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R e s e a r c h  i s  b e s t  c o n c e i v e d  a s  t h e  p r o c e s s  o f  a r r i v i n g  a t  d e p e n d a b l e  

s o l u t i o n s  t o  p r o b l e m s  t h r o u g h  t h e  p l a n n e d  a n d  s y s t e m a t i c  c o l l e c t i o n ,  

a n a l y s i s  a n d  i n t e r p r e t a t i o n  o f  d a t a . 3 0 4

4.1 Introduction

T h e  f i r s t  c h a p t e r  o f  t h i s  s t u d y  d r e w  o n  t h e  l i t e r a t u r e  o f  c h a n g e  a n d  i m p l e m e n t i n g  

i n n o v a t i o n ,  h i g h l i g h t i n g  a  n u m b e r  o f  i s s u e s  a n d  c o n c e r n s  p a r t i c u l a r l y  r e g a r d i n g  t h e  

r o l e s  o f  t h o s e  i n v o l v e d  i n  s c h o o l  b a s e d  c u r r i c u l u m  d e v e l o p m e n t  a n d  t h e  p r o c e s s  o f  

i m p l e m e n t i n g  a  n e w  p r o g r a m m e  i n  a  s c h o o l .  C h a p t e r s  t w o  a n d  t h r e e  a r e  t h e  r e s u l t  o f  

p r e l i m i n a r y  r e s e a r c h  i n t o  t h e  i m p l e m e n t a t i o n  o f  T r a n s i t i o n  Y e a r  p r o g r a m m e s  o v e r  a  

p e r i o d  o f  a l m o s t  t w e n t y  y e a r s ,  1 9 7 4  -  1 9 9 3 ,  w i t h  f o c u s  o n  t h e  c o n t e x t  i n  w h i c h  t h e  

p r o g r a m m e s  w e r e  i m p l e m e n t e d ,  t h e  o u t c o m e  o f  t h e  s t r a t e g i e s  u s e d  a n d  t h e  a p p a r e n t  

s h o r t c o m i n g s  o f  t h e  p r o c e s s e s .  T h e  f i r s t  s e c t i o n  o f  c h a p t e r  t w o  d e s c r i b e s  t h e  i n i t i a l  

p h a s e  o f  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e ,  b e g i n n i n g  i n  1 9 7 4 ,  t h e  s e c o n d  s e c t i o n  

c o n c e n t r a t i n g  o n  t h e  n e x t  p h a s e  o f  i m p l e m e n t a t i o n  w h i c h  b e g a n  i n  1 9 8 6 .  C h a p t e r  t h r e e  

b r i n g s  t h e  s t u d y  u p  t o  d a t e ,  d e t a i l i n g  t h e  s t r a t e g i e s  u s e d  t o  i m p l e m e n t  t h e  p r o g r a m m e  

n a t i o n a l l y ,  b e g i n n i n g  i n  1 9 9 3 .  T h e  s a l i e n t  i s s u e s  e m e r g i n g  f r o m  t h i s  p r e l i m i n a r y  

r e s e a r c h  a r e  e x p l o r e d  i n  t h e  p r i m a r y  r e s e a r c h  p a r t  o f  t h i s  s t u d y ,  t h e  s t u d y  o f  t h e  

i m p l e m e n t a t i o n  o f  t h e  T r a n s i t i o n  Y e a r  P r o g r a m m e  l o c a l l y  i n  s c h o o l s  a n d  p e r c e p t i o n s  

o f  t h e  n a t i o n a l  i m p l e m e n t a t i o n  s t r a t e g y .  T h i s  c h a p t e r  o u t l i n e s  t h e  m e t h o d o l o g y  

e m p l o y e d  i n  g a t h e r i n g  t h e  p r e l i m i n a r y  i n f o r m a t i o n  a n d  i n  u n d e r t a k i n g  t h e  p r i m a r y  

r e s e a r c h  c o m p o n e n t  o f  t h i s  s t u d y .

4.2 Aims

3 0 4 G . J .  M o u l y ,  ( 1 9 7 8 ) ,  Educational Research: the art and Science of Investigation, 
q u o t e d  b y  L o u i s  C o h e n  a n d  L a w r e n c e  M a n i o n ,  ( 1 9 8 0 ) ,  Research Methods in 
Education,  p . 2 9 .



T h e  p u r p o s e  o f  t h e  p r i m a r y  r e s e a r c h  i n  t h i s  s t u d y  i s  t o  a n a l y s e  t h e  p r o c e s s  o f  

i m p l e m e n t i n g  a  n e w  p r o g r a m m e  i n  s c h o o l s  a n d  t h e  f a c t o r s  a f f e c t i n g  i m p l e m e n t a t i o n ,  

p a r t i c u l a r l y  w h e r e  t h e r e  i s  a  l a r g e  e l e m e n t  o f  s c h o o l  b a s e d  c u r r i c u l u m  d e v e l o p m e n t  

i n v o l v e d .  T o  t h i s  e n d ,  t h e  T r a n s i t i o n  Y e a r  P r o g r a m m e  i s  u s e d  a s  a  c a s e  s t u d y  i n  t h e  

i m p l e m e n t a t i o n  o f  c u r r i c u l u m  c h a n g e  a s  i t  i n v o l v e s  b o t h  a  l a r g e  s c a l e  n a t i o n a l  

i m p l e m e n t a t i o n  p r o c e s s  a n d  h a s  a  s c h o o l  b a s e d  c u r r i c u l u m  d e v e l o p m e n t  f o c u s  d u e  t o  

t h e  c u r r i c u l a r  f r e e d o m  g r a n t e d  t o  t e a c h e r s  i n  p l a n n i n g  t h e  p r o g r a m m e .

P r e l i m i n a r y  r e s e a r c h  i n t o  t h e  e a r l i e r  p h a s e s  o f  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e  w a s  

u n d e r t a k e n  i n  o r d e r  t o  d e t e r m i n e  a n y  d i f f e r e n c e s  o r  d e v e l o p m e n t s  i n  i m p l e m e n t a t i o n  

s t r a t e g y  o v e r  a  n u m b e r  o f  y e a r s  a n d  t o  h i g h l i g h t  c o n c e r n s  a n d  p o t e n t i a l  p i t f a l l s  

r e g a r d i n g  i m p l e m e n t a t i o n  w h i c h  c a n  b e  a p p l i e d  t o  t h e  c u r r e n t  i m p l e m e n t a t i o n  p r o c e s s  

a n d  t o  t h e  i m p l e m e n t a t i o n  o f  o t h e r  n e w  i n i t i a t i v e s  a t  s c h o o l  l e v e l .

T h e  p r i m a r y  r e s e a r c h  s t u d y  a i m s  t o  e x a m i n e  b o t h  n a t i o n a l  a n d  l o c a l  i m p l e m e n t a t i o n  

p r o c e d u r e s .  I t  i s  h o p e d  t h a t  t h e  d a t a  c o l l e c t e d  w i l l  g i v e  i n s i g h t  i n t o  i s s u e s  o f  c u r r e n t  

c o n c e r n  r e g a r d i n g  n a t i o n a l  i m p l e m e n t a t i o n  o f  p r o g r a m m e s  i n  s c h o o l s  a n d  l o c a l  

i m p l e m e n t a t i o n  p r o c e d u r e s ,  p a r t i c u l a r l y  w h e r e  s c h o o l  b a s e d  c u r r i c u l u m  d e v e l o p m e n t  

i s  i n v o l v e d .

4.3 Objectives

T h e  o b j e c t i v e s  o f  t h e  p r e l i m i n a r y  r e s e a r c h  w h i c h  d e r i v e  f r o m  t h e  f o r e g o i n g  a i m s  a r e  a s  

f o l l o w s :

1 .  T o  d e s c r i b e  a n d  a n a l y s e  t h e  p r o c e s s  i n v o l v e d  i n  t h e  n a t i o n a l  i m p l e m e n t a t i o n  

o f  t h e  T r a n s i t i o n  Y e a r  P r o j e c t  w h e n  i t  w a s  f i r s t  i n t r o d u c e d  i n  1 9 7 4  a n d  i n  t h e  

y e a r s  f o l l o w i n g ,  w i t h  a  v i e w  t o  s u g g e s t i n g  w h y  t h e  i m p l e m e n t a t i o n  p r o c e s s  w a s  

u n s u c c e s s f u l  i n  s u s t a i n i n g  t h e  p r o g r a m m e  t o  t h e  e x t e n t  t h a t  t h e  p r o g r a m m e  w a s  

r e i n t r o d u c e d  i n  1 9 8 6 .

2 .  T o  e x p l o r e  a n d  a n a l y s e  t h e  i m p l e m e n t a t i o n  p r o c e s s  o c c u r r i n g  a t  s c h o o l  l e v e l  

i n  t h i s  p e r i o d ,  s i m i l a r l y  s u g g e s t i n g  w h y  t h e  i m p l e m e n t a t i o n  p r o c e s s  w a s

146
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u n s u c c e s s f u l  i n  s u s t a i n i n g  t h e  p r o g r a m m e ,  t h r o u g h  c o n s i d e r a t i o n  o f  t e a c h e r s '  

p e r c e p t i o n s  o f  t h e  i m p l e m e n t a t i o n  p r o c e s s  a t  l o c a l  a n d  n a t i o n a l  l e v e l .

3 .  T o  s t u d y  t h e  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e  f r o m  1 9 8 6  o n w a r d s  i n  a  

s i m i l a r  w a y ,  a g a i n  e x p l o r i n g  t h e  w a y  i n  w h i c h  t h e  p r o g r a m m e  w a s  d i s s e m i n a t e d  

n a t i o n a l l y  a n d  t h e  r e a c t i o n s  o f  t e a c h e r s  t o  c u r r i c u l a r  f r e e d o m .  T h e  p r o c e s s  i s  

a n a l y s e d  w i t h  s u g g e s t i o n s  e m e r g i n g  r e g a r d i n g  t h e  s h o r t c o m i n g s  o f  t h e  

i m p l e m e n t a t i o n  p r o c e s s  w h i c h  l e d  t o  t h e  p r o g r a m m e  b e i n g  r e i n t r o d u c e d  f o r  t h e  

t h i r d  t i m e  i n  1 9 9 3 .

4 .  T o  s t u d y  t h e  i m p l e m e n t a t i o n  a n d  c o - o r d i n a t i o n  o f  t h e  p r o g r a m m e  a t  l o c a l  

l e v e l  i n  t h i s  p e r i o d ,  w i t h  a  v i e w  t o  s u g g e s t i n g  s c h o o l  b a s e d  f a c t o r s  a f f e c t i n g  t h e  

l o n g  t e r m  s u c c e s s  o f  t h e  p r o g r a m m e .

5 .  T o  e x a m i n e  t h e  c u r r e n t  p h a s e  o f  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e  t o  d a t e ,  

1 9 9 3 - 1 9 9 7 ,  t h e  d i s s e m i n a t i o n  s t r a t e g i e s  a n d  i n s e r v i c e  m e t h o d s ,  t h e  s u p p o r t ,  

d e v e l o p m e n t  a n d  e v a l u a t i o n  o f  t h e  p r o g r a m m e  a t  n a t i o n a l  l e v e l .

6 .  T o  r e v i e w  t h e  l i t e r a t u r e  o n  t h e  i m p l e m e n t a t i o n  o f  c h a n g e  i n  s c h o o l s ,  d i s t i l l i n g  

t h e  r i c h  a n d  v a r i e d  l i t e r a t u r e  o n  c u r r i c u l u m  c h a n g e ,  s c h o o l  i m p r o v e m e n t  a n d  

i n n o v a t i o n  a n d  d r a w i n g  f r o m  i t  t h e  s a l i e n t  p o i n t s  i n  r e l a t i o n  t o  t h i s  s t u d y .

A i m s  1 - 6  i n v o l v e  a  s t u d y  o f  m a c r o  a n d  m i c r o  f a c t o r s  a f f e c t i n g  t h e  i m p l e m e n t a t i o n  

p r o c e s s e s  a n d  t h e  i d e n t i t y  o f  t h e  p r o g r a m m e  i t s e l f  i n  t h e  1 9 7 0 s  a n d  1 9 8 0 s ,  s u g g e s t i n g  

s u c c e s s f u l  s t r a t e g i e s  a n d  h i g h l i g h t i n g  p i t f a l l s  f o r  t h e  i m p l e m e n t a t i o n  p r o c e s s  o c c u r r i n g  

n o w .  T h e  p r i m a r y  r e s e a r c h  i n v o l v e d  i n  t h i s  s t u d y  c o n c e n t r a t e s  o n  t h e  c u r r e n t  p h a s e  o f  

i m p l e m e n t a t i o n  o f  t h e  T r a n s i t i o n  Y e a r  P r o g r a m m e  i n  s c h o o l s .  T h e  a i m s  o f  t h e  p r i m a r y  

r e s e a r c h  a r e  a s  f o l l o w s :

7 .  T o  d e t e r m i n e  t h e  p e r c e p t i o n s  o f  t h o s e  t e a c h e r s  i n v o l v e d  i n  t h e  T r a n s i t i o n  

Y e a r  P r o g r a m m e  r e g a r d i n g  t h e  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e  a t  s c h o o l  

l e v e l ,  h o w  s c h o o l s  a r e  c o p i n g  w i t h  t h e  f r e e d o m  t o  i n t r o d u c e  a n d  d e v e l o p  a  n e w  

c o u r s e  t o  s u i t  t h e  n e e d s  o f  t h e i r  s t u d e n t s  a n d  t o  i n v e s t i g a t e  i n v o l v e m e n t  i n
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p l a n n i n g ,  d e c i s i o n  m a k i n g ,  d e v e l o p i n g  c u r r i c u l a  a n d  c o - o r d i n a t i n g  t h e  

p r o g r a m m e .

8 .  T o  i n v e s t i g a t e  t h e  i m p a c t  o f  c a r e e r  c y c l e  e f f e c t s  o n  t h e  i m p l e m e n t a t i o n  o f  t h e  

p r o g r a m m e  i n  s c h o o l s  a n d  t o  i n v e s t i g a t e  t h e  p o s s i b i l i t y  t h a t  s c h o o l s  w h i c h  

i m p l e m e n t  a  n u m b e r  o f  n e w  p r o g r a m m e s  b e c o m e  m o r e  f a v o u r a b l y  d i s p o s e d  

t o w a r d s  c h a n g e  a n d  h a v e  d i f f e r e n t  p e r s p e c t i v e s  r e g a r d i n g  t h e  f a c t o r s  n e c e s s a r y  

f o r  t h e  s u c c e s s f u l  i m p l e m e n t a t i o n  o f  a  n e w  p r o g r a m m e .

9 .  T o  a s c e r t a i n  t h e  p e r c e p t i o n s  o f  t h o s e  t e a c h e r s  i n v o l v e d  i n  t h e  T r a n s i t i o n  Y e a r  

P r o g r a m m e  r e g a r d i n g  t h e  n a t i o n a l  i m p l e m e n t a t i o n  s t r a t e g i e s  s u c h  a s  i n s e r v i c e  

t r a i n i n g  a n d  o t h e r  f o r m s  o f  D e p a r t m e n t  o f  E d u c a t i o n  s u p p o r t  f o r  t h e  

p r o g r a m m e .

1 0 .  T o  e s t a b l i s h  t h e  p e r c e p t i o n s  o f  p r i n c i p a l s  a n d  T r a n s i t i o n  Y e a r  c o - o r d i n a t o r s  

i n  t h e  s i x  s c h o o l s  r e g a r d i n g  t h e  n a t i o n a l  i m p l e m e n t a t i o n  o f  t h e  T r a n s i t i o n  Y e a r  

P r o g r a m m e  a n d  t h e i r  c o n c e r n s  r e g a r d i n g  t h e  i m p l e m e n t a t i o n  o f  n e w  

p r o g r a m m e s  i n  t h e i r  s c h o o l s .  I n f o r m a t i o n  f r o m  p r i n c i p a l s  a n d  c o - o r d i n a t o r s  i s  

c o l l e c t e d  i n  o r d e r  t o  a u g m e n t  t h e  d a t a  c o l l e c t e d  f r o m  t e a c h e r s  -  o n  w h o m  t h e  

s t u d y  i s  f o c u s e d .

4.4 Research Procedure

4.4.1 The Research Framework:

T h e  r e s e a r c h  f r a m e w o r k  e m p l o y e d  i n  t h i s  s t u d y  i s  s i m i l a r  t o  t h a t  s u g g e s t e d  b y  E i l e e n  

K a n e . 3 0 5  I t  i n v o l v e s  s t a r t i n g  w i t h  a  r e s e a r c h  i d e a  a n d  t h e n  d e f i n i n g  t h e  s p e c i f i c  a r e a  o f  

i n t e r e s t .  F o l l o w i n g  t h i s ,  a  r e s e a r c h  o u t l i n e  i s  d e v e l o p e d ,  d e c i s i o n s  a b o u t  t h e  g a t h e r i n g  

o f  i n f o r m a t i o n  a r e  m a d e  a n d  p r e l i m i n a i y  r e s e a r c h  i s  u n d e r t a k e n .  T h e  l i t e r a t u r e  r e v i e w

3 0 5 E i l e e n  K a n e ,  ( 1 9 8 4 ) ,  Doing Your Own Research: how to do basic descriptive 
research in the social sciences and humanities, p .  1 3 .
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c a n  b e  r e g a r d e d  a s  p a r t  o f  t h e  p r e l i m i n a r y  r e s e a r c h  i n  t h a t  i t  t o o  h e l p s  t o  c l a r i f y  t h e  

a i m s  a n d  o b j e c t i v e s  o f  t h e  s t u d y .

I n  t h i s  s t u d y  t h e  a r e a  o f  i n t e r e s t  i s  t h e  c h a n g e  p r o c e s s  r e g a r d i n g  t h e  i m p l e m e n t a t i o n  o f  

a  n e w  p r o g r a m m e  i n  s c h o o l s .  T h i s  g e n e r a l  a r e a  w a s  n a r r o w e d  t o  b e c o m e ,  m o r e  

s p e c i f i c a l l y ,  t h e  i m p l e m e n t a t i o n  o f  o n e  p a r t i c u l a r  p r o g r a m m e  -  t h e  T r a n s i t i o n  Y e a r  

P r o g r a m m e  -  a n d  t h e  f o c u s  w a s  n a r r o w e d  t o  t h e  i n v e s t i g a t i o n  o f  t e a c h e r s '  p e r c e p t i o n s  

o f  t h e  i m p l e m e n t a t i o n  p r o c e s s  i n v o l v e d  i n  r e i n t r o d u c i n g  t h i s  p r o g r a m m e  a n d  t h e  

f a c t o r s  w h i c h  h e l p  o r  i n h i b i t  t h e  i m p l e m e n t a t i o n  o f  n e w  p r o g r a m m e s .  T h e  r e s e a r c h  

f r a m e w o r k  c o n t i n u e s  w i t h  d e c i s i o n s  r e g a r d i n g  t h e  t y p e  o f  i n f o r m a t i o n  r e q u i r e d  a n d  t h e  

s e l e c t i o n  o f  i n f o r m a t i o n  g a t h e r i n g  t e c h n i q u e s .  T h i s  s t u d y  i n v o l v e d  i n f o r m a t i o n  

c o n c e r n i n g  b o t h  t h e  p r e l i m i n a r y  a n d  t h e  p r i m a r y  r e s e a r c h  p a r t s  o f  t h e  s t u d y .

F o r  t h i s  s t u d y ,  p r i m a r y  r e s e a r c h  i n v o l v e d  d e s i g n i n g  a  r e s e a r c h  i n s t r u m e n t  a n d  d e c i d i n g  

o n  a n a l y s i s  t e c h n i q u e s  b e f o r e  i n f o r m a t i o n  w a s  g a t h e r e d .  T h e  c o l l e c t i o n  o f  i n f o r m a t i o n  

w a s  f o l l o w e d  b y  a  s y s t e m a t i c  r e c o r d i n g  o f  d a t a ,  f o l l o w e d  b y  a n a l y s i s  w h i c h  l e d  t o  t h e  

f o r m u l a t i o n  o f  i s s u e s  e m e r g i n g  a n d  c o n c l u s i o n s .

4.4.2 Research Mode:

I n  g e n e r a l ,  t h e  r e s e a r c h  p h i l o s o p h y  o f  t h i s  s t u d y  w a s  i n t e r a c t i o n i s t  r a t h e r  t h a n  

p o s i t i v i s t i c .  I n t e r a c t i o n i s t  a p p r o a c h e s  t e n d  t o  l o o k  a t  t h e  m e a n i n g s  o f  s i t u a t i o n s  a n d  

a c t i o n s  f o r  p e o p l e ,  c o n c e i v e d  a s  s o m e t h i n g  n o t  f i x e d  a n d  d e t e r m i n a t e  b u t  n e g o t i a t e d  

f r o m  m o m e n t  t o  m o m e n t .  P o s i t i v i s t i c  a p p r o a c h e s  t a k e  t h e  w o r l d  a s  b e i n g  r e l a t i v e l y  

u n p r o b l e m a t i c  a n d  s e e k  t o  e x p l a i n  i t  b y  m e a s u r e m e n t  o f  t h e  p a r t s . 3 0 6  T h e  p o s i t i v i s t i c  

a p p r o a c h  u s u a l l y  i m p l i e s  q u a n t i t a t i v e  m e t h o d s ,  t h e  i n t e r a c t i o n i s t  -  q u a l i t a t i v e  o r  

i n t e r p r e t i v e  m e t h o d s .  M i l e s  a n d  H u b e n n a n n  d e s c r i b e  t h e  m a i n  t a s k  o f  q u a l i t a t i v e  

r e s e a r c h  a s  f o l l o w s :

3 0 6 R O g e r  S a p s f o r d  a n d  V i c t o r  J u p p ,  ( E d s . ) ,  ( 1 9 9 6 ) ,  Data Collection and. Analysis, 
p . l .
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t o  e x p l i c a t e  t h e  w a y  p e o p l e  i n  p a r t i c u l a r  s e t t i n g s  c o m e  t o  u n d e r s t a n d ,  

a c c o u n t  f o r ,  t a k e  a c t i o n  a n d  o t h e r w i s e  m a n a g e  t h e i r  d a y - t o - d a y  

s i t u a t i o n s . 3 0 7

T h i s  s t u d y  i s  q u a l i t a t i v e  i n  t h a t  i t  c o m p l i e s  w i t h  t h e  f o l l o w i n g  f e a t u r e s  o f  q u a l i t a t i v e  

s t u d i e s :

-  d e s i g n  i s  e m e r g e n t :  i n  t h i s  s t u d y ,  t h e  p r e l i m i n a r y  r e s e a r c h  i n f o r m e d  t h e  p r i m a r y  s t u d y

-  t h e r e  a r e  n o  h y p o t h e s e s  o r  s p e c i f i c  q u e s t i o n s  t o  a n s w e r  a t  t h e  o u t s e t  o f  t h e  s t u d y

-  t h e  p u r p o s e  i s  d i s c o v e r y  n o t  v e r i f i c a t i o n :  i n  t h i s  s t u d y ,  n o  p r e c o n c e i v e d  i d e a s  o f  t h e  

i m p l e m e n t a t i o n  p r o c e s s  w e r e  t e s t e d  f o r  v e r i f i c a t i o n

-  t h e  r e s e a r c h e r  i s  a  s t u d e n t ,  d i s c o v e r i n g  t h e  i n s i d e r ' s  v i e w

-  t h e  d e s i g n  o f  q u a l i t a t i v e  i n t e r p r e t i v e  r e s e a r c h  i s  b a s e d  o n  t h e o r e t i c a l  a s s u m p t i o n s  

a b o u t  m e a n i n g s  a n d  p r o c e s s e s  o f  h u m a n  u n d e r s t a n d i n g s ;  t h e s e  i n  t u r n  i n f o r m  t h e  

p r o c e d u r e s  a n d  t e c h n i q u e s  u s e d  i n  t h e  c o l l e c t i o n  o f  d a t a  a n d  t h e  m a n n e r  i n  w h i c h  

t h e y  a r e  a n a l y s e d ,  i . e .  i n d u c t i v e  a n a l y s i s . 3 0 8

4 , 4 . 3  R e s e a r c h  M e t h o d :

S t u d y  d e s i g n e r s  m u s t  c o n s i d e r  s o m e  k e y  i s s u e s  w h e n  d e c i d i n g  o n  r e s e a r c h  m e t h o d s :  

t h e  c o m p l e m e n t a r y  d i f f e r e n c e s  a c r o s s  m e t h o d s  a n d  t h e  p u r p o s e s  f o r  u s i n g  t h e m ,  t h e  

p h e n o m e n a  b e i n g  s t u d i e d  a n d  t h e  s t a t u s  o f  t h e  q u a l i t a t i v e  a n d  q u a n t i t a t i v e  e l e m e n t s  o f  

t h e  s t u d y  a n d  w h e t h e r  t h e y  a r e  i n t e r a c t i v e  o r  s e p a r a t e .  O t h e r  i m p o r t a n t  i s s u e s  i n c l u d e  

t h e  g e n r a l i s a b i l i t y ,  r e l i a b i l i t y  a n d  v a l i d i t y  i m p l i e d  b y  c e r t a i n  m o d e s  a n d  m e t h o d s .  

