
Table (v)
Co-ordinators' Ratings of Inservice Training

Total Mean

Inservice Topic V. Good Good Fair Poor V. Poor Rating Rating
Max=15

Resources for the new programmi 0 2 1 0 0 1 3.67
Assessment 0 2 1 0 0 11 3.67
Programme Evaluation 0 1 2 0 0 10 3.33
Rationale and Philosophy of TY 0 2 0 0 1 9 3
Curriculum development/design 0 0 3 0 0 9 3
introducing TY to Parents 0 1 1 0 1 8 2.67
Organising Student Groups 0 1 1 0 1 8 2.67
Co-ordination of TY Programme 0 1 1 0 1 8 2.67
Organising Work Experience 0 1 1 0 1 8 2.67
Curricular Content 0 0 2 0 1 7 2.33
Timetabling Requirements 0 1 0 1 1 7 2.33
Teaching Methodology 0 0 1 2 0 7 2.33
Teamwork Strategies 0 0 1 2 0 7 2.33
Funding/budgeting 0 0 0 2 1 5 1.67
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Table (vi)
Principals' Ratings of their Inservice Training
n ~ Total Mean
Inservice Topic V. Good Good Fair PoorV. Poor Rating Ratings
Max=10

Rationale and Philosophy of TY 1 0 1 0 0 8 4
Curricular Content 1 0 0 1 0 7 3.5
Introducing the programme to staff 0 1 1 0 0 7 3.5
Resources for the programme 0 0 2 0 0 6 3
Introducing TY to Parents 0 1 0 0 1 5 2.5
Implementing change in the school 0 1 0 0 1 5 25
Co-ordination of TY Programme 0 0 1 1 0 5 25
Curriculum Development 0 0 1 1 0 5 25
Timetabling Requirements 0 2 0 2 0 4 2
Funding/budgeting 0 0 1 0 1 4 2
Organising Student Groups 0 0 1 0 1 4 2

Table (vii)

Principals’ Ratings of the Importance of Different Inservice Topics

Unimportant... .... Important Total Rating Mean
Inservice Topic 1 2 3 4 5 Max = 30
Introducing the programmetostaff 0 0 0 1 5 29 4.83
Timetabling Requirements 0O 0 1 O 5 28 4.67
Resources for the programme o 0 1 o0 5 28 4.67
Funding/budgeting 0O 0o 1 o 5 28 4.67
Curriculum Development O o 1 1 4 27 4.5
Introducing TY to Parents O O O 4 2 26 4.3
Rationale and Philosophy of TY O 0 1 3 2 25 417
Implementing change intheschool 0 0 0 5 1 25 4.17
Co-ordination of TY Programme O 0 1 3 2 25 417
Curricular Content o o0 2 3 1 23 3.83
Organising Student Groups o 1 3 2 0 19 3.17
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Department of Education Support for the Programme

- Rated by Transition Year Co-ordinators

Type of Support V. Good Good

5 4
Curriculum Assistance 0 2
Teaching Materials 1 1
Funding 0 0
Extra Teachers 0 0
Extra Planning Time 0 0

Table (ix)

Fair
3

O P WpEFE Ww

Poor
2

w W NDNO

V. Poor
1

NP~ O OO

Total
Rating
Max = 25
17
16
13
10
8

Mean
Rating

3.4
3.2
2.6
2
1.6

The Importance of Different Types of Department of Education Support

- Rated by Transition Year Co-ordinators

Type of Support Unimportant.....
1 2
Curriculum Assistance 0 0
Funding 0 0
Extra Planning Time 0 0
Extra Teachers 0 0
Teaching Materials 0 0

Table (x)

NPk PR OO0 W

Important

5

= ow M A

Total
Ratings
Max = 25
24
24
22
20
19

Department of Education Support for the Programme

- Rated by Principals

Type of Support V. Good Good

Teaching Materials
Curriculum Assistance
Funding

Extra Teachers

Extra Planning Time

O O oo o
O OoOoOoONNDN

Fair

O L NMNDNDN

Poor V. Poor

O R, N PR P

ODN R R

Totals
Max = 30
17
17
12
9
6

Mean

Ratings

4.8
458
4.4
4
3.8

Mean
Ratings

2.83
2.83
2
15
1
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Table (xi)
The Importance of Different Types of Department of Education Support

- Rated by Principals

Mean
Type of Support Unimportant... portant Totals Ratings
1 2 3 4 5 Max = 30
Curriculum Assistance 0 0 0 1 5 29 4.83
Funding 0 0 0 1 5 29 4.83
Teaching Materials 0 0 0 2 4 28 4.67
Extra Planning Time 0 0 0 2 4 28 4.67
Extra Teachers 0 0 0 3 3 27 4.5



379

Appendix Seven
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The Development of the Transition Year Programme

- Comparing the Guidelines

Comparison is broken into two tables. Table One compares the three sets of guidelines
under the headings Introduction, Rationale/Aims and Organisation/Roles. Table Two
discusses the headings Programme Structure/Curriculum, Assessment/Certification
and Evaluation.

Table One

1986 C.E.B. Guidelines 1987/88 "Notes for Schools" 1994/95 Guidelines

Introduction Issued to assist No mention of C.E.B. TY is recognised as
Principals and staffin  guidelines. Refers the reader the 1st year of a 3
the initial introduction of to Ages for Learning and year cycle.Guidelines
the programme. Issued stresses that it is not are said to "update"
soon after Ages for permitted to use the year as previous guidelines"
Learning - outlines a TY an extra Leaving Cert, year and to facilitate those
as an optional year schools offering the
between junior and programme for the
senior cycles. first time

Rationale/
Aims

Described as acting as Designed to cater for A broad range of

a bridge "from a state of students who are "too young educational
dependence to a more and immature" to proceed to experiences are
autonomous and the Leaving Cert., third level offered with increased
participative role in or work. Education for maturity and

regard to thier own Maturity and social and responsibility as main
future”. Training for jobs personal development are  aims. A mission

is not a principal aim principal aims. statement is given

Organisation/
Roles

but a list of 15 skills
competencies the
student should reach is
given.

Lots of information on
the role of the Principal
and co-ordinator. Little

mention of TY teachers.

Communication with
parents and students is
stressed.

Notes on planning and
resources. A team of

teachers and a co-ordinator
is recommended as is the

inclusion of all staff.

which stresses the
importance of work
experience. The
involvement of Parent
and the community is
also highlighted.

Whole school
approach is
recommended.
Co-ordination and
planning, teamwork
and staff developmenl
are all discussed.



Curriculum

Assessment/

certification

Evaluation

1986 C.E.B. Guidelines! 987/88 "Notes for Schools"

381

Table Two

Elements of academic/ Study Areas such as

technical/aesthetic
studies and social and
personal development
and careers education.
Learning strategies
such as discovery
learning and personal
responsibility for

learning are discussed.

A variety of
assessment methods
suggested with
emphasis on self
assessment and
continuous
assessment. Student
record/profile is
suggested.lIt is
suggested that the
CEB may provide
certification in the
future.

Internal school-based
evaluation as an
integral part of the
programme is
suggested. An annual
evaluation report is
requested.

communication skills,
Functional maths,
environmental studies,

practical subjects, P.E.,

1994/95 Guidelines

Remediation Studies,
Interdisciplinary work
and Work Experience
are suggested. An
appendix outlines

Philosophy and Religion are suggested curricular

included. A work
Experience element is
suggested separately.

Learner activity is stressed.

Continuous and self

assessment are stressed.
No Dept, of Ed. certification

School certification is
suggested.

areas, new additions
include information
technology and
business and
enterprise skills.
Negotiated and
activity based learning
are among suggested
teaching methods.

Student involvement
in formative and
diagnostic
assessment is
stressed. The idea
of a student profile
by way of final
certification is
expanded.

Regular review and ongoing Regular internal
planning are suggested with evaluation by the TY

fundamental changes

team is suggested

reported to the Dept, of Ed. with monitring and

external evaluation
of the programme
given as the
responsibility of the
inspectorate and the
psychological service
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