Q u a n t i t a t i v e  a n d  q u a l i t a t i v e  m e t h o d s  a r e  n o t  m u t u a l l y  e x c l u s i v e .  J u d i t h  B e l l  c o m m e n t s  

t h a t  " d i f f e r e n t  s t y l e s ,  t r a d i t i o n s  o r  a p p r o a c h e s  u s e  d i f f e r e n t  m e t h o d s  o f  c o l l e c t i n g  d a t a ,  

b u t  n o  a p p r o a c h  p r e s c r i b e s  n o r  a u t o m a t i c a l l y  r e j e c t s  a n y  p a r t i c u l a r  m e t h o d .  " : ’ 0 9

3 0 7 M a t t h e w  B .  M i l e s  a n d  A .  M i c h a e l  H u b e r m a n n ,  ( 1 9 9 4 ) ,  Qualitative Data Analysis, 
p . 7 .

3 0 8 J a m e s  C a l l a n ,  ( 1 9 9 6 ) ,  " I n t e r p r e t a t i v e  R e s e a r c h  C h a r a c t e r i s t i c s " ,  Research 
Methodolog)’ Module Handout,  p . 6 .

3 0 9 J u d i t h  B e l l ,  ( 1 9 8 7 ) ,  Doing Your Research Project,  p . 6 .
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C h a r a c t e r i s t i c s  o f  q u a l i t a t i v e  r e s e a r c h  i n c l u d e  t h e  r e s e a r c h e r  a s  t h e  k e y  i n s t r u m e n t  a n d  

t h e  c o l l e c t i o n  o f  d a t a  i n  t h e  f o r m  o f  w o r d s  r a t h e r  t h a n  n u m b e r s . 3 1 0  W i t h i n  t h e  t i m e  

f r a m e  o f  t h e  f u l f i l m e n t  o f  t h i s  p r o j e c t  p a r t i c i p a n t  o b s e r v a t i o n  a n d  t h e  c o l l e c t i o n  o f  

i n f o r m a t i o n  i n  t h i s  m a n n e r  w a s  n o t  p o s s i b l e .  I t  i s  a l s o  s a i d  t h a t  q u a l i t a t i v e  r e s e a r c h  i s  

c o n c e r n e d  w i t h  t h e  p r o c e s s e s  r a t h e r  t h a n  o u t c o m e s  o f  p r o c e s s e s ,  t h a t  d a t a  i s  a n a l y s e d  

i n d u c t i v e l y ,  w i t h o u t  t r y i n g  t o  p r o v e  o r  d i s p r o v e  a n  e x i s t i n g  h y p o t h e s i s  a n d  t h a t  i n t e r e s t  

l i e s  i n  p a r t i c i p a n t s '  p e r s p e c t i v e s . 3 1 1  T h r o u g h  q u a n t i t a t i v e  m e t h o d s  o f  d a t a  c o l l e c t i o n  i n  

t h e  f o r m  o f  q u e s t i o n n a i r e s ,  t h e  p r o c e s s  o f  i m p l e m e n t a t i o n ,  i t s  m e a n i n g s  f o r  t h o s e  

i n v o l v e d  a n d  t h e  p e r c e p t i o n s  a n d  a t t i t u d e s  o f  t h o s e  i n v o l v e d  w a s  s t u d i e d .  Q u a n t i t a t i v e  

m e t h o d s  a r e  e m p l o y e d  i n  s o  f a r  a s  t h e y  c a n  b e  u s e d  t o  c o l l e c t  i n f o r m a t i o n  o n  t h e  

u n d e r s t a n d i n g s ,  p e r c e p t i o n s  a n d  a t t i t u d e s  o f  t h o s e  i n v o l v e d  i n  t h e  s t u d y  i n  t h e  s h o r t  

s p a c e  o f  t i m e  a v a i l a b l e .  Q u a n t i t a t i v e  m e t h o d s  a r e  a l s o  u s e f u l  i n  a n a l y s i n g  a n d  

p r e s e n t i n g  t h e  f i n d i n g s  o f  c e r t a i n  t y p e s  o f  r e s e a r c h  i n  a  c l e a r  a n d  c o h e r e n t  m a n n e r .  

R o y  P r e e c e  r e f e r s  t o  a  s i m i l a r  m e t h o d  a s  " i n v e s t i g a t i n g  q u a l i t a t i v e  c h a r a c t e r i s t i c s  i n  a  

q u a n t i t a t i v e  m a n n e r . " 3 1 2

I n  t h i s  s t u d y  s t a t i s t i c a l  a n a l y s i s  i s  u s e d  p u r e l y  t o  i l l u s t r a t e  c l e a r l y  t h e  f i n d i n g s  o f  

r e s e a r c h  a n d  t h e i r  p o s s i b l e  p r a c t i c a l  s i g n i f i c a n c e .  Q u a n t i t a t i v e  m e t h o d s  a r e  e m p l o y e d  

t o  i l l u s t r a t e  t h e  a t t i t u d e s  a n d  p e r c e p t i o n s  o f  t e a c h e r s  a n d  t h e  m e a n i n g s  a p p l i e d  b y  

t e a c h e r s  t o  t h e  i m p l e m e n t a t i o n  p r o c e s s ,  t h e  s u p p o r t  o f  t h e  p r o g r a m m e  e x t e r n a l l y  a n d  

t h e  c o m p l e x i t y  o f  i n t e r n a l  i m p l e m e n t a t i o n .  S t a t i s t i c s  a r e  n o t  p r e s e n t e d  i n  a  m a n n e r  i n  

w h i c h  t h e y  a r e  d e t a c h e d  f r o m  t h e  w o r d i n g  u s e d  i n  t h e  q u e s t i o n n a i r e s  w h i c h  p r o m p t e d  

t h e  s t a t i s t i c a l  r a t i n g s  a p p l i e d .  T h i s  i m p o r t a n t  f e a t u r e  i s  s u g g e s t e d  b y  M i l e s  a n d  

H u b e r m a n n  i n  r e l a t i o n  t o  t h e i r  s t u d y  o f  t h e  d e g r e e  o f  p r e s s u r e  t e a c h e r s  f e l t  t o  a d o p t  a n  

i n n o v a t i o n ,  t h e i r  s a t i s f a c t i o n  w i t h  t h e  a s s i s t a n c e  t h e y  h a d  r e c e i v e d  o r  t h e  " r o u g h n e s s "  

o r  " s m o o t h n e s s "  o f  t h e  i m p l e m e n t a t i o n .  T h e y  m a k e  t h e  p o i n t  t h a t  i n  t h e  d i s p l a y s  a n d

3 1 0 R o b e r t  C .  B o g d a n  a n d  S a r i  K n o p p  B i k l e n ,  ( 1 9 8 2 ) ,  Qualitative Research for 
Education: An Introduction to Theory and Methods, p . 2 7 .

3 1 1 I b i d .

3 1 2 R o y  P r e e c e ,  1 9 9 4 ,  Starting Research, p . 4 2 .
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a n a l y s i s  o f  d a t a  t h e y  a i m e d  t o  k e e p  " n u m b e r s "  s u c h  a s  t h o s e  d r a w n  f r o m  s c a l e s  c l o s e l y  

a s s o c i a t e d  w i t h  t h e  w o r d s  f r o m  w h i c h  t h e  j u d g e m e n t s  w e r e  d r a w n  a n d  t o  k e e p  t h e  

w o r d s  a s s o c i a t e d  w i t h  t h e  c o n t e x t . 3 1 3  I n  t h i s  s t u d y ,  t h e  s t a t e m e n t s  r a t e d  b y  

r e s p o n d e n t s  a n d  t h e  f a c t o r s  s u g g e s t e d  a s  i m p o r t a n t  b y  r e s p o n d e n t s  i n  b o t h  t h e  o p e n  

a n d  c l o s e d  q u e s t i o n s  a r e  k e p t  a s  a  c e n t r a l  f o c u s  a n d  e f f o r t  i s  m a d e  t o  e n s u r e  t h a t  t h e y  

a r e  n o t  r e d u c e d  t o  n u m b e r s  t o  t h e  e x t e n t  t h a t  o n e  l o s e s  s i g h t  o f  t h e  s u b s t a n t i v e  i s s u e s .  

I n  u s i n g  a  c o m b i n a t i o n  o f  s t a t i s t i c a l  a n d  d e s c r i p t i v e  m e t h o d s  i n  t h i s  r e s e a r c h ,  t h e  a i m  

w a s  t o  u n d e r t a k e  a  s y s t e m a t i c  a p p r o a c h  t o  u n d e r s t a n d i n g  t h e  i n t e r a c t i o n  o f  v a r i a b l e s  i n  

a  c o m p l e x  e n v i r o n m e n t .  S a l o m o n  p o i n t s  o u t  t h a t  t h e  i s s u e  i s  w h e t h e r  w e  a r e  t a k i n g  a n  

" a n a l y t i c a l "  a p p r o a c h  t o  u n d e r s t a n d i n g  a  f e w  c o n t r o l l e d  v a r i a b l e s  o r  a  " s y s t e m i c "  

a p p r o a c h  t o  u n d e r s t a n d i n g  t h e  i n t e r a c t i o n  o f  v a r i a b l e s  i n  a  c o m p l e x  e n v i r o n m e n t . 3 1 4  

T h i s  s t u d y  t a k e s  a  s y s t e m i c  a p p r o a c h  t o  s t u d y i n g  t h e  i n t e r a c t i o n  o f  a  n u m b e r  o f  

v a r i a b l e s  o n  t h e  i m p l e m e n t a t i o n  p r o c e s s  i n c l u d i n g  t h e  a t t i t u d e s  a n d  p e r c e p t i o n s  o f  

t e a c h e r s  a n d  t h e  e x t e r n a l  s u p p o r t  f o r  t h e  p r o g r a m m e .

4.4.4 The Literature Review:

B o r g  a n d  G a l l  a r g u e  t h a t :

A  w e l l  o r g a n i s e d  r e v i e w  o f  t h e  l i t e r a t u r e  f o l l o w e d  b y  a n  i n s i g h t f u l  

i n t e r p r e t a t i o n  i s  n o t  o n l y  o f  g r e a t  v a l u e  t o  t h e  r e a d e r ,  b u t  i t s  

p r e p a r a t i o n  g r e a t l y  h e l p s  t h e  r e s e a r c h  w o r k e r  t o  d e v e l o p  h i s  o w n  

u n d e r s t a n d i n g  o f  t h e  f i e l d . 3 1 5

T h e  l i t e r a t u r e  r e v i e w  i n c l u d e s  a n  u p  t o  d a t e ,  c r i t i c a l  d i s c u s s i o n  o f  t h e  r e s e a r c h  w h i c h  

h a s  a l r e a d y  b e e n  d o n e  o n  t h e  d i s s e r t a t i o n  t o p i c  a n d  a l s o ,  o t h e r  m a t e r i a l  w r i t t e n  o n  t h e

3 1 3 M a t t h e w  B .  M i l e s  a n d  A .  M i c h a e l  H u b e m i a n n ,  ( 1 9 9 4 ) ,  Qualitative Data Analysis, 
p . 4 2 .

3 1 4 G .  S a l o m o n ,  ( 1 9 9 1 ) ,  " T r a n s c e n d i n g  t h e  q u a l i t a t i v e - q u a n t i t a t i v e  d e b a t e :  T h e  

a n a l y t i c  a n d  s y s t e m i c  a p p r o a c h e s  t o  e d u c a t i o n a l  r e s e a r c h " ,  Educational Researcher,  

V o l .  2 0 ,  N o . 6 ,  1 9 9 1 ,  p p .  1 0 - 1 8 ,  q u o t e d  b y  M a t t h e w  B .  M i l e s  a n d  A .  M i c h a e l  

H u b e r m a n n ,  ( 1 9 9 4 ) ,  Qualitative Data Analysis, p . 4 1 .

3 1 5  W a l t e r  R .  B o r g  a n d  M e r e d i t h  D .  G a l l ,  ( 1 9 8 3 ) ,  Educational Research: An 
Introduction, 4th ed., p . 8 6 5 .
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a r e a  o f  i n t e r e s t .  I t  i s  r e g a r d e d  a s  " a  p r e p a r a t o r y  s t a g e  t o  g a t h e r i n g  d a t a  a n d  s e r v e s  t o  

a c q u a i n t  t h e  r e s e a r c h e r  w i t h  p r e v i o u s  r e s e a r c h  o n  t h e  t o p i c  h e  h i m s e l f  i s  s t u d y i n g . 1 , 3 1 6  

T h e  l i t e r a t u r e  r e v i e w  c a n  a l s o  b e  u s e d  t o  c l a r i f y  d e f i n i t i o n s  a n d  t o  g a t h e r  i n f o r m a t i o n  

t o  s u p p o r t  o r  r e f u t e  a r g u m e n t s .

I n  t h i s  s t u d y  t h e  l i t e r a t u r e  r e v i e w  i s  b e  d i v i d e d  i n t o  t w o  s e c t i o n s :

1 .  A  r e v i e w  o f  r e s e a r c h  p r e v i o u s l y  c a r r i e d  o u t  o n  t h e  T r a n s i t i o n  Y e a r  p r o g r a m m e s  a n d  

a r t i c l e s  w r i t t e n  o n  t h e  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e s  i n  s c h o o l s  i n  t h e  1 9 7 0 s  a n d  

1 9 8 0 s .  T h i s  i n c l u d e d  s t u d i e s  d o n e  i n  t h e  1 9 7 0 s  b y  E g a n  a n d  O ' R e i l l y  a n d  a  s t u d y  d o n e  

b y  t h e  A S T I  i n  1 9 8 7 .  A l s o  i n c l u d e d  i n  t h i s  s e c t i o n  a r e  L e w i s  a n d  M c M a h o n ' s  s t u d y  o f  

t h e  T r a n s i t i o n  Y e a r  I n - c a r e e r  D e v e l o p m e n t  P r o g r a m m e  i n  1 9 9 6  a n d  t h e  D e p a r t m e n t  o f  

E d u c a t i o n  E v a l u a t i o n  R e p o r t  a l s o  p u b l i s h e d  i n  1 9 9 6 .  W h i l e  t h e r e  i s  r e l a t i v e l y  l i t t l e  

m a t e r i a l  i n  e d u c a t i o n a l  j o u r n a l s  r e g a r d i n g  t h e  T r a n s i t i o n  Y e a r  p r o g r a m m e s ,  t h e r e  a r e  a  

s m a l l  n u m b e r  o f  a r t i c l e s  w h i c h  g i v e  i n s i g h t  i n t o  t h e  o p e r a t i o n  o f  t h e  p r o g r a m m e  a t  

s c h o o l  l e v e l  i n  t h e  1 9 7 0 s  a n d  e a r l y  1 9 8 0 s .  I n  o r d e r  t o  s u p p l e m e n t  t h i s  i n f o r m a t i o n  

r e c o r d s  w e r e  o b t a i n e d  f r o m  o n e  o f  t h e  s c h o o l s  i n v o l v e d  i n  t h e  p r o g r a m m e  s i n c e  i t s  

i n t r o d u c t i o n  i n  1 9 7 4 .

2 .  T h e  s e c o n d  p a r t  o f  t h e  l i t e r a t u r e  r e v i e w  i n v o l v e d  a  r e v i e w  o f  t h e  l i t e r a t u r e  o f  

c h a n g e  i n  e d u c a t i o n  a n d  t h e  i m p l e m e n t a t i o n  o f  i n n o v a t i o n  n a t i o n a l l y  a n d  a t  s c h o o l  

l e v e l .  T h e r e  i s  a  r i c h  a n d  v a r i e d  l i t e r a t u r e  a v a i l a b l e  o n  t h i s  s u b j e c t  a n d  r e l a t e d  s u b j e c t s  

s u c h  a s  s c h o o l  i m p r o v e m e n t .  T h e  s e m i n a l  w o r k  o f  a u t h o r s  s u c h  a s  F u l l a n ,  M a c D o n a l d  

a n d  W a l k e r ,  S t o l l  a n d  F i n k ,  M o r t i m o r e ,  C r o o k s  a n d  M c K e m a n ,  S h i p m a n  a n d  S k i l b e c k  

i s  s t u d i e d .  S p e c i f i c  p r o j e c t s  w h i c h  s h o w  p a r a l l e l s  w i t h  t h e  T r a n s i t i o n  Y e a r  P r o g r a m m e  

a s  r e g a r d s  i m p l e m e n t a t i o n  w e r e  a l s o  s t u d i e d .  T h e s e  i n c l u d e d  t h e  w o r k  o f  t h o s e  

i n v o l v e d  i n  i m p l e m e n t i n g  t r a n s i t i o n  e d u c a t i o n  p r o j e c t s  a n d  t h e  J u n i o r  C e r t i f i c a t e  

p r o g r a m m e  i n  I r e l a n d ,  t h e  N u f f i e l d  I n t e g r a t e d  S c i e n c e  P r o j e c t  a n d  t h e  H u m a n i t i e s

3 1 6 L o u i s  C o h e n  a n d  L a w r e n c e  M a n i o n ,  ( 1 9 8 0 ) ,  Research Methods in Education, 
p . 4 0 .
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C u r r i c u l u m  P r o j e c t  i n  B r i t a i n  a n d  o f  t h o s e  i n v o l v e d  i n  s i m i l a r  A m e r i c a n  s t u d i e s .  

P r o j e c t s  w h i c h  h a v e  a  s c h o o l  b a s e d  c u r r i c u l u m  f o c u s  w e r e  o f  p a r t i c u l a r  i n t e r e s t  a s  

w e r e  s o u r c e s  o f  l i t e r a t u r e  o n  r e l a t e d  t o p i c s  s u c h  a s  s t a f f  d e v e l o p m e n t  a n d  s c h o o l  

c u l t u r e .

M a t e r i a l  f o r  t h e  l i t e r a t u r e  r e v i e w  w a s  g a t h e r e d  u s i n g  s e v e r a l  m e t h o d s .  T h e s e  i n c l u d e d  

v i s i t i n g  t h e  l i b r a r i e s  o f  S t .  P a t r i c k ' s  C o l l e g e ,  M a y n o o t h ,  T r i n i t y  C o l l e g e ,  D u b l i n  a n d  

U C D  a n d  u s i n g  t h e i r  c a r d  c a t a l o g u e s  a n d  c o m p u t e r i s e d  l i b r a r y  d a t a b a s e s .  T h e  E R I C  

d a t a b a s e  a n d  t h e  W o r l d  W i d e  W e b  w e r e  a l s o  u s e d  a s  s o u r c e s  o f  i n f o r m a t i o n .  J o u r n a l  

a r t i c l e s  w e r e  f o u n d  b y  p e r u s i n g  t h e  c o n t e n t s  o f  e d u c a t i o n a l  j o u r n a l s  i n c l u d i n g  

Compass, Irish Educational Studies, Oideas, The Journal o f Curriculum Studies a n d  

o t h e r  p u b l i c a t i o n s  s u c h  a s  c o p i e s  o f  The Secondary Teacher.

I n f o r m a t i o n  f r o m  t h e  l i t e r a t u r e  r e v i e w  i s  i n c o r p o r a t e d  t h r o u g h o u t  t h i s  d i s s e r t a t i o n  b u t  

i s  c o n c e n t r a t e d  i n  c h a p t e r s  o n e  a n d  t w o  w h i c h  o u t l i n e  t h e  h i s t o r y  o f  t h e  

i m p l e m e n t a t i o n  o f  T r a n s i t i o n  Y e a r  p r o g r a m m e s  a n d  i n  c h a p t e r  t h r e e ,  w h i c h  d i s c u s s e s  

t h e  c h a n g e  p r o c e s s  a n d  c u r r i c u l u m  d e v e l o p m e n t .

4.4.5 Preliminary research:

P r e l i m i n a r y  r e s e a r c h  i n v o l v e d  c o l l a t i n g  i n f o r m a t i o n  r e g a r d i n g  t h e  f i r s t  t w o  p h a s e s  o f  

i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e .  R e s e a r c h  i n t o  t h e  i m p l e m e n t a t i o n  o f  t h e  

p r o g r a m m e  i n  1 9 7 4  w a s  a c h i e v e d  t h r o u g h  t r a c i n g  d o c u m e n t s  f r o m  t h e  p e r i o d ,  s u c h  a s  

M i n i s t e r  B u r k e ' s  s p e e c h  i n i t i a l l y  i n t r o d u c i n g  t h e  i d e a  o f  t h e  p r o g r a m m e  i n  A p r i l  1 9 7 4 .  

A r t i c l e s  f r o m  j o u r n a l s  d e t a i l i n g  t h e  e x p e r i e n c e s  o f  s c h o o l s  i n  t h e s e  e a r l y  y e a r s  w e r e  

g a t h e r e d  a s  w e r e  e x t r a c t s  f r o m  b o o k s ,  n e w s p a p e r s  a n d  d o c u m e n t a t i o n  f r o m  s c h o o l s  

i n v o l v e d  i n  t h i s  p e r i o d ,  s u c h  a s  c o r r e s p o n d e n c e  w i t h  p a r e n t s  a n d  w i t h  t h e  D e p a r t m e n t  

o f  E d u c a t i o n .  W o r k  c a r r i e d  o u t  i n  t h e  l a t e  1 9 7 0 s  b y  E g a n  a n d  O ' R e i l l y  w a s  s t u d i e d  a t  

t h e  E d u c a t i o n a l  R e s e a r c h  C e n t r e  i n  D r u m c o n d r a ,  D u b l i n .

S i m i l a r  s t e p s  w e r e  t a k e n  i n  s t u d y i n g  t h e  r é i n t r o d u c t i o n  o f  t h e  p r o g r a m m e  i n  1 9 8 6 .  A s  

l e s s  w r i t t e n  i n f o r m a t i o n  i s  a v a i l a b l e  o n  t h i s  p e r i o d ,  a n  i n t e r v i e w  w i t h  a  s p e c i a l  a d v i s o r
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t o  M i n i s t e r  G e m m a  H u s s e y  w a s  a l s o  e m p l o y e d  t o  g i v e  i n s i g h t  i n t o  t h e  r é i n t r o d u c t i o n  

o f  t h e  p r o g r a m m e .

T h e  r e l a u n c h  o f  t h e  p r o g r a m m e  i n  1 9 9 3  w a s  a l s o  s t u d i e d  t h r o u g h  D e p a r t m e n t  o f  

E d u c a t i o n  c i r c u l a r s  a n d  o t h e r  g o v e r n m e n t  p u b l i c a t i o n s .  F u r t h e r  d o c u m e n t a t i o n  w a s  

g a t h e r e d  t h r o u g h  c o r r e s p o n d e n c e  w i t h  t h e  N C C A .  C o n t a c t  w i t h  t h e  T r a n s i t i o n  Y e a r  

S u p p o r t  T e a m  y i e l d e d  f u r t h e r  i n f o r m a t i o n  a s  d i d  i n t e r v i e w s  w i t h  t w o  p e o p l e  i n v o l v e d  

i n  t h e  " t r a i n  t h e  t r a i n e r s "  i n s e r v i c e  p r o g r a m m e  a s  t r a i n e r s .  A  m e m b e r  o f  t h e  T r a n s i t i o n  

Y e a r  S u p p o r t  T e a m  w a s  a l s o  i n t e r v i e w e d .  D o c u m e n t a t i o n  u s e d  d u r i n g  t h e  i n s e r v i c e  

p r o g r a m m e  w a s  o b t a i n e d  t h r o u g h  c o n t a c t  w i t h  a  " t r a i n e r "  a n d  L e w i s  a n d  M c M a h o n ' s  

w o r k  o n  t h e  i n s e r v i c e  p r o v i s i o n  w a s  s t u d i e d  a t  t h e  E d u c a t i o n a l  R e s e a r c h  C e n t r e  i n  

D r u m c o n d r a ,  D u b l i n .  A  m o r e  r e c e n t  s t u d y  b y  t h e  C D V E C  C D U  w a s  a l s o  r e v i e w e d .

T h e  f i g u r e s  d e t a i l i n g  p a r t i c i p a t i o n  r a t e s  w e r e  g a t h e r e d  f r o m  s t a t i s t i c a l  r e p o r t s  a n d  

t h r o u g h  v i s i t i n g  t h e  D e p a r t m e n t  o f  E d u c a t i o n  i n  H a w k i n ' s  H o u s e ,  D u b l i n .  M o s t  r e c e n t  

f i g u r e s  w e r e  o b t a i n e d  f r o m  t h e  D e p a r t m e n t  o f  E d u c a t i o n  S t a t i s t i c s  S e c t i o n  D a t a b a s e  i n  

A t h l o n e .  D o c u m e n t a t i o n  i s s u e d  b y  t h e  D e p a r t m e n t  o f  E d u c a t i o n ,  i n c l u d i n g  C E B  

d o c u m e n t s  w a s  s t u d i e d  b y  c o l l e c t i n g  t h e  n e c e s s a r y  g o v e r n m e n t  p u b l i c a t i o n s  a n d  

D e p a r t m e n t  o f  E d u c a t i o n  c i r c u l a r s .

4.5 Primary Research

T h e  f o c u s  o f  t h e  p r i m a r y  r e s e a r c h  w a s  b a s e d  o n  t h r e e  q u e s t i o n n a i r e s :

1 .  A  q u e s t i o n n a i r e  f o r  T r a n s i t i o n  Y e a r  t e a c h e r s .

2 .  A  q u e s t i o n n a i r e  f o r  T r a n s i t i o n  Y e a r  c o - o r d i n a t o r s .

3 .  A  q u e s t i o n n a i r e  f o r  p r i n c i p a l s .

T h r e e  s e p a r a t e  q u e s t i o n n a i r e s  w e r e  u s e d  s o  t h a t  s p e c i f i c  q u e s t i o n s  p e r t a i n i n g  t o  a  

p e r s o n ' s  p a r t i c u l a r  r o l e  i n  i m p l e m e n t a t i o n  c o u l d  b e  a s k e d .  G e n e r a l  i n f o r m a t i o n  

r e g a r d i n g  t h e  s c h o o l  i t s e l f ,  s u c h  a s  p u p i l  n u m b e r s  a p p e a r e d  o n l y  o n  t h e  p r i n c i p a l s '
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q u e s t i o n n a i r e .  T h i s  m e a n t  t h a t  t h e  t e a c h e r  a n d  c o - o r d i n a t o r  q u e s t i o n n a i r e s  c o u l d  

c o n c e n t r a t e  o n  q u e s t i o n s  a c t u a l l y  p e r t a i n i n g  t o  t h e  s t u d y .  C o - o r d i n a t o r s  w h o  w e r e  a l s o  

t e a c h i n g  T r a n s i t i o n  Y e a r  c l a s s e s  w e r e  n o t  a s k e d  t o  f i l l  t w o  q u e s t i o n n a i r e s  a s  i t  w a s  f e l t  

t h a t  t h e  s i m i l a r i t y  b e t w e e n  t h e  t w o  m a y  b e  i r r i t a t i n g  f o r  t h e  r e s p o n d e n t .

T h e  q u e s t i o n n a i r e s  w e r e  a d m i n i s t e r e d  i n  a  r a n d o m  s a m p l e  o f  s i x  s c h o o l s  i n  t h e  D u b l i n  

a r e a .  T h e  s c h o o l s  w e r e  r a n d o m l y  s e l e c t e d  f r o m  a  l i s t  o f  s c h o o l s  i n  t h e  " L i f f e y  R e g i o n "  

o b t a i n e d  f r o m  t h e  T r a n s i t i o n  Y e a r  S u p p o r t  T e a m .  T h e  L i f f e y  R e g i o n  w a s  c h o s e n  a s  a n  

a r e a  o f  s t u d y  f o r  e a s e  o f  a c c e s s  d u r i n g  s c h o o l  h o u r s  d u e  t o  g e o g r a p h i c a l  l o c a t i o n  o f  

t h e  r e s e a r c h e r .

4.5.1 The Research Instrument - The Questionnaire:

F r e q u e n t l y ,  t h e  p o s t a l  q u e s t i o n n a i r e  i s  t h e  b e s t  f o r m  o f  s u r v e y  i n

c a r r y i n g  o u t  a n  e d u c a t i o n a l  e n q u i r y . 3 1 7

T h e  u s e  o f  t h e  q u e s t i o n n a i r e  a s  a  r e s e a r c h  i n s t n i m e n t  w a s  a p p r o p r i a t e  i n  t h i s  c a s e  a s  i t  

a l l o w e d  s p e c i f i c  i n f o r m a t i o n  t o  b e  c o l l e c t e d  i n  a  r e l a t i v e l y  s h o r t  s p a c e  o f  t i m e .  I d e a l l y  

a l l  r e s p o n d e n t s  w o u l d  b e  i n t e r v i e w e d  i n  p e r s o n  a n d  o b s e r v a t i o n  a t  s c h o o l  l e v e l  w o u l d  

t a k e  p l a c e  b u t  t h i s  w a s  n o t  p o s s i b l e  d u e  t o  t i m e  c o n s t r a i n t s  a n d  w o r k  c o m m i t m e n t s .  

E a s e  o f  d a t a  c o l l e c t i o n  i s  v i t a l  w h e n  o n e  p e r s o n  i s  a c t i n g  a s  r e s e a r c h e r ,  s t a t i s t i c i a n ,  

a n a l y s t  a n d  r e p o r t e r .  T h e  q u e s t i o n n a i r e  a s  a  t o o l  i s  f l e x i b l e  i n  f o r m  a n d  c a n  b e  d e s i g n e d  

t o  m e e t  t h e  n e e d s  o f  a  p a r t i c u l a r  s t u d y .  B u r r o u g h s  r e m a r k s  t h a t  " t h e  q u e s t i o n n a i r e  

p r o v i d e s  t h e  e a s i e s t  k n o w n  w a y  o f  a s s e m b l i n g  a  m a s s  o f  i n f o r m a t i o n . ' 0 1 8  

Q u e s t i o n n a i r e s  a l l o w  i n f o r m a t i o n  t o  b e  c o l l e c t e d  i n  a  w i d e  g e o g r a p h i c a l  a r e a ,  r e l a t i v e l y  

c h e a p l y .  N a c b m i a s  a n d  N a c h m i a s  m a i n t a i n  t h a t  t h e  u s e  o f  q u e s t i o n n a i r e s  " r e d u c e s  

b i a s i n g  e r r o r s  t h a t  m i g h t  r e s u l t  f r o m  t h e  p e r s o n a l  c h a r a c t e r i s t i c s  o f  i n t e r v i e w e r s  a n d  

v a r i a b i l i t i e s  i n  t h e i r  s k i l l s . " 3 1 9  Q u e s t i o n n a i r e s  a r e  a l s o  u s e f u l  w h e n  q u e s t i o n s  r e q u i r e  a

3 1 7 I b i d . ,  p . 8 4 .

3 1 8 G . E . R .  B u r r o u g h s ,  ( 1 9 7 1 ) ,  Design cmd Analysis in Educational Research, p . 1 0 6 .

3 1 9 D a v i d  N a c h m i a s  a n d  C h a v a  N a c h m i a s ,  ( 1 9 7 6 ) ,  Research Methods in the Social 
Sciences,  p .  1 0 7 .
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c o n s i d e r e d ,  r a t h e r  t h a n  a n  i m m e d i a t e ,  r e s p o n s e  a n d  a f f o r d  g r e a t e r  a n o n y m i t y  t o  t h e  

r e s p o n d e n t  s o  t h a t  t h e y  m a y  e x p r e s s  t h e i r  o p i n i o n s  m o r e  f r e e l y .

T h e r e  a r e  a l s o  l i m i t a t i o n s  t o  t h e  u s e  o f  q u e s t i o n n a i r e s  a s  a  r e s e a r c h  t o o l .  T h e r e  i s  n o  

o p p o r t u n i t y  t o  p r o b e  b e y o n d  t h e  g i v e n  r e s p o n s e  o r  t o  c l a r i f y  t h e  m e a n i n g  o f  a  w r i t t e n  

a n s w e r .  F o r  t h i s  r e a s o n ,  c a r e f u l  d e s i g n  o f  t h e  q u e s t i o n n a i r e  i s  e s s e n t i a l .  M a n y  a u t h o r s  

a g r e e  t h a t  " t h e  m o s t  d i f f i c u l t  p r o b l e m  i n  c o n d u c t i n g  a  q u e s t i o n n a i r e  s t u d y  i s  t o  g e t  a  

s u f f i c i e n t  p e r c e n t a g e  o f  r e s p o n s e s . " 3 2 0  N a c h m i a s  a n d  N a c h m i a s  m a i n t a i n  t h a t  t h e  

r e s p o n s e  r a t e  f o r  m a i l  q u e s t i o n n a i r e s  i s  " b e t w e e n  2 0  a n d  4 0  p e r c e n t " 3 2 1  a n d  t h a t  i t  i s  

i m p o s s i b l e  t o  e s t i m a t e  t h e  e f f e c t  n o n - r e s p o n d e n t s  m a y  h a v e  o n  t h e  f i n d i n g s .

I n  o r d e r  t o  a l l e v i a t e  p r o b l e m s  c a u s e d  b y  l a c k  o f  c l a r i t y  o f  q u e s t i o n i n g  a n d  i n  o r d e r  t o  

m o t i v a t e  r e s p o n d e n t s  t o  c o m p l e t e  t h e  q u e s t i o n n a i r e ,  t h e  d e s i g n  o f  t h e  q u e s t i o n n a i r e  i s  

c r u c i a l l y  i m p o r t a n t .

4.5.2 Questionnaire Construction:

C o n s t r u c t i n g  a  q u e s t i o n n a i r e  r e q u i r e s  s p e c i f y i n g  t h e  p r i m a r y  o b j e c t i v e  o f  t h e  s u r v e y  

a n d  t h e n  i d e n t i f y i n g  a n d  i t e m i s i n g  s u b s i d i a r y  t o p i c s  t h a t  r e l a t e  t o  i t s  c e n t r a l  p u r p o s e .  I t  

i s  a l s o  i m p o r t a n t  t h a t  p r o p o s e d  m e t h o d s  o f  d a t a  a n a l y s i s  t h a t  a p p l y  t o  t h e  c o m p l e t e d  

q u e s t i o n n a i r e s  a r e  d e c i d e d  o n  e a r l y  i n  t h e  p r o c e s s  a n d  a r e  k e p t  i n  m i n d  w h e n  d r a w i n g  

u p  t h e  d o c u m e n t .

F o r  t h i s  s t u d y ,  t h e  q u e s t i o n n a i r e s  w e r e  c o m p i l e d  w i t h  r e f e r e n c e  t o  a  n u m b e r  o f  a r e a s :

-  T h e  o u t c o m e s  f r o m  p r e l i m i n a r y  r e s e a r c h  i n t o  t h e  i m p l e m e n t a t i o n  o f  t h e  T r a n s i t i o n  

Y e a r  p r o g r a m m e s  f r o m  1 9 7 4  a n d  1 9 9 3 .

-  T h e  o u t c o m e s  f r o m  a  r e v i e w  o f  t h e  l i t e r a t u r e  o n  c h a n g e  i n  s c h o o l s  a n d  p r o g r a m m e  

i m p l e m e n t a t i o n .

3 2 0 W a l t e r  R .  B o r g ,  ( 1 9 8 7 ) ,  A p p l y i n g  E d u c a t i o n a l  R e s e a r c h :  a  p r a c t i c a l  g u i d e  f o r  

t e a c h e r s ,  p .  1 1 0 .

3 2 1 D a v i d  N a c h m i a s  a n d  C h a v a  N a c h m i a s ,  ( 1 9 7 6 ) ,  Research Methods in the Social 
Sciences,  p .  1 0 8 .
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-  I n t e r v i e w s  c o n d u c t e d  w i t h  t h o s e  i n v o l v e d  i n  t h e  p r o g r a m m e  a n d  p e r s o n a l  c o n t a c t  

w i t h  c o l l e a g u e s .

Q u e s t i o n s  m a y  b e  e i t h e r  i n  t h e  c l o s e d  f o r m ,  i n  w h i c h  t h e  q u e s t i o n  p e r m i t s  o n l y  c e r t a i n  

r e s p o n s e s ,  o r  t h e  o p e n  f o r m ,  i n  w h i c h  t h e  r e s p o n d e n t  m a y  u s e  h i s / h e r  o w n  w o r d s .  

C l o s e d  q u e s t i o n s  a r e  u n d o u b t e d l y  e a s i e r  t o  q u a n t i f y  a n d  a n a l y s e  b u t  o p e n  e n d e d  

q u e s t i o n s  c a n  l e a d  t o  r i c h e r  a n d  m o r e  c o m p r e h e n s i v e  r e p l i e s .

D u e  t o  t h e  w i d e  r a n g e  o f  t y p e s  o f  i n f o r m a t i o n  r e q u i r e d  f r o m  t h e  q u e s t i o n n a i r e s  i n  t h i s  

s t u d y ,  s e v e r a l  t y p e s  o f  q u e s t i o n  w e r e  i n c l u d e d  i n  t h e  d o c u m e n t .  T h e  u s e  o f  s t r u c t u r e d  

o r  c l o s e d  q u e s t i o n s  i n c l u d e s  l i s t ,  c a t e g o r y  a n d  s c a l e  t y p e  q u e s t i o n s  a n d  o p e n  e n d e d  

q u e s t i o n s  w e r e  a l s o  u s e d  t o  e l i c i t  r e s p o n s e s  o n  p a r t i c u l a r  i s s u e s .  T h e  m e a s u r e m e n t  o f  

a t t i t u d e s  o r  p e r c e p t i o n s  r e q u i r e s  s p e c i f i c  q u e s t i o n  t y p e s .  A t t i t u d e s  a r e  m e a s u r e d  u s i n g  

a  n u m b e r  o f  a t t i t u d e  s t a t e m e n t s  a s  a t t i t u d e s  c a n n o t  b e  m e a s u r e d  w i t h  o n e  q u e s t i o n . “' 2 2  

A n  e s s e n t i a l  r e q u i r e m e n t  o f  a t t i t u d e  s c a l e s  i s  t h a t  t h e  a t t i t u d e  s t a t e m e n t s  s h o u l d  b e  

s c a l e d .  I n  t h i s  s t u d y ,  L i k e r t  t y p e  s c a l e s  w e r e  e m p l o y e d  t o  a s c e r t a i n  t h e  p e r s o n a l  

o p i n i o n s  o f  t e a c h e r s  r e g a r d i n g  t h e  t e a c h i n g  o f  t h e  T r a n s i t i o n  Y e a r  P r o g r a m m e .  

G r a p h i c a l ,  n u m e r i c a l  s c a l e s ,  i n  w h i c h  r e s p o n d e n t s  a r e  a s k e d  t o  r a t e  a  p a r t i c u l a r  f a c t o r  

o r  v a r i a b l e  b y  m a r k i n g  a  n u m b e r  o n  a  c o n t i n u u m  a r e  u s e d  t o  a s c e r t a i n  t e a c h e r s '  

p e r c e p t i o n s  o f  t h e  d i s s e m i n a t i o n  o f  t h e  p r o g r a m m e ,  D e p a r t m e n t  o f  E d u c a t i o n  s u p p o r t  

f o r  t h e  p r o g r a m m e ,  i n s e r v i c e  t r a i n i n g  a n d  f a c t o r s  a f f e c t i n g  t h e  i m p l e m e n t a t i o n  o f  n e w  

p r o g r a m m e s  i n  s c h o o l s .  O t h e r  q u e s t i o n  t y p e s  i n v o l v e  o r d i n a l  a n d  n o m i n a l  d a t a  s u c h  a s  

t h a t  u s e d  t o  b u i l d  p r o f i l e s  o f  r e s p o n d e n t s  a n d  s c h o o l s .

I n  e a c h  o f  t h e  t h r e e  q u e s t i o n n a i r e s ,  t h e  s t r u c t u r e  w a s  d i v i d e d  i n t o  t h r e e  p a r t s .  I n  b o t h  

t h e  t e a c h e r  a n d  c o - o r d i n a t o r  q u e s t i o n n a i r e s ,  p a r t  o n e  i n v o l v e d  c o l l e c t i n g  i n f o r m a t i o n  

i n  r e l a t i o n  t o  t h e  p e r s o n a l  d e t a i l s  o f  t h e  r e s p o n d e n t .  I n  t h e  c a s e  o f  t h e  p r i n c i p a l s '  

q u e s t i o n n a i r e  p a r t  o n e  a l s o  c o l l e c t e d  i n f o r m a t i o n  p e r t a i n i n g  t o  t h e  s c h o o l  i t s e l f .  O n  a l l

322Ibid., p. 110.
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t h r e e  q u e s t i o n n a i r e s ,  p a r t  t w o  c o l l e c t e d  i n f o r m a t i o n  r e g a r d i n g  t h e  p e r c e p t i o n s  o f  

r e s p o n d e n t s  i n  r e l a t i o n  t o  t h e  n a t i o n a l  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e ,  t h e i r  v i e w s  

o n  t h e  a c t u a l  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e  a n d  o n  t h o s e  f a c t o r s  i m p o r t a n t  i n  t h e  

i m p l e m e n t a t i o n  o f  p r o g r a m m e s  n a t i o n a l l y .  P a r t  t h r e e  e l i c i t e d  i n f o r m a t i o n  r e g a r d i n g  t h e  

i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e  a t  s c h o o l  l e v e l ,  t h e  p e r c e p t i o n s  o f  t h e  r e s p o n d e n t s  

r e g a r d i n g  t h e  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e  i n  t h e i r  s c h o o l ,  t h e  f a c t o r s  t h e y  d e e m  

i m p o r t a n t  i n  t h e  i m p l e m e n t a t i o n  o f  n e w  p r o g r a m m e s  a t  s c h o o l  l e v e l  a n d  t h e  a t t i t u d e s  

o f  r e s p o n d e n t s  t o w a r d s  t h e  i n v o l v e m e n t  o f  t e a c h e r s  a n d  o t h e r  m e m b e r s  o f  s t a f f  i n  

d e c i s i o n  m a k i n g  a n d  c u r r i c u l u m  d e v e l o p m e n t .

I n  m o s t  c a s e s  t h e  s u b j e c t  m a t t e r  o f  t h e  q u e s t i o n s  o n  e a c h  q u e s t i o n n a i r e  w a s  t h e  s a m e  

a n d  q u e s t i o n s  w e r e  a d a p t e d  d e p e n d i n g  o n  t h e  p o s i t i o n  o f  t h e  r e s p o n d e n t  i n  t h e  s c h o o l .  

F o r  e x a m p l e ,  T r a n s i t i o n  Y e a r  c o - o r d i n a t o r s  w e r e  b e t t e r  e q u i p p e d  t o  a n s w e r  s o m e  o f  

t h e  q u e s t i o n s  p e i t a i n i n g  t o  t h e  o p e r a t i o n  o f  a  T r a n s i t i o n  Y e a r  c o r e  t e a m  i n  t h e  s c h o o l  

t h a n  w e r e  o t h e r  T r a n s i t i o n  Y e a r  t e a c h e r s .  O m i t t i n g  q u e s t i o n s  w h i c h  w o u l d  b e  o u t s i d e  

t h e  r e a l m  o f  r e s p o n s i b i l i t y  o f  p a r t i c u l a r  r e s p o n d e n t s  m e a n t  t h a t  t h e  l e n g t h  o f  t h e  

q u e s t i o n n a i r e s  c o u l d  b e  k e p t  t o  a  m i n i m u m  a n d  t h a t  r e s p o n d e n t s  w o u l d  b e  m o t i v a t e d  

t o  c o m p l e t e  t h e m .

4.5.3 The Interview:

B o r g  a n d  G a l l  d e s c r i b e  b o t h  a d v a n t a g e s  a n d  d i s a d v a n t a g e s  o f  t h e  i n t e r v i e w  a s  a  

r e s e a r c h  t e c h n i q u e .  I n t e r v i e w s  p o t e n t i a l l y  p e r m i t  g r e a t e r  d e p t h  t h a n  o t h e r  m e t h o d s  o f  

c o l l e c t i n g  d a t a  e n a b l i n g  t h e  i n t e n / i e w e r  t o  d e l v e  m o r e  d e e p l y  a n d  c l a r i f y  i s s u e s  a s  t h e y  

a r i s e .  U n d e r  f a v o u r a b l e  c o n d i t i o n s ,  i n t e r v i e w s  a r e  a l s o  s a i d  t o  b e  l i k e l y  t o  y i e l d  m o r e  

c o m p l e t e  d a t a  a n d  a l s o  m o r e  i n f o r m a t i o n  w h e n  o p e n  e n d e d  q u e s t i o n s  p e r t a i n i n g  t o  

n e g a t i v e  a s p e c t s  o f  t h e  s e l f  n e e d  t o  b e  a s k e d . 3 2 3  T h e  n a t u r e  o f  t h i s  s t u d y  m e a n t  t h a t

3 2 3  W a l t e r  R .  B o r g  a n d  M e r e d i t h  D .  G a l l ,  ( 1 9 8 3 ) ,  Educational Research: An 
Introduction, 4th ed., p . 4 3 7 .
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t h e  i n f o r m a t i o n  c o l l e c t e d  a t  t h e  i n t e r v i e w s  p e r t a i n e d ,  n o t  t o  t h e  i n t e r v i e w e e  b u t  t o  

e v e n t s  i n  w h i c h  t h e  i n t e r v i e w e e  w a s  i n v o l v e d  o f  w h i c h  t h e r e  i s  l i t t l e  w r i t t e n  r e c o r d .

T h e  f l e x i b i l i t y ,  a d a p t a b i l i t y  a n d  h u m a n  i n t e r a c t i o n  t h a t  a r e  t h e  u n i q u e  s t r e n g t h s  o f  t h e  

i n t e r v i e w  a l s o  a l l o w  s u b j e c t i v i t y  a n d  p o s s i b l e  b i a s  t h a t  i n  s o m e  r e s e a r c h  s i t u a t i o n s  a r e  

i t s  g r e a t e s t  w e a k n e s s . 3 2 4  I n a c c u r a c i e s  a r i s e  t h r o u g h  f a c t o r s  k n o w n  a s  " r e s p o n s e  

e f f e c t s "  w h i c h  i s  t h e  t e r m  a p p l i e d  t o  t h e  d i f f e r e n c e  b e t w e e n  t h e  a n s w e r  g i v e n  b y  t h e  

r e s p o n d e n t  a n d  t h e  t r u e  a n s w e r .

I n t e r v i e w s  w e r e  u s e d  e a r l y  i n  t h e  s t u d y  a n d  w h e r e  i t  w a s  f e l t  t h a t  a  q u e s t i o n n a i r e  a l o n e  

w o u l d  n o t  y i e l d  t h e  r e q u i r e d  i n f o r m a t i o n .  T h o s e  i n t e r v i e w e d  i n c l u d e d :

-  T w o  t e a c h e r s  w h o  p a r t i c i p a t e d  i n  t h e  " T r a i n  t h e  T r a i n e r s "  i n  s e r v i c e  p r o g r a m m e  a s  

t r a i n e r s .

-  A  m e m b e r  o f  t h e  T r a n s i t i o n  Y e a r  S u p p o r t  T e a m .

-  A  s p e c i a l  a d v i s o r  t o  M i n i s t e r  G e m m a  H u s s e y  a t  t h e  t i m e  o f  t h e  i n t r o d u c t i o n  o f  t h e  

T r a n s i t i o n  Y e a r  O p t i o n  i n  1 9 8 6 .

-  T h e  p r i n c i p a l  o f  t h e  s c h o o l  i n v o l v e d  i n  t h e  p i l o t  s t u d y .

I n t e r v i e w s  w i t h  t h e  " t r a i n e r s " ,  t h e  T r a n s i t i o n  Y e a r  S u p p o r t  T e a m  m e m b e r  a n d  t h e  

S p e c i a l  A d v i s o r  w e r e  s e m i - s t r u c t u r e d  i n t e r v i e w s  i n  w h i c h  t h e  r e s e a r c h e r  h a d  p r e ­

p l a n n e d  q u e s t i o n s  b u t  a l s o  a l l o w e d  s c o p e  f o r  d i s c u s s i o n  o n  o t h e r  i s s u e s  w h i c h  

e m e r g e d  i n  t h e  c o u r s e  o f  t h e  i n t e r v i e w .  T h e  s e m i  s t r u c t u r e d  i n t e r v i e w  i s  r e g a r d e d  a s  

" g e n e r a l l y  m o s t  a p p r o p r i a t e  f o r  i n t e r v i e w  s t u d i e s  i n  e d u c a t i o n . " 3 2 5  

I n  a l l  c a s e s  t h e  i n t e r v i e w e e  w a s  s u p p l i e d  i n  a d v a n c e  n o t  w i t h  t h e  a c t u a l  q u e s t i o n s  b u t  

w i t h  a  l i s t  o f  t h e  a r e a s  t o  b e  d i s c u s s e d .  I t  w a s  f e l t  t h a t  t h i s  e n r i c h e d  t h e  i n t e r v i e w s  a s  

t h e  a r e a s  s p e c i f i e d  a c t e d  a s  a  s k e l e t o n  a r o u n d  w h i c h  o t h e r  i s s u e s  a r o s e ,  f a c i l i t a t i n g  

b o t h  t h e  i n t e r v i e w e r  a n d  i n t e r v i e w e e .  T h e  i n t e r v i e w s  l a s t e d  o n  a v e r a g e  a p p r o x i m a t e l y

3 2 4 I b i d . ,  p . 4 3 8 .

3 2 5 I b i d . ,  p . 4 4 2 .
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f i f t y  m i n u t e s .  T h e  f i r s t  i n t e r v i e w  w a s  t a p e d .  A l t h o u g h  i t  w a s  a g r e e d  t h a t  t h e  i n t e r v i e w  

w o u l d  b e  t a p e d  o n  t h e  c o n d i t i o n  t h a t  a  t y p e d  t r a n s c r i p t  o f  t h e  i n t e r v i e w  w o u l d  b e  

s u p p l i e d  t o  t h e  i n t e r v i e w e e ,  i t  w a s  f e l t  b y  t h e  r e s e a r c h e r  t h a t  t a p i n g  t h e  i n t e r v i e w  m a d e  

t h e  i n t e r v i e w e e  m o r e  g u a r d e d  i n  h i s  a n s w e r s .  T h i s  f i n d i n g  i s  s u p p o r t e d  b y  B o r g  a n d  

G a l l  w h o  r e c o g n i s e  t h a t :

t h e  p r i n c i p a l  d i s a d v a n t a g e  o f  t h e  u s e  o f  t h e  t a p e  r e c o r d e r  w i t h  t h e  

i n t e r v i e w  i s  t h a t  t h e  p r e s e n c e  o f  t h e  t a p e  r e c o r d e r  c h a n g e s  t h e  

i n t e r v i e w  s i t u a t i o n  t o  s o m e  d e g r e e . . . . i n  i n t e r v i e w s  n o t  a i m i n g  p r i m a r i l y  

a t  t h e  c o l l e c t i o n  o f  r e s e a r c h  d a t a ,  i t  i s  s e l d o m  n e c e s s a r y  t o  r e c o r d  t h e  

r e s u l t s . 3 2 6

S u b s e q u e n t  i n t e r v i e w s  w e r e  n o t  t a p e d .  P r o c e e d i n g s  w e r e  r e c o r d e d  o n  s p e c i a l l y  

d e s i g n e d  s h e e t s  r e q u i r i n g  a s  l i t t l e  w r i t i n g  d u r i n g  t h e  i n t e r v i e w  a s  p o s s i b l e  w h i c h  

e n a b l e d  t h e  i n t e r v i e w e r  t o  a t t e n d  t o  t h e  i n t e r v i e w  w h i l e  r e c o r d i n g  t h e  p r o c e e d i n g s .  

N e i t h e r  o f  t h e s e  p r o c e d u r e s  r e p r e s e n t s  a n  i d e a l  s i t u a t i o n .  I d e a l l y ,  a  t r u s t  w o u l d  b u i l d  

b e t w e e n  t h e  i n t e r v i e w e r  a n d  i n t e r v i e w e e  o v e r  t i m e  t h r o u g h  a  n u m b e r  o f  i n t e r v i e w s .  

T h i s  w a s  n o t  p o s s i b l e  w i t h i n  t h e  t i m e s c a l e  i n v o l v e d  i n  t h i s  r e s e a r c h  p r o j e c t  b u t  i t  w a s  

f e l t  t h a t  m u c h  v a l u a b l e  i n f o r m a t i o n  w a s  g l e a n e d  t h r o u g h  t h e  i n t e r v i e w s .

4.6 Analysis

T h e  d e s c r i p t i v e  e l e m e n t  o f  e d u c a t i o n a l  r e s e a r c h  i s  i m p o r t a n t .  D e s c r i p t i v e  r e s e a r c h  i s  

a i m e d  a t  d e s c r i b i n g  t h e  c h a r a c t e r i s t i c s  o f  s u b j e c t s .  B o r g  m a i n t a i n s  t h a t :

m u c h  o f  t h e  e a r l y  w o r k  i n  a  n e w  s c i e n c e  i s  d e s c r i p t i v e ,  s i n c e  i t  i s  

n e c e s s a r y  t o  k n o w  s o m e t h i n g  a b o u t  t h e  c h a r a c t e r i s t i c s  o f  o u r  s u b j e c t s  

b e f o r e  t r y i n g  t o  s t u d y  m o r e  c o m p l e x  r e s e a r c h  q u e s t i o n s . 3 2 7

B e c a u s e  h u m a n  b e i n g s  a r e  m u c h  m o r e  c o m p l e x  t h a n  t h e  s u b j e c t s  s t u d i e d  i n  o t h e r  

s c i e n c e s  a n d  b e c a u s e  e d u c a t i o n  a n d  t h e  r e l a t e d  s c i e n c e s  a r e  r e l a t i v e l y  n e w  w h e n

3 2 6 I b i d . ,  p . 4 4 6 .

3 2 7 W a l t e r R .  B o r g ,  ( 1 9 8 7 ) ,  Applying Educational Research: a practical guide for 
teachers, p .  1 5 4 .
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c o m p a r e d  t o  b i o l o g y  o r  t h e  p h y s i c a l  s c i e n c e s ,  d e s c r i p t i v e  r e s e a r c h  i s  p a r t i c u l a r l y  

i m p o r t a n t  i n  e d u c a t i o n .  I n  e d u c a t i o n  m o s t  d e s c r i p t i v e  r e s e a r c h  c a n  b e  c l a s s i f i e d  a s  

e i t h e r  s u r v e y  o r  o b s e r v a t i o n a l  r e s e a r c h .  I n  t h i s  s t u d y ,  s u r v e y  r e s e a r c h  w a s  e m p l o y e d .

A s  d e s c r i b e d  i n  s e c t i o n  4 . 5 . 2 ,  s e v e r a l  t y p e s  o f  q u e s t i o n  w e r e  u s e d  i n  t h e  q u e s t i o n n a i r e s  

i n  o r d e r  t o  e l i c i t  d i f f e r e n t  t y p e s  o f  i n f o r m a t i o n .  B o t h  o p e n  e n d e d  a n d  c l o s e d  q u e s t i o n s  

w e r e  e m p l o y e d .  C l o s e d  q u e s t i o n s  c o n s i s t e d  o f  l i s t ,  c a t e g o r y  a n d  s c a l e  t y p e  q u e s t i o n s ,  

t h e  s c a l e  q u e s t i o n s  a p p e a r i n g  a s  g r i d s  o r  t a b l e s  i n  w h i c h  s e v e r a l  f a c t o r s  o r  s t a t e m e n t s  

w e r e  t o  b e  r a t e d  t o g e t h e r  o n  t h e  s a m e  s c a l e .  A s  s c a l e  q u e s t i o n s  w e r e  u s e d  a  n u m b e r  o f  

t i m e s  i n  t h e  q u e s t i o n n a i r e s ,  t h e  d i f f e r e n t  t y p e s  o f  s c a l e s  u s e d  a r e  d e s c r i b e d  b e l o w .

4.6.1 The Use of Scales:

R a t i n g  s c a l e s  a r e  p e r h a p s  t h e  m o s t  p o p u l a r  m e t h o d s  o f  a t t i t u d e  m e a s u r e m e n t  a n d  a r e  

o f t e n  u s e d  i n  t h e  f i e l d  o f  r e s e a r c h .  I n  t h i s  s t u d y  s e v e r a l  t y p e s  o f  s c a l e s  w e r e  u s e d  

d e p e n d i n g  o n  t h e  t y p e  i n f o r m a t i o n  t h e y  w e r e  d e s i g n e d  t o  c o l l e c t .  A l l  w e r e  f i v e  p o i n t  

s c a l e s .  W h i l e  l a r g e r  s c a l e s  c a n  b e  u s e d ,  i n c r e a s i n g  t h e  s i z e  o f  t h e  s c a l e  b e y o n d  s e v e n  

p o i n t s  h a s  n o t  b e e n  p r o v e n  t o  i m p r o v e  t h e  a c c u r a c y  o f  a  s c a l e ' s  m e a s u r e m e n t .

S c a l e s  w h i c h  h a v e  a d j e c t i v e s  m a r k e d  a t  p a r t i c u l a r  n u m b e r s ,  a r e  a  s p e c i a l  t y p e  o f  

n u m e r i c a l  s c a l e .  W h e r e  w o r d s  o r  p h r a s e s  w h i c h  d e s c r i b e  v a r y i n g  d e g r e e s  o f  l i k i n g  o r  

a p p r o v a l  a r e  u s e d  i n  p l a c e  o f  n u m b e r s ,  t h e s e  a r e  c a l l e d  s p e c i m e n  s p e c i f i c  c a t e g o r y  

s c a l e s 3 2 8  o r  j u s t  " c a t e g o r y  s c a l e s " .  W h i l e  t h e  s e l e c t i o n  o f  a d j e c t i v e s  b e c o m e s  m o r e  

d i f f i c u l t  i f  m o r e  t h a n  f i v e  p o i n t s  a r e  u s e d  f o r  t h e  s c a l e ,  i t  i s  f e l t  t h a t  l a b e l l i n g  t h e  p o i n t s  

w i t h  a d j e c t i v e s  i n c r e a s e s  t h e  r e l i a b i l i t y  o f  t h e  s c a l e .  F o r  t h e  c o l l e c t i o n  o f  i n f o r m a t i o n  

r e g a r d i n g  r e s p o n d e n t s '  o p i n i o n s  o f  t h e  m a t e r i a l s  p r o d u c e d  f o r  t h e  d i s s e m i n a t i o n  o f  t h e  

p r o g r a m m e ,  a n d  o f  t h e  i n s e r v i c e  t r a i n i n g  p r o v i d e d ,  t h i s  t y p e  o f  n u m e r i c a l  s c a l e  w a s  

u s e d .  T h e s e  s c a l e s  a r e  a l s o  k n o w n  a s  " a d j e c t i v a l  c h e c k l i s t s "  a n d  t h e y  p r o v i d e  s o m e

3 2 8 K r e c h  a n d  C r u t c h f i e l d ,  ( 1 9 4 8 ) ,  q u o t e d  b y  N i g e l  L e m o n ,  ( 1 9 7 3 ) ,  Attitudes and 
Their Measurement, p .  8 7 .



q u a n t i t a t i v e  i n f o r m a t i o n  e i t h e r  b y  t h e  f r e q u e n c i e s  w i t h  w h i c h  w o r d s  a r e  s e l e c t e d  o r  b y  

t h e i r  o r d e r  o r  r a n k i n g  i f  r e q u i r e d .

N u m e r i c a l  s c a l e s  w e r e  a l s o  u s e d  f o r  q u e s t i o n s  i n q u i r i n g  a s  t o  t h e  i m p o r t a n c e  o f  

p a r t i c u l a r  f a c t o r s  i n  t h e  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e  n a t i o n a l l y  a n d  a t  s c h o o l  

l e v e l .  O n  t h e s e  s c a l e s ,  o n l y  t h e  e n d s  o f  t h e  c o n t i n u u m  w e r e  m a r k e d  w i t h  a d j e c t i v e s  a n d  

r e s p o n d e n t s  w e r e  a s k e d  t o  c h e c k  a  n u m b e r  t o  e x p r e s s  t h e i r  r a t i n g s .  I t  w a s  f e l t  t h a t  

i n c l u d i n g  a d j e c t i v e s  a t  e a c h  p o i n t  o n  t h e  s c a l e  f o r  t h e s e  q u e s t i o n s  w o u l d  u n d u l y  

i n f l u e n c e  r e s p o n d e n t s '  a n s w e r s  a s  t h e  s e l e c t i o n  o f  a v a i l a b l e  a d j e c t i v e s  f o r  t h e s e  

q u e s t i o n s  w o u l d  h a v e  m e a n t  t h a t  t h e  i n t e r v a l s  a l o n g  t h e  c o n t i n u u m  w e r e  u n e v e n .  F o r  

s u c h  q u e s t i o n s  o n l y  t h e  e n d s  o f  t h e  s c a l e  w e r e  m a r k e d  -  w i t h  " u n i m p o r t a n t "  a n d  " v e r y  

i m p o r t a n t " .

P e r s o n a l  a t t i t u d e s  t o w a r d s  t e a c h i n g  t h e  T r a n s i t i o n  Y e a r  P r o g r a m m e  w e r e  a s c e r t a i n e d  

u s i n g  a  f i v e  p o i n t  L i k e r t  s c a l e .  T h i s  s c a l e  h a d  " a g r e e "  a n d  " d i s a g r e e "  a t  e i t h e r  e n d  a n d  

i s  a l s o  k n o w n  a s  a  " s e m a n t i c  d i f f e r e n t i a l "  s c a l e .  T e n  s t a t e m e n t s  w e r e  r a t e d  o n  t h e  f i v e  

p o i n t  s c a l e .  I t  i s  r e c o m m e n d e d  t h a t  L i k e r t  a t t i t u d e  s c a l e s  h a v e  a n  e q u a l  n u m b e r  o f  

p o s i t i v e  a n d  n e g a t i v e  s t a t e m e n t s  t o  i n c r e a s e  r e l i a b i l i t y ,  a s  i s  t h e  c a s e  w i t h  t h i s  s c a l e .  A s  

t h e r e  w e r e  s e v e n t y  r e s p o n d e n t s  t h e  m a x i m u m  s c o r e  f o r  e a c h  s t a t e m e n t  i s  3 5 0 .  F o r  t h e  

c o n s t r u c t i o n  o f  t a b l e s ,  i n  o r d e r  t o  a i d  c l a r i t y ,  t h e  s t a t e m e n t s  a r e  r a n k e d  i n  d e s c e n d i n g  

o r d e r  s t a r t i n g  w i t h  t h e  s t a t e m e n t  w h i c h  r a t e d  m o s t  h i g h l y  o n  t h e  a g r e e m e n t  s c a l e .  

B e c a u s e  t h e r e  w e r e  s e v e n t y  r e s p o n d e n t s ,  t h e  h i g h e s t  r a t i n g  f o r  e a c h  s t a t e m e n t  w a s  

3 5 0 .  T h e  m i n i m u m  r a t i n g  i s  s e v e n t y  a s  e a c h  r e s p o n d e n t  h a d  t o  g i v e  a t  l e a s t  o n e  m a r k  

t o  e a c h  s t a t e m e n t .

W h e n  a d j e c t i v e s  a r e  a p p l i e d  t o  t h i s  s e m a n t i c  d i f f e r e n t i a l  s c a l e ,  t h e  f o l l o w i n g  a r e  

g e n e r a l l y  u s e d  b y  r e s e a r c h e r s :

1  =  s t r o n g l y  d i s a g r e e  4  =  a g r e e

2  =  d i s a g r e e  5  =  s t r o n g l y  a g r e e

3  =  n e i t h e r  a g r e e  n o r  d i s a g r e e  ( o r  n e u t r a l )

U s i n g  t h e s e  a d j e c t i v e s ,  t h e  s t a t e m e n t s  c a n  b e  d i v i d e d  i n t o  t h o s e  w i t h  w h i c h  

r e s p o n d e n t s  s h o w e d  s o m e  a g r e e m e n t  a n d  t h o s e  w i t h  w h i c h  t h e  t e n d e n c y  w a s  t o w a r d s
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d i s a g r e e m e n t .  A s  a  r a t i n g  o f  t h r e e  i s  r e c o g n i s e d  a s  t h e  n e u t r a l  p o i n t  b e t w e e n  t h e  

p o s i t i v e  a n d  n e g a t i v e  r e p l i e s ,  t h e  s t a t e m e n t s  a r e  d i v i d e d  a t  t h i s  p o i n t  

I t  i s  a  c o m m o n  m i s c o n c e p t i o n  t h a t  a t t i t u d e  c a n  b e  m e a s u r e d  u s i n g  o n e  i n d i c a t o r .  

A t t i t u d e s  a r e  i n t a n g i b l e  a n d  m u l t i - d i m e n s i o n a l  a n d  c a n  b e  d i s c e r n e d  o n l y  b y  t h e i r  

o u t w a r d  e f f e c t s .  F o r  t h i s  r e a s o n ,  s e v e r a l  m e a s u r e s  o f  a t t i t u d e  a n d  p e r c e p t i o n  w e r e  

b u i l t  i n t o  t h e  q u e s t i o n n a i r e s .

4.6.2 Analysis:

B e c a u s e  d i f f e r e n t  t y p e s  o f  q u e s t i o n s  w e r e  u s e d ,  d i f f e r e n t  t y p e s  o f  a n a l y s i s  a r e  a l s o  

e m p l o y e d .  A n a l y s i n g  d a t a  i n v o l v e s  c a t e g o r i s i n g  i n f o r m a t i o n ,  t r y i n g  t o  s e e  p a t t e r n s  a n d  

r e l a t i o n s h i p s ,  d i s c a r d i n g  t h e  i r r e l e v a n t ,  s u m m a r i s i n g  a n d  d r a w i n g  c o n c l u s i o n s . 3 2 9  

O f t e n  c o r r e l a t i o n  a n a l y s i s  c a n  b e  u s e d  t o  o b t a i n  a d d i t i o n a l  i n s i g h t s  i n t o  d e s c r i p t i v e  

r e s e a r c h  d a t a .  I n  a n a l y s i s  o f  q u e s t i o n n a i r e s  b o t h  d e s c r i p t i v e  a n d  s t a t i s t i c a l  m e t h o d s  a r e  

e m p l o y e d .

T h e  r e s p o n d e n t  p r o f i l e  i n f o r m a t i o n  i s  a n a l y s e d  u s i n g  u n i v a r i a t e  a n a l y s i s  o r  f r e q u e n c y  

d i s t r i b u t i o n  a n a l y s i s .  T h i s  t y p e  o f  a n a l y s i s  i s  u s e d  t o  d e t e r m i n e  t h e  d i s t r i b u t i o n  o f  e a c h  

v a r i a b l e  a n d  d e a l s  w i t h  o n e  v a r i a b l e  a t  a  t i m e .  O t h e r  l i s t  a n d  c a t e g o r y  q u e s t i o n s  s u c h  

a s  t h o s e  r e l a t i n g  t o  t i m e  r e q u i r e d  t o  c a r r y  o u t  c o - o r d i n a t o r  d u t i e s ,  i n f o r m a t i o n  

r e g a r d i n g  c o n t a c t  w i t h  o t h e r  s c h o o l s  a n d  t h e  o r g a n i s a t i o n  o f  t h e  T r a n s i t i o n  Y e a r  c o r e  

t e a m  i n  t h e  s c h o o l  w e r e  a l s o  a n a l y s e d  u s i n g  u n i v a r i a t e  a n a l y s i s .  T h i s  p r e l i m i n a r y  f o r m  

o f  a n a l y s i s  w a s  a l s o  d o n e  o n  t h e  r e m a i n d e r  o f  t h e  q u e s t i o n n a i r e  r e s p o n s e s  b e f o r e  t h e y  

w e r e  a n a l y s e d  f u r t h e r .

P r i o r  t o  a n a l y s i s  a l l  i n f o r m a t i o n  f r o m  t h e  q u e s t i o n n a i r e s  w a s  c o d e d  a n d  f i l l e d  i n t o  

M i c r o s o f t  E x c e l  s p r e a d s h e e t s .  T h i s  e n a b l e d  t h e  u s e  o f  s t a t i s t i c a l  f u n c t i o n s  s u c h  a s  t h e  

s u m m a t i o n  f u n c t i o n  d u r i n g  p r e l i m i n a r y  a n d  s e c o n d a r y  a n a l y s i s .

3 2 9 E i l e e n  K a n e ,  ( 1 9 8 4 ) ,  Doing Your Own Research: how to do basic descriptive 
research in the social sciences and humanities, p .  1 5 1 .
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S c a l e  t y p e  q u e s t i o n s  w e r e  a n a l y s e d  i n  a  n u m b e r  o f  w a y s .  F o r  e a c h  q u e s t i o n  i n v o l v i n g  a  

s c a l e ,  a  t a b l e  i s  u s e d  t o  s h o w  t h e  n u m b e r  o f  r e s p o n d e n t s  a s s i g n i n g  e a c h  r a t i n g  o n  t h e  

f i v e  p o i n t  s c a l e  t o  e a c h  i t e m  i n  t h e  q u e s t i o n .  A p a r t  f o r m  t h i s  p r e l i m i n a r y  r e v i e w  o f  

r e s p o n s e s ,  w h i c h  i l l u s t r a t e s  h o w  e a c h  i t e m  w a s  r a t e d  b y  r e s p o n d e n t s ,  r e s p o n s e s  w e r e  

a l s o  t o t a l l e d  f o r  e a c h  f a c t o r  o r  s t a t e m e n t  u s i n g  t h e  M i c r o s o f t  E x c e l  s t a t i s t i c s  p a c k a g e .  

T h e s e  t o t a l s  i l l u s t r a t e  h o w  t h e  i t e m s  w e r e  r a t e d  c o l l e c t i v e l y  b y  r e s p o n d e n t s .  T h i s  t y p e  

o f  s u m m a t i o n  i s  i m p o r t a n t  o n  s c a l e s  w h i c h  h a v e  a d j e c t i v e s  a t  e i t h e r  e n d  s u c h  a s  t h e  

s c a l e  w h i c h  m e a s u r e s  t h e  i m p o r t a n c e  o f  a  s e t  o f  f a c t o r s  i n  t h e  i m p l e m e n t a t i o n  p r o c e s s .  

W h i l e  a  r a t i n g  o f  f i v e  w o u l d  i n d i c a t e  t h a t  a  r e s p o n d e n t  r e g a r d s  t h e  f a c t o r  a s  v e r y ’  

i m p o r t a n t ,  a  r a t i n g  o f  f o u r  a l s o  i n d i c a t e s  t h a t  t h e  f a c t o r  h a s  s o m e  s i g n i f i c a n c e .  S i m i l a r  

l o g i c  c a n  b e  a p p l i e d  t o  a t t i t u d e  s c a l e s .

A  m e a s u r e  o f  t h e  m e a n  m a r k  f o r  e a c h  i t e m  i s  a l s o  i n c l u d e d .  M e a n s  a r e  w i d e l y  u s e d  a n d  

u n d e r s t o o d  i n  s t a t i s t i c a l  a n a l y s i s  a n d  a r e  u s e f u l  f o r  p u r p o s e s  o f  c o m p a r i s o n  e s p e c i a l l y  

w h e r e  t h e  g r o u p s  o f  r e s p o n d e n t s  a r e  c o m p o s e d  o f  d i f f e r e n t  n u m b e r s .  F o r  c o n s i s t e n c y ,  

i n  a l l  c a s e s ,  m e a n  v a l u e s  w e r e  c a l c u l a t e d  t o  t w o  p l a c e s  o f  d e c i m a l s .  F o r  s m a l l e r  

n u m b e r s  o f  r e s p o n d e n t s ,  f o r  e x a m p l e ,  s i x  p r i n c i p a l s  a n d  f i v e  c o - o r d i n a t o r s ,  m e a n  

v a l u e s  w o r k e d  o u t  m o r e  e v e n l y ,  t o  v a l u e s  s u c h  a s  4 . 8 0 ,  2 . 6 0  e t c .  W h e n  t h e s e  w e r e  

t y p e d  i n t o  t a b l e s ,  t h e  c o m p u t e r  p r o g r a m m e  u s e d  r e m o v e d  t h e  z e r o s  a t  t h e  e n d  a n d  t h e  

v a l u e s  a p p e a r  a s  4 . 8  a n d  2 . 6  e t c . ,  e v e n  t h o u g h  t h e y  w e r e  c a l c u l a t e d  t o  t w o  p l a c e s  o f  

d e c i m a l s .

O f t e n  r e s e a r c h e r s  w i s h  t o  e x a m i n e  t h e  d i f f e r e n c e s  b e t w e e n  t w o  m e a n  v a l u e s .  T h i s  t y p e  

o f  b i v a r i a t e  a n a l y s i s  i s  e m p l o y e d  i n  q u e s t i o n s  w h e r e  i t  w a s  d e e m e d  u s e f u l  s u c h  a s  i n  

t h e  c o m p a r i s o n  o f  t e a c h e r s  w i t h  o n e  o r  t w o  y e a r s  e x p e r i e n c e  t e a c h i n g  T r a n s i t i o n  Y e a r  

c l a s s e s  a n d  t e a c h e r s  w h o  h a d  t h r e e  o r  m o r e  y e a r s  e x p e r i e n c e .  T h e  q u e s t i o n  a d d r e s s e d  

i s  w h e t h e r  t h e  d i f f e r e n c e  b e t w e e n  t h e  t w o  m e a n s  c o u l d  h a v e  a r i s e n  b y  c h a n c e ,  o r  i s  a  

" r e a l "  -  t h a t  i s ,  s t a t i s t i c a l l y  s i g n i f i c a n t  -  d i f f e r e n c e .  O n e  s t a n d a r d  w a y  o f  t e s t i n g  

w h e t h e r  t h e  d i f f e r e n c e  b e t w e e n  t w o  m e a n s  i s  s i g n i f i c a n t  o r  n o t  i s  t h r o u g h  t h e  u s e  o f  

e i t h e r  t h e  z - t e s t  o r  t h e  S t u d e n t s '  t - t e s t .  T h e  z - t e s t  i s  u s e d  f o r  s a m p l e s  o v e r  t h i r t y  a n d



t h e  t - t e s t  f o r  s a m p l e s  w h e r e  a t  l e a s t  o n e  o f  t h e  g r o u p s  t o  b e  c o m p a r e d  h a s  l e s s  t h a n  

t h i r t y  r e s p o n d e n t s .  T h e  f o l l o w i n g  f o r m u l a e  a r e  u s e d  t o  c a l c u l a t e  z  a n d  t  v a l u e s .

z - t e s t

*1 - x 2

/s?  , 4

where

x-i 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; 

r>2 is the sample size of group 2;

with (n-i + 0 2 - 2) df.

T h e  z - t e s t  i s  s o  c a l l e d  b e c a u s e  t h e  d i f f e r e n c e  b e t w e e n  t h e  m e a n  i s  m e a s u r e d  i n  

s t a n d a r d  d e v i a t i o n  u n i t s  f r o m  t h e  m e a n ,  a  q u a n t i t y  a l s o  k n o w n  a s  z  s c o r e s .  I n  p r a c t i c e ,  

w i t h  l a r g e  s a m p l e s ,  t h e r e  a r e  n o  d i f f e r e n c e s  b e t w e e n  t h e  z  a n d  t  d i s t r i b u t i o n s .  T o  u s e  

t h e  t  s t a t i s t i c  d e g r e e s  o f  f r e e d o m  a r e  t a k e n  i n t o  a c c o u n t  a s  i t s  v a l u e  i s  a f f e c t e d  b y  

s a m p l e  s i z e .  T h e  s i g n i f i c a n c e  o f  t  v a l u e s  i s  d e t e r m i n e d  u s i n g  t - t a b l e s  f o u n d  i n  s t a t i s t i c a l  

t e x t s .

I n  o r d e r  t o  r e d u c e  t h e  a m o u n t  o f  e x p l a n a t o r y  s t a t i s t i c a l  i n f o r m a t i o n  a n d  s t a t i s t i c a l  

c a l c u l a t i o n s  i n c l u d e d  i n  c h a p t e r  f i v e  t h e  v a l u e  d  i s  u s e d  t o  d e n o t e  s i g n i f i c a n c e  v a l u e s  

a r i s i n g  f r o m  e i t h e r  t h e  z  o r  t  t e s t s .  I t  i s  g i v e n  t h a t  t h e  z - t e s t  f o r m u l a  w a s  u s e d  w h e r e  

s a m p l e  s i z e s  w e r e  o v e r  t h i r t y  a n d  t h e  t - t e s t  w a s  u s e d  w h e r e  s a m p l e  s i z e s  f a l l  b e l o w

t - t e s t

t =
X1 - x 2
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t h i r t y ,  t h e  r e s u l t  r e p r e s e n t e d  a s  t h e  v a l u e  d. T h i s  v a l u e  r e p r e s e n t s  u n i t s  o f  s t a n d a r d  

d e v i a t i o n  f r o m  t h e  m e a n  a n d  i s  u s e d  b y  s t a t i s t i c i a n s  i n  o t h e r  f i e l d s .

I t  i s  p o s s i b l e  t o  a p p l y  d i f f e r e n t  l e v e l s  o f  s i g n i f i c a n c e  t o  d a t a  c a l c u l a t i o n s .  T h e s e  t e s t s  o f  

a s s o c i a t i o n  m e a s u r e  h o w  l i k e l y  i t  i s  t h a t  t h e  d i s t r i b u t i o n s  o b s e r v e d  a r e  d u e  m e r e l y  t o  

c h a n c e .  S t a t i s t i c i a n s  h a v e  s e t  c e r t a i n  l e v e l s  o f  s i g n i f i c a n c e  o r  p r o b a b i l i t y  l e v e l s .  T h e  

l o w e s t  o f  s u c h  l e v e l s  i s  u s u a l l y  0 . 0 5  o r  5 % .  T h e  s i g n i f i c a n c e  o f  z  v a l u e s  i s  c a l c u l a t e d  a t  

t h e  5 %  l e v e l  -  t h a t  i s  t h e r e  i s  a  5 %  c h a n c e  t h a t  t h e  r e s u l t s  w o u l d  o c c u r  r a n d o m l y .  

B e c a u s e  i n  t h e  s o c i a l  s c i e n c e s  d a t a  a r e  s o m e t i m e s  " s l o p p y "  -  p e o p l e  l i e  o r  a r e  m i s t a k e n  

-  t h e  5 %  l e v e l  i s  u s u a l l y  a c c e p t e d . 3 3 0  T h e  v a l u e  o f  d  i s  s i g n i f i c a n t  a t  t h e  5 %  l e v e l  w h e n  

t h e  a b s o l u t e  v a l u e  o f  d  i s  g r e a t e r  t h a n  1 . 9 6 . 3 3 1  T h e  s t a n d a r d  d e v i a t i o n  o f  d i f f e r e n c e  o r  

v a r i a n c e ,  s, a n d  t h e  m e a n  v a l u e s  w e r e  c a l c u l a t e d  u s i n g  t h e  M i c r o s o f t  E x c e l  s t a t i s t i c s  

f u n c t i o n  V A R .

T h e  u s e  o f  s t a t i s t i c a l  q u a n t i f i c a t i o n  i n  q u a l i t a t i v e  r e s e a r c h  h a s  b e e n  t h e  s u b j e c t  o f  m u c h  

d e b a t e .  J e n n i f e r  M a s o n  m a i n t a i n s  t h a t :

q u a l i t a t i v e  r e s e a r c h  i s  g r o u n d e d  i n  a  p h i l o s o p h i c a l  p o s i t i o n  w h i c h  i s  

b r o a d l y  ' i n t e r p r e t i v i s t '  i n  t h e  s e n s e  t h a t  i t  i s  c o n c e r n e d  w i t h  h o w  t h e  

s o c i a l  w o r l d  i s  i n t e r p r e t e d ,  u n d e r s t o o d ,  e x p e r i e n c e d  o r  

p r o d u c e d . . . . b a s e d  o n  m e t h o d s  o f  a n a l y s i s  a n d  e x p l a n a t i o n  b u i l d i n g  

w h i c h  i n v o l v e s  u n d e r s t a n d i n g  o f  c o m p l e x i t y ,  d e t a i l  a n d  c o n t e x t .  

Q u a l i t a t i v e  r e s e a r c h  d o e s  u s e  s o m e  f o r m  o f  q u a n t i f i c a t i o n  b u t  s t a t i s t i c a l  

f o r m s  o f  a n a l y s i s  a r e  n o t  s e e n  a s  c e n t r a l . - 3 3 2

B o g d a n  a n d  B i k l e n  s u g g e s t  t h a t  q u a n t i t a t i v e  d a t a  c a n  h a v e  c o n v e n t i o n a l  u s e  i n  

q u a l i t a t i v e  r e s e a r c h :  " I t  c a n  s u g g e s t  t r e n d s  i n  a  s e t t i n g . . . . i t  c a n  a l s o  p r o v i d e  d e s c r i p t i v e  

i n f o r m a t i o n  a b o u t  t h e  p o p u l a t i o n  . . . q u a n t i t a t i v e  d a t a  i s  o f t e n  i n c l u d e d  i n  q u a l i t a t i v e

3 3 0 I b i d . ,  p .  1 6 4 .

3 3  d e t a i l e d  d e s c r i p t i o n s  o f  s t a t i s t i c a l  c a l c u l a t i o n s  r e g a r d i n g  t h e  c o m p a r i s o n  o f  m e a n s  

c a n  b e  f o u n d  i n  m a n y  p u r e  s t a t i s t i c s  b o o k s  a n d  a l s o  i n  R o g e r  S a p s f o r d  a n d  V i c t o r  

J u p p ,  ( E d s . ) ,  ( 1 9 9 6 ) ,  Data Collection and Analysis, W a l t e r  R .  B o r g  a n d  M e r e d i t h  D  

G a l l ,  ( 1 9 8 3 ) ,  Educational Research: An Introduction, a n d  N a c h m i a s  a n d  N a c h m i a s ,  

( 1 9 7 6 ) ,  Research Methods in the Social Sciences.
3 3 2 J e n n i f e r  M a s o n ,  ( 1 9 9 6 ) ,  Qualitative Researching, p . 4 .
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w r i t i n g  i n  t h e  f o r m  o f  d e s c r i p t i v e  s t a t i s t i c s .  " 3 3 j  B e s i d e s  t h e i r  u s e  i n  d e s c r i p t i o n  o f  t h e  

r e s p o n d e n t  p o p u l a t i o n ,  i n  t h i s  s t u d y  q u a n t i t a t i v e  m e t h o d s  a r e  u s e d  t o  h i g h l i g h t  s u c h  

f e a t u r e s  a s  r e l a t i o n s h i p s  b e t w e e n  f a c t o r s ,  p e r c e p t i o n s  o f  e x t e r n a l  s u p p o r t  a n d  p o s s i b l e  

d i f f e r e n c e s  i n  a t t i t u d e s  a n d  p e r c e p t i o n s  f r o m  g r o u p  t o  g r o u p .

M i l e s  a n d  H u b e r m a n n  m a i n t a i n  t h a t  " w e  h a v e  t o  f a c e  t h e  f a c t  t h a t  n u m b e r s  a n d  w o r d s  

a r e  b o t h  n e e d e d  i f  w e  a r e  t o  u n d e r s t a n d  t h e  w o r l d "  a n d  s u g g e s t  t h a t  " d u r i n g  analysis 

q u a n t i t a t i v e  d a t a  c a n  h e l p  b y  s h o w i n g  g e n e r a l i t y  o f  s p e c i f i c  o b s e r v a t i o n s . . . . a n d  

v e r i f y i n g  o r  c a s t i n g  n e w  l i g h t  o n  q u a l i t a t i v e  f i n d i n g s . " 3 3 4  T h e y  q u o t e  K a p l a n :  

" q u a n t i t i e s  a r e  of q u a l i t i e s  a n d  a  m e a s u r e d  q u a l i t y  h a s  j u s t  t h e  s a m e  m a g n i t u d e  

e x p r e s s e d  i n  i t s  m e a s u r e . " 3 3 5  W e i n s t e i n  a n d  T a m u r  s e e  q u a n t i f i c a t i o n  n o t  a s  a n  e n d  i n  

i t s e l f  b u t  r a t h e r  " a s  a  m e a n s  o f  m a k i n g  a v a i l a b l e  t e c h n i q u e s  w h i c h  a d d  p o w e r  a n d  

s e n s i t i v i t y  t o  i n d i v i d u a l  j u d g e m e n t s  w h e n  o n e  a t t e m p t s  t o  d e t e c t  a n d  d e s c r i b e  

patterning i n  a  s e t  o f  o b s e r v a t i o n s . . . . " 3 3 6

A c c o r d i n g l y ,  t h e  c o m p o n e n t  o f  s t a t i s t i c a l  v a l u e  a n a l y s i s  i n  c h a p t e r  f i v e ,  i s  u s e d  t o  c a s t  

l i g h t  o n  q u a l i t a t i v e  d a t a .  T h e  i n d u c t i v e  n a t u r e  o f  t h e  s t u d y  a l l o w s  c o n c l u s i o n s  t o  a r i s e  

f r o m  t h e  d a t a  i t s e l f .  I n  o r d e r  t o  c o n c l u d e  w i t h  " t h e  f a c t o r s  m o s t  i n f l u e n t i a l  i n  

i m p l e m e n t i n g  n e w  p r o g r a m m e s "  i t  i s  n e c e s s a r y  t o  e n s u r e  t h a t  t h e r e  i s  a  s i g n i f i c a n t  

s t a t i s t i c a l  d i f f e r e n c e  i n  t h e  i m p o r t a n c e  o f  t h e  f a c t o r s  r a t e d  m o s t  h i g h l y  b y  r e s p o n d e n t s .

3 3 3 R o b e r t  C .  B o g d a n  a n d  S a r i  K n o p p  B i k l e n ,  ( 1 9 8 2 ) ,  Qualitative Research for 
Education: An Introduction to Theory and Methods, p .  1 1 2 .

3 3 4 M a t t h e w B .  M i l e s  a n d  A .  M i c h a e l  H u b e r m a n n ,  ( 1 9 9 4 ) ,  Qualitative Data Analysis, 
p . 4 1 .

3 3 5 A .  K a p l a n ,  ( 1 9 6 4 ) ,  The Conduct of Inquiry, p . 2 0 7 ,  q u o t e d  b y  M a t t h e w  B .  M i l e s  

a n d  A .  M i c h a e l  H u b e r m a n n ,  ( 1 9 9 4 ) ,  Qualitative Data Analysis, p . 4 0 .

3 3 6 E .  A .  W e i n s t e i n  a n d  J . M ,  T a m u r ,  ( 1 9 7 8 ) ,  M e a n i n g s ,  p u r p o s e s  a n d  s t r u c t u r a l  

r e s o u r c e s  i n  s o c i a l  i n t e r a c t i o n ,  p .  1 4 0 .  I n  J . G . M a n i s  a n d  B . N .  M e l t z e r ,  ( E d s . ) ,  Symbolic 
Interaction, q u o t e d  b y  M a t t h e w  B .  M i l e s  a n d  A .  M i c h a e l  H u b e r m a n n ,  ( 1 9 9 4 ) ,  

Qualitative Data Analysis, p . 4 1 .
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V a l i d i t y  a n d  r e l i a b i l i t y  b o t h  r e f e r  t o  t h e  t e c h n i c a l  a d e q u a c y  o f  t h e  m e t h o d s  u s e d  t o  

c a r r y  o u t  t h e  r e s e a r c h .  A s s e s s m e n t s  o f  v a l i d i t y  a n d  r e l i a b i l i t y  o f  a  m e a s u r e m e n t  

i n s t r u m e n t  h e l p  t o  d e t e r m i n e  t h e  a m o u n t  o f  f a i t h  p e o p l e  s h o u l d  p l a c e  i n  i t s  r e s u l t s .  

V a l i d i t y  a n d  r e l i a b i l i t y  r e f e r  t o  d i f f e r e n t  a s p e c t s  o f  a  m e a s u r e ' s  c r e d i b i l i t y .

4 . 7 . 1  V a l i d i t y :

J u d g e m e n t s  o f  v a l i d i t y  a n s w e r  t h e  q u e s t i o n :  " I s  t h e  i n s t r u m e n t  a p p r o p r i a t e  f o r  w h a t  

n e e d s  t o  b e  m e a s u r e d ? "  V a l i d i t y  i n d i c a t e s  h o w  w o r t h w h i l e  a  m e a s u r e  i s  l i k e l y  t o  b e  f o r  

t e l l i n g  t h e  r e s e a r c h e r  w h a t  h e / s h e  n e e d s  t o  k n o w .  L i t w i n  d e s c r i b e s  v a l i d i t y  a s  a  

d e t e r m i n a t i o n  o f  h o w  w e l l  a n  i n s t r u m e n t  m e a s u r e s  w h a t  i t  s e t s  o u t  t o  m e a s u r e - 5 3 7  a n d  

B e l l  m a i n t a i n s  t h a t  v a l i d i t y  " t e l l s  u s  w h e t h e r  a n  i t e m  m e a s u r e s  o r  d e s c r i b e s  w h a t  i t  i s  

s u p p o s e d  t o  m e a s u r e  o r  d e s c r i b e . " 3 3 8

V a l i d i t y  i n  t h e  Q u a l i t a t i v e  M o d e :

M o s t  v a l i d a t i o n  m e t h o d s  c a n  b e  g r o u p e d  u n d e r  t h r e e  h e a d i n g s :

-  C o n f i r m a t i o n  o r  d i s c o n f i r m a t i o n  o f  f i n d i n g s  t h r o u g h  c o n t a c t  w i t h  p a r t i c i p a n t s ,  

m u l t i p l e  r e s e a r c h  m e t h o d s ,  i n d e p e n d e n t  o b s e r v a t i o n s  o r  a d d i t i o n a l  s a m p l e s .

-  S t r a t e g i e s  w h i c h  i n v o l v e  d e l i b e r a t e  a t t e m p t s  t o  r u l e  o u t  s p e c i f i c  s o u r c e s  o f  i n v a l i d i t y ,

-  E f f o r t s  t o  e s t a b l i s h  r e s e a r c h  c o n d i t i o n s  u n d e r  w h i c h  i t  i s  m o s t  l i k e l y  t h a t  v a l i d  

i n f o r m a t i o n  w i l l  b e  c o l l e c t e d  s u c h  a s  e s t a b l i s h m e n t  o f  t r u s t  o r  s p e n d i n g  s u f f i c i e n t  t i m e  

a t  t h e  r e s e a r c h  s e t t i n g . 3 3 9

O f  t h e s e  t h r e e ,  c o n f i r m a t i o n  i s  t h e  m o s t  d i r e c t  s t r a t e g y  f o r  l e a r n i n g  a b o u t  t h e  v a l i d i t y  

o f  r e s e a r c h  a n d  i s  t h e  o n e  w h i c h  l e n d s  i t s e l f  m o s t  r e a d i l y  t o  a  s t u d y  o f  t h i s  t y p e  i n  t h e  

t i m e  a l l o w e d .  C o n f i r m a t i o n  c a n  b e  a c h i e v e d  i n  a  n u m b e r  o f  w a y s .  D o u g l a s  d e v e l o p e d

4.7 Validity and Reliability

3 3 7 M a r k  S .  L i t w i n ,  ( 1 9 9 5 ) ,  How to Measure Survey Reliability and Validity,  p . 3 3 .

3 3 8 J u d i t h  B e l l ,  ( 1 9 8 7 ) ,  Doing Your Research Project, p . 6 5 .

3 3 9 J u d i t h  A  D a w s o n ,  m i m e o g r a p h  f r o m  t h e  a u t h o r .
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a n  a p p r o a c h  w h i c h  h e  c a l l s  " i n v e s t i g a t i v e  s o c i a l  r e s e a r c h . " 3 4 0  I t  a s s u m e s  t h a t  c o n f l i c t  

p e r v a d e s  s o c i a l  l i f e  a n d  t h a t  p e o p l e  a r e  e v a s i v e  o r  d i s h o n e s t  w i t h  r e s e a r c h e r s .  O n e  o f  

t h e  m a j o r  r e s e a r c h  s t r a t e g i e s  o f  D o u g l a s '  a p p r o a c h  i s  " t e s t i n g  o u t "  w h i c h  c o n s i s t s  o f  

c o m p a r i n g  a  s u p p o s e d  f a c t  o r  a c c o u n t  w i t h  t h e  m o s t  r e l i a b l e  i d e a s  a n d  g e n e r a l l y  

p a t t e r n e d  f a c t s  t h e  r e s e a r c h e r  h a s  f r o m  p r i o r  e x p e r i e n c e  a n d  c o m p a r i n g  o n e ' s  o w n  

i d e a s  a n d  i n f e r e n c e s  w i t h  t h e  o b s e r v e d  f a c t s  i n  a  s e t t i n g . 3 4 1  F o r  t h i s  s t u d y ,  t h i s  t y p e  o f  

v a l i d i t y  c h e c k  w a s  p o s s i b l e  a s  t h e  r e s e a r c h e r  w a s  i n  a  p o s i t i o n  t o  m a k e  a n  a c c u r a t e  

c o m p a r i s o n  o f  r e s e a r c h  f i n d i n g s  a n d  p e r s o n a l  e x p e r i e n c e s .  I n  a d d i t i o n ,  a n o t h e r  m e t h o d  

o f  v a l i d i t y  w a s  e m p l o y e d .  T h i s  m e t h o d  i n v o l v e s  a s k i n g  p a r t i c i p a n t s  i n  t h e  s e t t i n g  t o  

r e a c t  t o  t h e  r e s e a r c h e r s '  p e r c e p t i o n s  a n d  i n t e r p r e t a t i o n s  o f  t h e  f i n d i n g s ,  c o n f i r m i n g  o r  

d i s c o n f i r m i n g  t h e m .  F o r  t h i s  p u r p o s e  c o l l e a g u e s  i n v o l v e d  a s  " j u d g e s "  i n  d e t e r m i n i n g  

t h e  v a l i d i t y  o f  t h e  r e s e a r c h  i n s t r u m e n t  w e r e  c o n s u l t e d  a g a i n  a s  t o  t h e  c o n f i r m a t i o n  o f  

f i n d i n g s .  T h i s  e n s u r e s  t h a t  c o n f i r m a t i o n  i s  n o t  c o n f i n e d  t o  t h e  o p i n i o n  o f  t h e  r e s e a r c h e r  

a n d  r e d u c e s  b i a s .  A p a r t  f r o m  t h e s e  m e t h o d s  o f  e n s u r i n g  v a l i d i t y ,  J e n n i f e r  M a s o n  a l s o  

s u g g e s t s  a d h e r e n c e  t o  " v a l i d i t y  o f  d a t a  g e n e r a t i o n  m e t h o d s . " 3 4 2  F o r  t h i s  r e a s o n ,  a  

d i s c u s s i o n  o f  t h e  v a l i d i t y  o f  t h e  m a i n  r e s e a r c h  i n s t r u m e n t  -  t h e  q u e s t i o n n a i r e  i s  

n e c e s s a r y .

V a l i d i t y  o f  t h e  R e s e a r c h  I n s t r u m e n t :

L i t w i n  l i s t s  t h e  t y p e s  o f  v a l i d i t y  a s  f a c e  v a l i d i t y ,  c o n t e n t  v a l i d i t y ,  c r i t e r i o n  v a l i d i t y  a n d  

c o n s t r u c t  v a l i d i t y .  F a c e  v a l i d i t y  i n v o l v e s  s h o w i n g  t h e  s u r v e y  t o  u n t r a i n e d  i n d i v i d u a l s .  

T h i s  i s  a  c a s u a l  m e a s u r e  a n d  i s  n o t  c o n s i d e r e d  a  t r u e  m e a s u r e  o f  v a l i d i t y  b y  m a n y  

r e s e a r c h e r s .  F o r  t h i s  r e a s o n  f a c e  v a l i d i t y  w a s  n o t  e m p l o y e d  i n  t h i s  s t u d y .  C r i t e r i o n  

v a l i d i t y  i s  a  m e a s u r e  o f  h o w  w e l l  a n  i n s t r u m e n t  s t a n d s  a g a i n s t  a n o t h e r  r e c o g n i s e d  

i n s t r u m e n t  o r  p r e d i c t o r  w h i c h  m e a s u r e s  t h e  s a m e  t h i n g .  A s  t h e  i n s t r u m e n t  u s e d  i n  t l i i s

3 4 0 J a c k  D .  D o u g l a s ,  ( 1 9 7 6 ) ,  Investigative Social Research: Individual and Team 
Field Research,  q u o t e d  b y  J u d i t h  A  D a w s o n .

3 4 1 I b i d .

3 4 2 J e n n i f e r  M a s o n ,  ( 1 9 9 6 ) ,  Qualitative Researching, p .  1 4 7 .
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s t u d y  w a s  d e v e l o p e d  s p e c i f i c a l l y  f o r  t h i s  s t u d y  a n d  c o n t a i n e d  h i g h l y  s p e c i f i c  q u e s t i o n s ,  

i t  w a s  f e l t  t h a t  c r i t e r i o n  v a l i d i t y  c o u l d  n o t  b e  u s e d  a s  t h e r e  w a s  n o  " g o l d  s t a n d a r d "  

i n s t r u m e n t  a g a i n s t  w h i c h  t o  a s s e s s  t h e  s u r v e y  i n s t r u m e n t .  C o n s t r u c t  v a l i d i t y  w a s  n o t  

u s e d  p r i m a r i l y  b e c a u s e  i t  i n v o l v e s  m e a s u r e s  o f  h o w  w e l l  t h e  i n s t r u m e n t  p e r f o r m s  i n  a  

m u l t i t u d e  o f  s e t t i n g s  a n d  p o p u l a t i o n s  o v e r  a  n u m b e r  o f  y e a r s .  T i m e  c o n s t r a i n t s  m a k e  

t h e  u s e  o f  t h i s  t y p e  o f  v a l i d i t y  m e a s u r e  i m p o s s i b l e .  C o n t e n t  v a l i d i t y  a p p e a r e d  t o  b e  t h e  

m o s t  s u i t a b l e  m e a s u r e  o f  v a l i d i t y  f o r  t h i s  s t u d y .  C o n t e n t  v a l i d i t y  i s  a  " s u b j e c t i v e  

m e a s u r e  o f  h o w  a p p r o p r i a t e  t h e  i t e m s  s e e m  t o  a  s e t  o f  r e v i e w e r s  w h o  h a v e  s o m e  

k n o w l e d g e  o f  t h e  s u b j e c t  m a t t e r . " 3 4 3  I t  i n v o l v e s  a n  o r g a n i s e d  r e v i e w  o f  t h e  s u r v e y  

c o n t e n t s .  I t  i s  n o t  q u a l i f i e d  w i t h  s t a t i s t i c s  b u t  i s  p r e s e n t e d  a s  a n  o v e r a l l  o p i n i o n  o f  a  

g r o u p  o f  t r a i n e d  j u d g e s .  L i t w i n  s u g g e s t s  t h a t  " i t  p r o v i d e s  a  g o o d  f o u n d a t i o n  o n  w h i c h  

t o  b u i l d  a  m e t h o d o l o g i c a l l y  r i g o r o u s  a s s e s s m e n t  o f  a  s u r v e y  i n s t r u m e n t ' s  v a l i d i t y .  " 3 4 4  

I n  t h i s  s t u d y  t h e  s u r v e y  w a s  r e v i e w e d  b y  a  n u m b e r  o f  p e o p l e  r e g a r d e d  a s  " t r a i n e d  

j u d g e s "  p r i o r  t o  t h e  p i l o t  s t u d y .  T h o s e  c o n s u l t e d  i n c l u d e d  o n e  p r i n c i p a l ,  o n e  T r a n s i t i o n  

Y e a r  c o - o r d i n a t o r  a n d  f o u r  T r a n s i t i o n  Y e a r  t e a c h e r s ,  t w o  o f  w h o m  h a d  p r e v i o u s l y  

c a r r i e d  o u t  p r i m a r y  r e s e a r c h  i n  o t h e r  f i e l d s .  A f t e r  m i n o r  a d j u s t m e n t s  a n d  i n c l u s i o n s ,  

t h e  i n s t r u m e n t  w a s  d e e m e d  s u i t a b l e  f o r  i t s  i n t e n d e d  p u r p o s e .

4 . 7 . 2  R e l i a b i l i t y :

C o n v e n t i o n a l  m e a s u r e s  o f  r e l i a b i l i t y  a r e  m o r e  c o m f o r t a b l y  a s s o c i a t e d  w i t h  p u r e l y  

q u a n t i t a t i v e  r e s e a r c h ,  w h e r e  s t a n d a r d i s e d  r e s e a r c h  i n s t r u m e n t s  a r e  u s e d ,  t h a n  t h e y  a r e  

w i t h  q u a l i t a t i v e  r e s e a r c h .  R e l i a b i l i t y  i s  c o n c e p t u a l i s e d  i n  t e r m s  o f  h o w  r e l i a b l e ,  

a c c u r a t e  a n d  p r e c i s e  t h e  r e s e a r c h  t o o l s  o r  i n s t r u m e n t s  a r e .  T h i s  i s  p r e m i s e d  o n  t h e  

a s s u m p t i o n  t h a t  m e t h o d s  o f  d a t a  g e n e r a t i o n  c a n  b e  c o n c e p t u a l i s e d  a s  t o o l s  a n d  c a n  b e  

s t a n d a r d i s e d ,  n e u t r a l  a n d  n o n - b i a s e d .  T h i s  i s  u s u a l l y  a  p r o b l e m  w i t h  w h i c h  q u a l i t a t i v e  

r e s e a r c h e r s  w o u l d  t a k e  i s s u e ,  g i v e n  t h e  n o n - s t a n d a r d i s a t i o n  o f  m a n y  m e t h o d s  f o r

3 4 3 M a r k  S .  L i t w i n ,  ( 1 9 9 5 ) ,  How to Measure Survey Reliability and Validity, p . 3 5 .

3 4 4 I b i d .
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g e n e r a t i n g  q u a l i t a t i v e  d a t a . 3 4 5  I n  t h i s  s t u d y ,  i n f o r m a t i o n  w a s  c o l l e c t e d  b y  m e a n s  o f  a  

s t a n d a r d i s e d  q u e s t i o n n a i r e ,  l e n d i n g  i t  t h e  r e l i a b i l i t y  a s s o c i a t e d  w i t h  t h e  p a r t i c u l a r  

q u e s t i o n n a i r e  a s  a  r e s e a r c h  i n s t r u m e n t .  T h i s  t y p e  o f  r e l i a b i l i t y  i s  d i s c u s s e d  h e r e .  

J u d g e m e n t s  o f  r e l i a b i l i t y  a n s w e r  t h e  q u e s t i o n :  " D o e s  t h e  i n s t r u m e n t  y i e l d  c o n s i s t e n t  

r e s u l t s ? "  R e l i a b i l i t y  i s  u s u a l l y  c o n c e r n e d  w i t h  t h e  l e v e l  o f  i n t e r n a l  c o n s i s t e n c y  o f  t h e  

m e a s u r e ,  o r  i t s  s t a b i l i t y  o v e r  t i m e .  B e l l  d e s c r i b e s  v a l i d i t y  a s  " t h e  e x t e n t  t o  w h i c h  a  t e s t  

o r  p r o c e d u r e  p r o d u c e s  s i m i l a r  r e s u l t s  u n d e r  c o n s t a n t  c o n d i t i o n s  o n  a l l  o c c a s i o n s . " 3 4 6  

L i t w i n  d e s c r i b e s  t h r e e  m e t h o d s  o f  a s s e s s i n g  r e l i a b i l i t y :  t e s t - r e t e s t ,  a l t e m a t e - f o r m  a n d  

i n t e r n a l  c o n s i s t e n c y .  T e s t - r e t e s t  r e l i a b i l i t y  i s  m e a s u r e d  b y  h a v i n g  t h e  s a m e  s e t  o f  

r e s p o n d e n t s  c o m p l e t e  t h e  s a m e  s u r v e y  a t  t w o  d i f f e r e n t  p o i n t s  i n  t i m e .  T h i s  t y p e  o f  

r e l i a b i l i t y  m e a s u r e  w a s  n o t  s u i t a b l e  f o r  t h i s  s t u d y  d u e  t o  t h e  l o g i s t i c s  i n v o l v e d  i n  

h a v i n g  o v e r  o n e  h u n d r e d  a n o n y m o u s  r e s p o n d e n t s  c o m p l e t e  t h e  s a m e  s u r v e y  t w i c e  i n  

t h e  s h o r t  s p a c e  o f  t i m e  a v a i l a b l e .  T h e  m e a s u r e  o f  i n t e r n a l  c o n s i s t e n c y  i s  a p p l i e d  t o  

g r o u p s  o f  i t e m s  t h a t  a r e  t h o u g h t  t o  m e a s u r e  d i f f e r e n t  a s p e c t s  o f  t h e  s a m e  c o n c e p t .  

A l t e m a t e - f o r m  r e l i a b i l i t y  c a n  i n v o l v e  e i t h e r  u s i n g  d i f f e r e n t l y  w o r d e d  i t e m s  t o  m e a s u r e  

t h e  s a m e  a t t r i b u t e  o r  u s i n g  e q u i v a l e n t  v e r s i o n s  o f  t h e  s a m e  i t e m s  i n  t h e  s e n s e  t h a t  

p a r a l l e l  f o r m s  o f  a  t e s t  a r e  g i v e n  a n d  t h e i r  s c o r e s  c o r r e l a t e d .  M o s t  m e a s u r e s  o f  v a l i d i t y  

r e q u i r e  c o m p u t a t i o n  o f  a  c o r r e l a t i o n  c o e f f i c i e n t  b e t w e e n  t w o  s e t s  o f  s i m i l a r  

m e a s u r e m e n t s .  T h i s  c o m p u t a t i o n  i s ,  i n  i t s e l f ,  n o t  d i f f i c u l t  a n d  c a n  b e  c a r r i e d  o u t  b y  a l l  

c o m p u t e r  s t a t i s t i c s  p a c k a g e s .  T h e  d i f f i c u l t y  i s  i n  o b t a i n i n g  t w o  s e t s  o f  m e a s u r e m e n t s .

I n  t h i s  s t u d y ,  a l t e m a t e - f o r m  r e l i a b i l i t y  w a s  e m p l o y e d  i n  t h a t  a  n u m b e r  o f  i d e n t i c a l  

q u e s t i o n s  w e r e  i n c l u d e d  i n  b o t h  t h e  p r i n c i p a l  a n d  c o - o r d i n a t o r  q u e s t i o n n a i r e s  a n d  i n  

t h e  c o - o r d i n a t o r  a n d  t e a c h e r  q u e s t i o n n a i r e s .  W h i l e  q u e s t i o n s  i n v o l v i n g  t h e  o p i n i o n s  o f  

r e s p o n d e n t s  d o  n o t  l e n d  t h e m s e l v e s  t o  t h i s  t y p e  o f  r e l i a b i l i t y  c h e c k ,  t h e  a n s w e r s  t o  

o t h e r  f a c t u a l  q u e s t i o n s  s u c h  a s  t h o s e  r e g a r d i n g  t h e  o r g a n i s a t i o n  o f  t h e  T r a n s i t i o n  Y e a r  

P r o g r a m m e  i n  t h e  s c h o o l  w e r e  s t u d i e d  a n d  t h e  a n s w e r s  c o m p a r e d .  T h e  a n s w e r s

3 4 5 J e n n i f e r  M a s o n ,  ( 1 9 9 6 ) ,  Qualitative Researching ,  p .  1 4 6 .

3 4 6 J u d i t h  B e l l ,  ( 1 9 8 7 ) ,  Doing Your Research Project,  p . 6 4 .
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s h o w e d  c o n s i s t e n c y ,  s u g g e s t i n g  t h a t  t h e  q u e s t i o n n a i r e s  w e r e  r e l i a b l e  i n  r e g a r d  t o  t h e s e  

q u e s t i o n s .  A  t y p e  o f  i n t e r n a l  c o n s i s t e n c y  w a s  a l s o  b u i l t  i n t o  t h e  q u e s t i o n n a i r e  i n  t h a t  

i t e m s  w e r e  i n c l u d e d  w h i c h  e s s e n t i a l l y  a s k e d  t h e  s a m e  q u e s t i o n .  A n  e x a m p l e  o f  t h i s  i s  

t h e  i n c l u s i o n  o f  a  q u e s t i o n  r e g a r d i n g  t h e  i m p o r t a n c e  o f  t y p e s  o f  s u p p o r t  f r o m  t h e  

D e p a r t m e n t  o f  E d u c a t i o n  i n  t w o  p a r t s  o f  t h e  q u e s t i o n n a i r e .  A g a i n ,  i n i t i a l  

q u e s t i o n n a i r e s  s h o w e d  c o n s i s t e n c i e s  i n  t h e  a n s w e r s  t o  b o t h  q u e s t i o n s .

W h i l e  r e l i a b i l i t y  r e f e r s  t o  c o n s i s t e n c y ,  c o n s i s t e n c y  d o e s  n o t  g u a r a n t e e  t r u t h f u l n e s s .  F o r  

t h i s  r e a s o n  a t t e n t i o n  t o  b o t h  r e l i a b i l i t y  a n d  v a l i d i t y  i s  n e c e s s a r y  i n  o r d e r  t o  p r o d u c e  a n  

a d e q u a t e  r e s e a r c h  i n s t r u m e n t .

4.8 The Pilot Study

M i c h a e l  W i l s o n  d e s c r i b e s  a  p i l o t  i n v e s t i g a t i o n  a s  " a  s m a l l  s c a l e  t r i a l  b e f o r e  t h e  m a i n  

i n v e s t i g a t i o n ,  i n t e n d e d  t o  a s s e s s  t h e  a d e q u a c y  o f  t h e  r e s e a r c h  d e s i g n  a n d  o f  t h e  

i n s t r u m e n t s  t o  b e  u s e d  f o r  d a t a  c o l l e c t i o n . " 3 4 7  P r e t e s t i n g  o r  p i l o t i n g  q u e s t i o n n a i r e s  i s  

e s s e n t i a l  f o r  s e v e r a l  r e a s o n s .  B o r g  a n d  G a l l  m a i n t a i n  t h a t  i n  a d d i t i o n  t o  s e r v i n g  a l l  t h e  

p u r p o s e s  o f  t h e  u s u a l  t r y  o u t  s u c h  a s  i m p r o v i n g  d a t a  c o l l e c t i o n  r o u t i n e s ,  t i y i n g  s c o r i n g  

t e c h n i q u e s ,  r e v i s i n g  l o c a l l y  d e v e l o p e d  m e a s u r e s  a n d  c h e c k i n g  t h e  a p p r o p r i a t e n e s s  o f  

s t a n d a r d  m e a s u r e s ,  t h e  p i l o t  s t u d y  a l s o  p r o v i d e s  a d d i t i o n a l  k n o w l e d g e  t h a t  l e a d s  t o  

i m p r o v e d  r e s e a r c h . 3 4 8

P i l o t i n g  a l l o w s  t h e  r e s e a r c h e r  t o  e x p l o r e  a  n u m b e r  o f  a r e a s :

-  D o  t h e  r e s p o n d e n t s  u n d e r s t a n d  t h e  q u e s t i o n  a s  i n i t i a l l y  p h r a s e d ?  H a s  a p p r o p r i a t e  

l a n g u a g e  b e e n  u s e d ?

3 4 7 M i c h a e l  W i l s o n ,  ( 1 9 9 6 ) ,  " A s k i n g  Q u e s t i o n s " ,  i n  R o g e r  S a p s f o r d  a n d  V i c t o r  J u p p ,  

( E d s . ) ,  ( 1 9 9 6 ) ,  Data Collection and Analysis, p . 1 0 3 .

3 4 8 W a l t e r  R .  B o r g  a n d  M e r e d i t h  D .  G a l l ,  ( 1 9 8 3 ) ,  Educational Research: An 
Introduction, 4th ed., p. 1 0 0 ,
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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.

349Ibid., p.237.
350Ibid., 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

351Matthew 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.



182

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 o f 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 11 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 College 2(33.3%)

Community School 3 (50%)

The breakdown o f 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 o f the national situation as 

the comparison o f school types is not relevant to this study and no generalisations are 

made regarding the results. Table 5.3 shows the breakdown o f  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 o f  Education, (1996), Implementing the Agenda for Change, p.47, 
data refer to the school year 1994/95.
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School Types, National Breakdown

Secondary Sch. 452 (58.3%)

Community School 76 (9.8%)

VEC/Com.Col. 247(31.9%)

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 o f 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 o f their students. This in turn affects the success o f  the 

implementation o f 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 o f 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. L.C.V.P. C.S.P.E. J.C.E.P. S.P.D.

A N/A* N/A* X O X
B X O 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 o o

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

If experience in implementing new programmes positively affects the successful 

implementation o f innovation in the schools, it would be expected that staff in schools 

C and D would have a more positive attitude to change and be more experienced in 

implementing new programmes, thus affecting their views o f innovation. The attitudes 

and perceptions o f teachers in schools C and D will be compared with those o f  

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 o f teachers in 

both settings to see if there are any differences. This possibility is investigated 

subsequent to a preliminary analysis o f findings.

5.4 Respondent Profiles

As this study involves the perceptions o f Transition Year teachers, this profile gives 

details o f 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 o f 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:

Of the 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 5.5 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%)

30-45 yrs (35,50%)

21-29 yrs (25,39.7% )

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

bracket are compared with the responses o f 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 o f 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 o f 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 o f these two sets o f 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 Fighting for in your 
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 o f  

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 o f teachers divided by teaching experience would duplicate the 

results o f the study of teachers divided by age range. It was felt that a study of 

teachers divided by experience o f teaching the Transition Year Programme in addition 

to the study o f 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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Experience Teaching Transition Year

over 3 years (7,10%)

Figure 5(f)

2 years (24, 34.3%)

Seventy percent o f  teachers surveyed had two or more years experience o f teaching 

the Transition Year programme. A survey o f seventy teachers in their first year o f  

teaching the programme may have yielded different results.

The question of the effect o f  experience in teaching the Transition Year Programme is 

included in the study of career stage effects. The responses o f 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 o f being a 

Transition Year co-ordinator. One o f  these three had taken up the post mid term but 

this person had been fulfilling the duties o f 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 

D epartm ent o f  E duca tion  G uidelines 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 N otes fo r  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 2.1

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 o f the respondents. If 

summated rating is applied to the figures, the Guidelines achieve an overall rating o f
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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 = Very Poor 

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 o f 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.

Of the 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.



199

Department of Education Resource Folder 

Rated as a Resource while Planning a Transition Year Programme

Table 5.9

No. of Respondents % of Respondents
Very Good 8 23.5

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 o f 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 o f 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 Folder as a resource for planning and

implementing a programme are given in table (iii) in appendix 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 Folder as 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

Ratings
% (number) 
of Teachers

% (number) 
of Co-ordinators

% (number) 
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 2.1 (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

Rating
% (Number) 
of Teachers

% (Number) 
of Co-ordinators

% (Number) 
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 2.9 (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 o f 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 of the 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 14
Teaching methodology 9
Resources 6
Assessment of progress 4
Programme evaluation 4
Timetabling 4
Specific subject areas 3
Cross-curricular approaches 3
Project oriented studies 3

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

tA vj °

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

Mean
Rating

Rationale and Philosophy of TY 1 8 7 2 0
Max=90

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 3.11
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 o f 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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I n s e r v i c e  T r a i n i n g  f o r  C o - o r d i n a t o r s

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.

I n s e r v i c e  T r a i n i n g  f o r  P r i n c i p a l s

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 S taff 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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Comparison of Importance of Inservice Topics and Actual Provision of Inservice 

Training in those Topics - Rated by Principals

Table 5.14

Importance Rating 
Mean Values

Actual Provision 
Mean Values

Inservice Topic
Introducing the programme to staff 4.83 3.5
Timetabling requirements 4.67 2
Resources for the programme 4.67 3
Funding/budgeting 4.67 2
Curriculum Development 4.5 2.5
Introducing TY to Parents 4.33 2.5
Rationale and Philosophy of TY 4.17 4
Implementing change in the school 4.17 2.5
Co-ordination of TY Programme 4.17 2.5
Curricular Content 3.83 3.5
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 o f 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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Comparison of Importance of Inservice Topics and Actual Provision of Inservice 

Training in those Topics - Rated by Principals

Figure 5(i)
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Actual Vs Importance
Inservice Training

D E F G 
Inservice Topic

Importance Rating ■ Actual Rating

A = Introducing the Programme to Staff 
B = Timetabling Requirements 
C = Resources for the Programme 
D = Funding/Budgeting 
E = Curriculum Development 
F = Introducing the Programme to Parents

G = Rationale and Philosophy 
H = Implementing Change 
I = Co-ordinating Programme 
J = Curricular Content 
K = Organising Student Groups

5.5.3 Department of Education Support for the Programme:

R e s p o n d e n t s  w e r e  a s k e d  t o  r a t e  D e p a r t m e n t  o f  E d u c a t i o n  s u p p o r t  f o r  t h e  p r o g r a m m e  

u n d e r  f i v e  h e a d i n g s :  " T e a c h i n g  M a t e r i a l s " ,  " E x t r a  T e a c h e r s " ,  " E x t r a  T i m e  f o r  P l a n n i n g  

a n d  M e e t i n g s " ,  " C u r r i c u l u m  D e v e l o p m e n t  A s s i s t a n c e "  a n d  " F u n d i n g " .  A g a i n  t h e  

f a c t o r s  w e r e  r a t e d  o n  a  f i v e  p o i n t  s c a l e .  E x t e r n a l  s u p p o r t  f o r  n e w  p r o g r a m m e s  i s  

r e c o g n i s e d  b y  t h e  l i t e r a t u r e  o n  c h a n g e  a s  a n  i m p o r t a n t  f a c t o r  i n  i m p l e m e n t a t i o n .  T h e  

t y p e s  o f  s u p p o r t  s u g g e s t e d  i n c l u d e  t h o s e  s u g g e s t e d  b y  t h e  l i t e r a t u r e  w r i t t e n  o n  t h e
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i m p l e m e n t a t i o n  o f  T r a n s i t i o n  Y e a r  p r o g r a m m e s  i n  t h e  1 9 7 0 s  a n d  1 9 8 0 s  a n d  b y  o t h e r  

r e s e a r c h  o n  c h a n g i n g  t h e  c u r r i c u l u m .

U s i n g  s u m m a t i v e  r a t i n g ,  t h e  m a x i m u m  p o i n t s  a n y  a r e a  c o u l d  a c h i e v e  i s  3 5 0 ,  a s  t h e r e  

w e r e  s e v e n t y  r e s p o n d e n t s .  M e a n  r a t i n g s  a r e  a l s o  s h o w n  t o  a l l o w  c o m p a r i s o n .  T a b l e  

5 . 1 5  s h o w s  t h e  r e s u l t s  f o r  e a c h  t y p e  o f  s u p p o r t .

Table 5.15

Types of Department of Education Support - Rated by Teachers

Type of Support V. Good Good Fair Poor V. Poor
Total

Rating
Mean
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

" F u n d i n g "  i s  t h e  r e s o u r c e  r a t e d  m o s t  h i g h l y  b y  t e a c h e r s  w h i l e  " E x t r a  P l a n n i n g  T i m e "  i s  

a l l o t t e d  t h e  l o w e s t  r a t i n g  s u g g e s t i n g  t h a t  w h i l e  r e l a t i v e l y  s a t i s f i e d  w i t h  t h e  f u n d i n g  

p r o v i d e d ,  r e s p o n d e n t s  f e l t  t h a t  p r o v i s i o n  o f  s u p p o r t  i n  t h e  f o r m  o f  e x t r a  t i m e  f o r  

p l a n n i n g  h a s  b e e n  i n a d e q u a t e .  T h e r e  i s  a  s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e r e n c e  b e t w e e n  t h e  

m e a n  r a t i n g s  f o r  " F u n d i n g "  a n d  " E x t r a  P l a n n i n g  T i m e "  a n d  b e t w e e n  t h e  r a t i n g s  f o r  

" F u n d i n g "  a n d  " E x t r a  T e a c h e r s "  b u t  n o  s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e r e n c e s  a m o n g  t h e  

r a t i n g s  o f  t h e  t o p  t h r e e  t y p e s  o f  s u p p o r t .  T h i s  s u g g e s t s  t h a t  p r o v i s i o n  o f  t h e  t h r e e  

t y p e s  o f  s u p p o r t  r a t e d  m o s t l y  h i g h l y  -  " F u n d i n g " ,  " T e a c h i n g  M a t e r i a l s "  a n d  

" C u r r i c u l u m  A s s i s t a n c e "  w a s  s i g n i f i c a n t l y  b e t t e r  t h a n  t h e  p r o v i s i o n  o f  " E x t r a  

T e a c h e r s "  o r  " E x t r a  P l a n n i n g  T i m e " .  A t  f i r s t  g l a n c e  t h e  s e e m i n g l y  h i g h  r a t i n g  f o r  

" T e a c h i n g  M a t e r i a l s "  s e e m s  i n  c o n t r a d i c t i o n  t o  t h e  r e q u e s t s  f o r  t e a c h i n g  m a t e r i a l s  

r e c o r d e d  i n  t h e  r e s p o n s e s  t o  q u e s t i o n s  o n  e x t r a  r e s o u r c e s  a n d  h e l p  n e e d e d  t o  

i m p l e m e n t  t h e  p r o g r a m m e  w h i c h  s h o w  h i g h  n u m b e r s  o f  t e a c h e r s  r e q u i r i n g  t e a c h i n g  

m a t e r i a l s .  T h i s  c o n t r a d i c t i o n  i s  e x p l a i n e d  i f  o n e  l o o k s  a t  s u m m e d  r a t i n g s  a n d  t h e  m e a n  

r a t i n g s  f o r  e a c h  t y p e  o f  s u p p o r t .  A l l  f i v e  t y p e s  o f  s u p p o r t  a r e  a l l o t t e d  m e a n  r a t i n g s  o f
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b e l o w  t h r e e  o n  a  f i v e  p o i n t  s c a l e ,  w i t h  " T e a c h i n g  M a t e r i a l s "  a c h i e v i n g  a  r a t i n g  o f  o n l y  

2 . 2 9 .  T h i s  l o w  r a t i n g  i s  s u p p o r t e d  b y  r e s p o n s e s  t o  t h e  o p e n  e n d e d  q u e s t i o n s  r e g a r d i n g  

t h e  e x t r a  r e s o u r c e s  n e e d e d  t o  i m p l e m e n t  t h e  p r o g r a m m e  s u c c e s s f u l l y .  T h e  l a c k  o f  

t e a c h i n g  m a t e r i a l s  w a s  a l s o  c i t e d  i n  t h e  a d d i t i o n a l  c o m m e n t s  s e c t i o n  a s  a  f a c t o r  

a f f e c t i n g  i m p l e m e n t a t i o n  a n d  w a s  d e e m e d  t h e  m o s t  i m p o r t a n t  f o r m  o f  e x t e r n a l  s u p p o r t  

a s  s h o w n  b e l o w .

S u m m a t i o n  o f  r a t i n g s  i s  p a r t i c u l a r l y  u s e f u l  f o r  a n a l y s i n g  q u e s t i o n s  w h i c h  a r e  a s k e d  i n  

t h e  f o r m  o f  a  s e m a n t i c  d i f f e r e n t i a l  s c a l e  w i t h  a d j e c t i v e s  a t  e i t h e r  e n d  o f  a  c o n t i n u u m  a s  

b e l o w .  T h i s  i s  b e c a u s e ,  w h i l e  a  r a t i n g  o f  f i v e  d e n o t e s  h i g h  l e v e l  o f  i m p o r t a n c e ,  a  r a t i n g  

o f  f o u r  w o u l d  a l s o  b e  q u i t e  s i g n i f i c a n t  o n  a n  i m p o r t a n c e  s c a l e .  S u m m a t i o n  a l l o w s  t h e  

r e s e a r c h e r  t o  t a k e  i n t o  a c c o u n t  t h e  n u m b e r  o f  t i m e s  e a c h  r a t e  i s  a p p l i e d  a n d  t o  g a i n ,  i n  

a d d i t i o n ,  a  s u m m a t e d  t o t a l .  M e a n  v a l u e s  a r e  c o m m o n l y  u s e d  i n  t h e  p r e s e n t a t i o n  a n d  

a n a l y s i s  o f  s t a t i s t i c s  a n d  u s i n g  m e a n  v a l u e s  a l l o w s  c o m p a r i s o n  w h e r e  d i f f e r e n t  n u m b e r s  

o f  r e s p o n d e n t s  a r e  c o n c e r n e d .

W h e n  r e s p o n d e n t s  w e r e  a l s o  a s k e d  t o  r a t e  t h e  i m p o r t a n c e  o f  t h e s e  t y p e s  o f  s u p p o r t  i n  

t h e  i m p l e m e n t a t i o n  o f  a  n e w  p r o g r a m m e ,  t h e  f o l l o w i n g  w e r e  t h e  r e s u l t s .

Table 5.16

Importance of Different Types of Department of Education 

Support - Rated by Teachers

Type of Support Unimportant..... ........Important
Total
Rating

Mean
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 4.43
Extra Planning Time 0 2 8 26 34 302 4.31
Extra Teachers 1 3 15 25 26 282 4.03

C o m p a r i n g  t h e  r a t i n g s  f o r  a c t u a l  D e p a r t m e n t  o f  E d u c a t i o n  s u p p o r t  w i t h  t h o s e  w h i c h  

s h o w  t h e  i m p o r t a n c e  o f  t h e s e  t y p e s  o f  s u p p o r t  s u g g e s t s  t h a t  t h e  t w o  m o s t  i m p o r t a n t  

t y p e s  o f  s u p p o r t  a r e  " T e a c h i n g  M a t e r i a l s "  a n d  " F u n d i n g "  a n d  t h o s e  f o r  w h i c h  a c t u a l  

s u p p o r t  w a s  h i g h e s t  a r e  " F u n d i n g "  a n d  " T e a c h i n g  M a t e r i a l s " .  D e s p i t e  t h i s  a p p a r e n t
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c o r r e l a t i o n ,  t h e  d i f f e r e n c e  i n  t h e  l e v e l  o f  i m p o r t a n c e  o f  t h e s e  f a c t o r s  a n d  t h e  a c t u a l  

p r o v i s i o n  o f  t h e m  i s  q u i t e  m a r k e d .

T a b l e  5 . 1 7  s h o w s  a  c o m p a r i s o n  o f  t h e  i m p o r t a n c e  o f  t h e  d i f f e r e n t  t y p e s  o f  D e p a r t m e n t  

o f  E d u c a t i o n  s u p p o r t  a n d  t h e  a c t u a l  p r o v i s i o n  o f  D e p a r t m e n t  o f  E d u c a t i o n  s u p p o r t  i n  

t h e s e  a r e a s .  I t e m s  h a v e  b e e n  a r r a n g e d  i n  o r d e r  o f  d e s c e n d i n g  i m p o r t a n c e .

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 4.31
Extra Teachers 2 4.03

T h e  l a r g e s t  d i f f e r e n c e  i n  r a t i n g s  o c c u r s  f o r  t h e  f a c t o r  " E x t r a  P l a n n i n g  T i m e "  w h i c h  

w a s  a l l o c a t e d  a n  a v e r a g e  r a t i n g  o f  1 . 5 7  o n  t h e  a c t u a l  p r o v i s i o n  s c a l e  a n d  a  r a t i n g  o f  

4 . 3 1  o n  t h e  i m p o r t a n c e  s c a l e .  T h e  s m a l l e s t  d i s c r e p a n c y  i s  f o r  " F u n d i n g "  w h i c h  w a s  

a l l o c a t e d  a  m e a n  s c o r e  o f  2 . 3 9  o n  t h e  a c t u a l  p r o v i s i o n  s c a l e  a n d  a  r a t i n g  o f  4 . 5 6  o n  t h e  

i m p o r t a n c e  s c a l e ,  b u t  t h i s  d i s c r e p a n c y  i s  s t i l l  n o t a b l e  l a r g e .

F o r  a l l  f i v e  t y p e s  o f  s u p p o r t  t h e r e  a r e  s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e r e n c e s  b e t w e e n  t h e  

m e a n s .  T h e s e  f i n d i n g s  s u g g e s t  t h a t  t h e  g a p  b e t w e e n  t h e  i m p o r t a n c e  o f  t h e s e  t y p e s  o f  

s u p p o r t  a s  r a t e d  b y  t e a c h e r s  a n d  t h e  a c t u a l  p r o v i s i o n  o f  t h e  d i f f e r e n t  t y p e s  o f  s u p p o r t  

i s  s i g n i f i c a n t .  T h e  p r a c t i c a l  s i g n i f i c a n c e  o f  t h i s  g a p  i s  r e v e a l e d  i n  t h e  r e s p o n s e s  t o  o t h e r  

q u e s t i o n s  a n s w e r e d  b y  r e s p o n d e n t s .  A s  s h o w n  i n  r e s p o n s e s  t o  t h e  q u e s t i o n s  o n  

i n s e r v i c e  a n d  e x t r a  h e l p  a n d  r e s o u r c e s  r e q u i r e d ,  t e a c h i n g  m a t e r i a l s  f e a t u r e s  

p r o m i n e n t l y  a s  d o  r e q u e s t s  f o r  e x t r a  p l a n n i n g  t i m e  w h i c h  a l s o  f e a t u r e d  i n  t h e  r e s p o n s e s  

o f  p r i n c i p a l s  a n d  c o - o r d i n a t o r s  w h e n  a s k e d  a b o u t  t h e  d i f f i c u l t i e s  e n c o u n t e r e d  i n  

i m p l e m e n t a t i o n .
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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

Figure 5 (j)
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A = Teaching materials C = Curriculum Assistance E = Extra Teachers 

B = Funding D = Extra Planning Time _____

T h e r e  a r e  n o  s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e r e n c e s  b e t w e e n  t h e  i m p o r t a n c e  r a t i n g s  

t h e m s e l v e s  s u g g e s t i n g  t h a t  n o n e  o f  t h e  t y p e s  o f  s u p p o r t  i s  r a t e d  s i g n i f i c a n t l y  m o r e  

i m p o r t a n t  t h a n  a n y  o f  t h e  o t h e r s ,  b u t  t h e  p r o v i s i o n  o f  t e a c h i n g  m a t e r i a l s  a n d  f u n d i n g  

b o t h  a c h i e v e  m a r g i n a l l y  h i g h e r  m e a n  r a t i n g s  o n  t h e  i m p o r t a n c e  s c a l e  t h a n  t h e  o t h e r  

f o r m s  o f  s u p p o r t .

A g a i n ,  t h e  i m p o r t a n c e  o f  e x t e r n a l  s u p p o r t  t o  t h e  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e  

i n t e r n a l l y  h a s  a n  i m p a c t  o n  t h e  p e r c e p t i o n s  o f  c o - o r d i n a t o r s  a n d  p r i n c i p a l s ,  i n  t u r n  

i n f l u e n c i n g  t h e i r  a p p r o a c h  t o  i m p l e m e n t i n g  t h e  p r o g r a m m e  a t  s c h o o l  l e v e l .  F o r  t h i s  

r e a s o n ,  d e t a i l s  o f  c o - o r d i n a t o r s '  a n d  p r i n c i p a l s '  p e r c e p t i o n s  o f  D e p a r t m e n t  o f  

E d u c a t i o n  s u p p o r t  a r e  i n c l u d e d  h e r e .
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C o - o r d i n a t o r s  w e r e  a l s o  a s k e d  t o  r a t e  t h e  a c t u a l  p r o v i s i o n  D e p a r t m e n t  o f  E d u c a t i o n  

s u p p o r t  a n d  t h e  i m p o r t a n c e  o f  D e p a r t m e n t  o f  E d u c a t i o n  s u p p o r t  u n d e r  t h e  s a m e  

h e a d i n g s .  D e t a i l e d  r e s u l t s  a r e  g i v e n  i n  t a b l e s  ( v i i i )  a n d  ( i x )  i n  a p p e n d i x  s i x .

" C u r r i c u l u m  A s s i s t a n c e "  i s  t h e  t y p e  o f  s u p p o r t  r a t e d  m o s t  h i g h l y  o n  t h e  a c t u a l  

p r o v i s i o n  s c a l e  f o l l o w e d  b y  " T e a c h i n g  M a t e r i a l s "  b u t  b o t h  o f  t h e s e  r a t i n g s  a r e  

r e l a t i v e l y  l o w  w i t h  m e a n  v a l u e s  o f  3 . 4  a n d  3 . 2  r e s p e c t i v e l y .  " E x t r a  P l a n n i n g  T i m e "  

r e c e i v e d  t h e  l o w e s t  r a t i n g  a c h i e v i n g  o n l y  e i g h t  o u t  o f  a  p o s s i b l e  t w e n t y - f i v e  p o i n t s ,  a  

m e a n  r a t i n g  o f  1 . 6  o n  a  f i v e  p o i n t  s c a l e .

O n  t h e  i m p o r t a n c e  s c a l e ,  t h e  f a c t o r s  r a t e d  a s  m o s t  i m p o r t a n t  a r e  " C u r r i c u l u m  

A s s i s t a n c e "  a n d  " F u n d i n g "  f o l l o w e d  b y  " E x t r a  P l a n n i n g  T i m e " .  T h e s e  r e s u l t s  s u g g e s t  

t h a t  t h e  f a c t o r  v i e w e d  a s  m o s t  i m p o r t a n t ,  " C u r r i c u l u m  A s s i s t a n c e " ,  i s  t h a t  w h i c h  i s  

a c t u a l l y  p r o v i d e d  t o  t h e  g r e a t e s t  e x t e n t .  D e s p i t e  t h i s  a p p a r e n t  c o r r e l a t i o n ,  t h e  

d i f f e r e n c e  b e t w e e n  t h e  r a t i n g s  i s  q u i t e  m a r k e d .  O n  t h e  i m p o r t a n c e  s c a l e ,  c u r r i c u l u m  

a s s i s t a n c e  a c h i e v e s  t w e n t y - f o u r  o u t  o f  t w e n t y - f i v e  m a r k s ,  a  m e a n  o f  4 . 8 ,  w h e r e a s  i t  

r e c e i v e s  o n l y  s e v e n t e e n  m a r k s ,  a  m e a n  o f  3 . 4  o n  t h e  s c a l e  m e a s u r i n g  a c t u a l  p r o v i s i o n .  

T h e  f o l l o w i n g  t a b l e  i l l u s t r a t e s  t h e  g a p s  b e t w e e n  a c t u a l  p r o v i s i o n  a n d  t h e  i m p o r t a n c e  o f  

p r o v i s i o n  o f  t h e  d i f f e r e n t  t y p e s  o f  s u p p o r t  i n  t h e  o p i n i o n  o f  c o - o r d i n a t o r s .  D i f f e r e n c e s  

b e t w e e n  t h e  p e r c e p t i o n s  o f  t e a c h e r s  a n d  c o - o r d i n a t o r s  a r e  e v i d e n t  i n  t h e  o r d e r i n g  o f  

t h e  d i f f e r e n t  t y p e s  o f  s u p p o r t  b u t  t h e  s i z e  o f  t h e  g a p s  b e t w e e n  a c t u a l  p r o v i s i o n  a n d  t h e  

i m p o r t a n c e  o f  t h e  d i f f e r e n t  t y p e s  o f  s u p p o r t  a r e  i n  c o m m o n  w i t h  t h e  f i n d i n g s  f r o m  t h e  

r e s p o n s e s  o f  t e a c h e r s .

Table 5.18

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 Provision
Mean Values Mean Values

Curriculum Assistance 4.8 3.4
Funding 4.8 2.6
Extra Planning Time 4.4 1.6
Extra Teachers 4 2
Teaching Materials 3.8 3.2
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T h e s e  f i n d i n g s  s u g g e s t  t h a t  t h e r e  a r e  l a r g e  d i f f e r e n c e s  b e t w e e n  t h e  i m p o r t a n c e  r a t i n g  

o f  t h e  d i f f e r e n t  t y p e s  o f  s u p p o r t  a n d  t h e  a c t u a l  p r o v i s i o n  o f  t h o s e  t y p e s  o f  s u p p o r t  i n  

t h e  o p i n i o n  o f  c o - o r d i n a t o r s .  T h e  l a r g e s t  d i s c r e p a n c y  i s  f o r  " E x t r a  P l a n n i n g  T i m e " ,  

w h i c h  s c o r e d  t w e n t y - t w o  o n  t h e  i m p o r t a n c e  s c a l e ,  a  m e a n  r a t i n g  o f  4 . 4  a n d  o n l y  e i g h t  

o n  t h e  a c t u a l  p r o v i s i o n  s c a l e  a  m e a n  r a t i n g  o f  1 . 6 .  T h i s  i s  c l e a r  f r o m  F i g u r e  5  ( k )  

b e l o w .

T h e  s m a l l e s t  d i s c r e p a n c y  o c c u r s  f o r  " T e a c h i n g  M a t e r i a l s "  w h i c h  s c o r e d  n i n e t e e n  o n  

t h e  i m p o r t a n c e  s c a l e ,  a  m e a n  o f  3 . 8  a n d  s i x t e e n  o n  t h e  a c t u a l  p r o v i s i o n  s c a l e ,  a  m e a n  

o f  3 . 2 .  T h e  d i f f e r e n c e s  b e t w e e n  t h e  a c t u a l  p r o v i s i o n  o f  i n s e r v i c e  a n d  t h e  i m p o r t a n c e  

r a t i n g s  a r e  s t a t i s t i c a l l y  s i g n i f i c a n t  o n  a l l  f i v e  c a s e s .

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

M
e
a
n

R
a
t
i
n
9

A = Curriculum Assistance C = Extra Planning 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 of just 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 o f 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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s u p p o r t  v i e w e d  a s  m o s t  i m p o r t a n t  b y  t e a c h e r s  w e r e  t h o s e  t h a t  w e r e  a c t u a l l y  p r o v i d e d  

t o  t h e  g r e a t e s t  d e g r e e .  D e s p i t e  t h i s  c o r r e l a t i o n ,  t h e  s c o r e s  f o r  a l l  f i v e  f a c t o r s  w e r e  s t i l l  

q u i t e  l o w ,  w i t h  " F u n d i n g " ,  w h i c h  a c h i e v e d  t h e  h i g h e s t  r e s u l t ,  o b t a i n i n g  o n l y  1 6 7  o u t  o f  

a  p o s s i b l e  3 5 0  m a r k s  o n  t h e  t e a c h e r s '  s c a l e .

I n  o r d e r  t o  i l l u s t r a t e  t h e  d i f f e r e n c e s  i n  t h e  p e r c e p t i o n s  o f  T r a n s i t i o n  Y e a r  t e a c h e r s ,  

t e a c h e r s  i n  t h e  p o s i t i o n  o f  c o - o r d i n a t o r  a n d  p r i n c i p a l s ,  t h e  f o l l o w i n g  t a b l e  a n d  g r a p h  

c o m p a r e  t h e  i m p o r t a n c e  r a t i n g s  o f  e a c h  t y p e  o f  D e p a r t m e n t  o f  E d u c a t i o n  s u p p o r t  a s  

r a t e d  b y  t h e  t h r e e  g r o u p s  o f  r e s p o n d e n t s .  I t  i s  p o s s i b l e  t o  c o m p a r e  t h e  r e s p o n s e s  o f  

p r i n c i p a l s ,  c o - o r d i n a t o r s  a n d  t e a c h e r s  b y  c o m p a r i n g  t h e  m e a n  v a l u e s  o f  t h e  r a t i n g s  f o r  

e a c h  t y p e  o f  s u p p o r t .

Table 5.19

Comparison of Importance of Different Types of Department of Education 

Support Rated by Principals, Co-ordinators and Teachers

Type of Support
Principals'

Ratings
Teachers'

Ratings
Co-ordinators'

Ratings

Curriculum Assistance 
Funding
Teaching Materials 
Extra Planning Time 
Extra Teachers

Mean Values
4.83
4.83
4.67
4.67 
4.S

Mean Values 
4.43
4.56
4.56 
4.31 
4.03

Mean Values
4.8
4.8
3.8 
4.4
4

T h e r e  i s  a  s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e r e n c e  b e t w e e n  t h e  m e a n  r a t i n g s  a p p l i e d  b y  e a c h  

g r o u p  o f  r e s p o n d e n t s  i n  o n l y  o n e  i n s t a n c e .  W h e n  t h e  m e a n  v a l u e s  a p p l i e d  b y  t e a c h e r s  

a n d  p r i n c i p a l s  f o r  t h e  t y p e  o f  s u p p o r t  l a b e l l e d  " T e a c h i n g  M a t e r i a l s "  a r e  c o m p a r e d  w i t h  

t h e  r a t i n g s  a p p l i e d  b y  c o - o r d i n a t o r s  t h e r e  i s  a  s t a t i s t i c a l l y  s i g n i f i c a n t  d i f f e r e n c e  

b e t w e e n  t h e  r a t i n g s .  T h e  p r a c t i c a l  s i g n i f i c a n c e  o f  t h i s  i s  t h a t  t e a c h e r s  a n d  p r i n c i p a l s  

r a t e  t e a c h i n g  m a t e r i a l s  a s  a  m o r e  i m p o r t a n t  t y p e  o f  s u p p o r t  t h a n  c o - o r d i n a t o r s  d o .  I n  

t h e  q u e s t i o n  r e g a r d i n g  r e f e r r a l  t o  t h e  T r a n s i t i o n  Y e a r  S u p p o r t  T e a m ,  c o - o r d i n a t o r s  

h a d  i n c r e a s e d  l e v e l s  o f  c o n t a c t  w i t h  t h e  T e a m .  T h i s  s u g g e s t s  o n e  r e a s o n  w h y  c o ­
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o r d i n a t o r s  f e e l  t h a t  m a t e r i a l s  a r e  l e s s  i m p o r t a n t .  C o - o r d i n a t o r s  m a y  f e e l  m o r e  

c o n f i d e n t  a n d  s k i l l e d  w h e n  i t  c o m e s  t o  f o r m u l a t i n g  t h e i r  o w n  t e a c h i n g  m a t e r i a l s .

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:

O f  t h e  s e v e n t y  r e s p o n d e n t s ,  t w e n t y - s e v e n  ( 3 8 . 6  % )  h a d  a v a i l e d  o f  t h e  s e r v i c e s  o f  t h e  

T r a n s i t i o n  Y e a r  S u p p o r t  T e a m  w h i l e  f o r t y - t h r e e  ( 6 1 . 4 % )  h a d  n o t .  T h r e e  r e s p o n d e n t s  

r e m a r k e d  t h a t  t h e y  d i d  n o t  k n o w  o f  i t s  e x i s t e n c e  a n d  t w o  r e m a r k e d  t h a t  t h e y  d i d  n o t  

r e a l i s e  t h a t  i n d i v i d u a l  t e a c h e r s  c o u l d  u s e  t h e  s e r v i c e .  T a b l e  5 . 2 0  s h o w s  t h e  a r e a s  i n  

w h i c h  r e s p o n d e n t s  h a d  c o n s u l t e d  t h e  t e a m .  T h i s  w a s  a n  o p e n  e n d e d  q u e s t i o n  a n d  

s e v e r a l  r e s p o n d e n t s  n a m e d  m o r e  t h a n  o n e  a r e a .  R e s p o n s e s  h a v e  b e e n  d i v i d e d  i n t o  

a r e a s  i n v o l v i n g  a d v i c e  o n  p a r t i c u l a r  i s s u e s  a n d  a r e a s  r e q u i r i n g  s o m e  t a n g i b l e  r e s o u r c e  

s u c h  a s  m a t e r i a l s  o r  a  s p e a k e r  t o  v i s i t  t h e  s c h o o l .



Areas in which Respondents had Availed of the Services of the 

Transition Year Support Team
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Table 5.20

Areas of Consultation No. of Respondents
Advice on:

Planning a programme 7
Curriculum ideas/content 8
Starting the programme 3
Problem Solving 4
Funding/budgeting 2
Evaluating the programme 1
Assessment of students 1
Organisation of students

1

1

Tangible Resources:
A speaker visited the school 7
Inservice meetings 4
Materials 3
Newsletters 2
Contact names for trips 1

T h e  a r e a s  i n  w h i c h  r e s p o n d e n t s  n e e d  t o  c o n s u l t  t h e  t e a m  m a t c h  t h e  a r e a s  i n  w h i c h  

i n s e r v i c e  a n d  s u p p o r t  a r e  r e q u i r e d .  T h e  t a n g i b l e  r e s o u r c e  m o s t  r e s p o n d e n t s  h a d  

a v a i l e d  o f  w a s  h a v i n g  a  v i s i t  t o  t h e  s c h o o l  b y  a  r e p r e s e n t a t i v e  o f  t h e  T r a n s i t i o n  Y e a r  

S u p p o r t  T e a m  -  a  t y p e  o f  i n s e r v i c e  t r a i n i n g  -  a n d  f o r  i d e a s  o n  p r o g r a m m e  c o n t e n t  a n d  

p r o g r a m m e  p l a n n i n g .  B o t h  t h e s e  f a c t o r s  f e a t u r e d  h i g h l y  i n  t h e  r e s p o n s e s  t o  t h e  

q u e s t i o n  w h i c h  a s k e d  a b o u t  t h e  m o s t  i m p o r t a n t  t y p e s  o f  s u p p o r t  n e e d e d  -  t e a c h i n g  

m a t e r i a l s ,  f u n d i n g  a n d  c u r r i c u l u m  a s s i s t a n c e .  A l s o ,  i n  t h e  q u e s t i o n  e x p l o r i n g  t h e  

i n s e r v i c e  r e q u i r e m e n t s  o f  r e s p o n d e n t s ,  c u r r i c u l u m  a s s i s t a n c e  i s  t h e  a r e a  i n  w h i c h  m o s t  

o f  t h o s e  r e s p o n d e n t s  w h o  h a d  n o t  r e c e i v e d  i n s e r v i c e  t r a i n i n g  f e l t  t h a t  t r a i n i n g  w a s  

r e q u i r e d .

A l l  f i v e  c o - o r d i n a t o r s  h a d  a v a i l e d  o f  t h e  s e r v i c e s  o f  t h e  T r a n s i t i o n  Y e a r  S u p p o r t  T e a m .  

A r e a s  i n  w h i c h  t h e y  h a d  c o n s u l t e d  t h e  t e a m  i n c l u d e d :  h a v i n g  a  s p e a k e r  t o  t h e  s c h o o l ,  

h e l p  i n  s e t t i n g  u p  t h e  p r o g r a m m e ,  p r o b l e m s  w i t h  s p e c i f i c  s u b j e c t  a r e a s ,  r e s o u r c e  

m a t e r i a l s ,  a d v i c e  o n  o r g a n i s i n g  s t u d e n t  g r o u p s  a n d  c u r r i c u l u m  d e v e l o p m e n t  a d v i c e .
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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.

All 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

5 . 6 . 1  I n i t i a l  D e c i s i o n :

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.

5 . 6 . 2  P l a n n i n g ,  C o - o r d i n a t i o n  a n d  D e c i s i o n  M a k i n g :

T h e  R o l e  o f  t h e  T r a n s i t i o n  Y e a r  C o - o r d i n a t o r

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
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c h a n g e s ,  e v a l u a t i o n ,  p l a n n i n g  a n d  " o v e r s e e i n g  e v e r y t h i n g " .  T h e s e  r e s p o n s e s  s u g g e s t  

t h a t  t h e  r o l e  o f  t h e  c o - o r d i n a t o r  i s  c o m p l e x  a n d  r e q u i r e s  p a r t i c u l a r  s k i l l s  a n d  a p t i t u d e s .  

T h e s e  f i n d i n g s  a l s o  s u p p o r t  t h e  v i e w  t h a t  i n s e r v i c e  t r a i n i n g  a n d  o n g o i n g  s u p p o r t  f o r  

c o - o r d i n a t o r s  i s  v e r y  i m p o r t a n t  i n  t h e  i m p l e m e n t a t i o n  o f  t h e  p r o g r a m m e .

Decision Making

P r i n c i p a l s  a n d  c o - o r d i n a t o r s  w e r e  a s k e d  w h o  w a s  i n v o l v e d  i n  d e c i s i o n  m a k i n g  

r e g a r d i n g  a  n u m b e r  o f  i s s u e s .  R e s p o n s e s  f r o m  p r i n c i p a l s  r e f l e c t e d  t h o s e  o f  c o ­

o r d i n a t o r s  i n  t h e  f i v e  s c h o o l s  w h i c h  h a d  a  c o - o r d i n a t o r  i n  p l a c e  i n  a l l  b u t  o n e  a s p e c t  o f  

d e c i s i o n  m a k i n g .  T h i s  d i s c r e p a n c y  w a s  c l a r i f i e d  t h r o u g h  f u r t h e r  c o n t a c t  w i t h  t h e  

T r a n s i t i o n  Y e a r  c o - o r d i n a t o r .  A n s w e r s  v a r i e d  f r o m  s c h o o l  t o  s c h o o l .  T h e  r e s u l t s  a r e  

s h o w n  i n  t a b l e  5 . 2 1 .

Table 5.21

Participants in Different Areas of Decision Making 

by Number of Schools

Area of decision making / No. of Schools

Those involved
Course
Format

Curricular
Content

Organising
Students

Module
Content

Pupil
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.

D e c i s i o n s  r e g a r d i n g  t h e  c o u r s e  f o r m a t  i n c l u d e d  s u c h  a s p e c t s  a s  w h e t h e r  o r  n o t  t h e  

c o u r s e  w o u l d  b e  s o r t e d  i n t o  m o d u l e s  a n d  h o w  m a n y  c l a s s e s  a n d  p u p i l s  t h e r e  w o u l d  b e .
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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 o f 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.

5 . 6 . 3  C o n t a c t  w i t h  O t h e r  S c h o o l s :

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 o f  the Department o f Education.
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c o n t a c t  w i t h  o t h e r  s c h o o l s ,  f o r t y - n i n e  ( 8 4 . 5  % )  f e l t  t h a t  c o n t a c t  w o u l d  b e  b e n e f i c i a l  

w h i l e  n i n e  r e s p o n d e n t s  ( 1 5 . 5  % )  d i d  n o t .  A l l  f i v e  c o - o r d i n a t o r s  f e l t  t h a t  c o n t a c t  w i t h  

o t h e r  s c h o o l s  w o u l d  b e  b e n e f i c i a l ,  w h i l e  t w o  r e p o r t e d  h a v i n g  i n f o r m a l  p e r s o n a l  

c o n t a c t  w i t h  t e a c h e r s  i n  o t h e r  s c h o o l s .  F o u r  o f  t h e  f i v e  c o - o r d i n a t o r s  s u g g e s t e d  t h a t  

c o n t a c t  w i t h  o t h e r  t e a c h e r s  t h r o u g h  t h e  T r a n s i t i o n  Y e a r  S u p p o r t  T e a m  m o n t h l y  

m e e t i n g s  w a s  v e r y  b e n e f i c i a l .

C o n t a c t  w i t h  o t h e r  s c h o o l s  w a s  i n c l u d e d  a s  a  q u e s t i o n  a s  i t  w a s  s u g g e s t e d  i n  t h e  p i l o t  

s t u d y  t h a t  t h i s  f e a t u r e  w a s  a n  i m p o r t a n t  a s s e t  w h e n  i n t r o d u c i n g  a  p r o g r a m m e  a n d  i n  

t h e  e a r l y  y e a r s  o f  i m p l e m e n t a t i o n .  D i s c u s s i o n  b e t w e e n  t e a c h e r s  o f  w h a t  w o r k s  a n d  

d o e s  n o t  w o r k  a n d  o f  i d e a s  f o r  c u r r i c u l u m  c o n t e n t  w a s  s e e n  t o  b e  a  v a l u a b l e  r e s o u r c e  

f o r  t e a c h e r s .  T h e  h i g h  p e r c e n t a g e  o f  t e a c h e r s  s u g g e s t i n g  t h a t  c o n t a c t  w i t h  o t h e r  

s c h o o l s  w o u l d  b e  b e n e f i c i a l  c o i n c i d e s  w i t h  t h e  a d v i c e  g i v e n  t o  o t h e r  s c h o o l s  b e g i n n i n g  

a  T r a n s i t i o n  Y e a r  P r o g r a m m e  i n  w h i c h  e i g h t  r e s p o n d e n t s  s u g g e s t e d  t h a t  s c h o o l s  

i n t r o d u c i n g  t h e  p r o g r a m m e  f o r  t h e  f i r s t  t i m e  s h o u l d  c o n t a c t  o t h e r  s c h o o l s  f o r  a d v i c e .  

I n  a  l i s t  o f  t h e  m o s t  c o m m o n l y  c i t e d  a d v i c e ,  t h i s  p i e c e  o f  a d v i c e  w a s  s e c o n d  o n l y  t o  

t h a t  c o n c e r n i n g  p l a n n i n g  w e l l  i n  a d v a n c e .

5.6.4 Differences in Teaching Methods:

I m p l e m e n t a t i o n  o f  t h e  T r a n s i t i o n  Y e a r  P r o g r a m m e  r e q u i r e s  t h a t  t e a c h e r s  a l t e r  t h e i r  

t e a c h i n g  m e t h o d s .  W h e n  a s k e d  i f  t h e i r  t e a c h i n g  m e t h o d s  w e r e  d i f f e r e n t  i n  t h e  

T r a n s i t i o n  Y e a r  t h e  f o l l o w i n g  w e r e  t h e  r e p l i e s :

Table 5.22

Differences in Respondents’ Teaching Methods

Response No. of Respondents % of Respondents
Very Different 6 8.6
Quite Different 21 30
Slightly Different 31 44.3
Much the Same 5 7.1
It varies from class to class 7 10
Totals 70 100
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Differences in Teaching Methods
Transition Year Vs Leaving Cert.

Figure 5(m)
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O f  t h e  s e v e n t y  r e s p o n d e n t s ,  f i f t y - e i g h t  ( 8 2 . 9 % )  f e l t  t h a t  t h e i r  t e a c h i n g  m e t h o d s  w e r e  

d i f f e r e n t  t o  s o m e  d e g r e e  w h i l e  o n l y  f i v e  ( 7 . 1 % )  r e p o r t e d  t h a t  t h e i r  t e a c h i n g  m e t h o d s  

w e r e  t h e  s a m e ,  w i t h  s e v e n  ( 1 0 % )  r e p o r t i n g  t h a t  d e g r e e  o f  d i f f e r e n c e  i n  t e a c h i n g  

m e t h o d s  v a r i e d  f r o m  c l a s s  t o  c l a s s .  " T e a c h i n g  M e t h o d o l o g y "  w a s  r a t e d  h i g h l y  o n  t h e  

l i s t  o f  t y p e s  o f  i n s e r v i c e  r e q u i r e d  b y  t h o s e  w h o  h a d  n o t  p a r t i c i p a t e d  i n  i n s e r v i c e  

t r a i n i n g ,  w i t h  n i n e  r e s p o n d e n t s  n a m i n g  t e a c h i n g  m e t h o d o l o g y  a s  t h e  a r e a  t h e y  w o u l d  

l i k e  i n s e r v i c e  i n .  T h i s  w a s  s e c o n d  o n l y  t o  " H o w  t o  D e s i g n  a  P r o g r a m m e "  o n  t h e  l i s t  o f  

i n s e r v i c e  r e q u i r e m e n t s  b a s e d  o n  a n  o p e n  e n d e d  q u e s t i o n .  T h e  d i f f e r e n c e s  i n  t e a c h i n g  

m e t h o d s  a l s o  d r a w s  s i g n i f i c a n c e  o n  t h e  f a c t  t h a t  t r e a t m e n t  o f  " T e a c h i n g  M e t h o d o l o g y "  

a s  a  t o p i c  d u r i n g  i n s e r v i c e  w a s  r a t e d  q u i t e  l o w  b y  t h o s e  w h o  h a d  p a r t i c i p a t e d  i n  

i n s e r v i c e  t r a i n i n g ,  r a n k e d  t h i r t e e n t h  o n  t h e  l i s t  o f  f i f t e e n  i n s e r v i c e  t o p i c s ,  w i t h  a  m e a n  

r a t i n g  o f  o n l y  2 . 7 2  o n  t h e  1 - 5  s c a l e .  A l t h o u g h  8 2 . 9 %  o f  t e a c h e r s  m a i n t a i n e d  t h a t  t h e i r  

t e a c h i n g  m e t h o d s  w e r e  d i f f e r e n t  t o  s o m e  d e g r e e ,  4 4 . 3 %  o f  r e s p o n d e n t s  r e p o r t e d  

t e a c h i n g  m e t h o d s  t h a t  w e r e  o n l y  " s l i g h t l y  d i f f e r e n t " .  T h i s  m a y  b e  r e l a t e d  t o  t h e  p o o r  

t r a i n i n g  i n  t e a c h i n g  m e t h o d o l o g y  r e c o r d e d  i n  t h e  q u e s t i o n  r e g a r d i n g  i n s e r v i c e  

p r o v i s i o n .  F u r t h e r  e x p l o r a t i o n  o f  t h e  r e q u i r e m e n t s  o f  t e a c h e r s  r e g a r d i n g  t e a c h i n g

Very Quite Slightly The Same 
Level of Difference

It varies
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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.

5 . 6 . 5  P e r s o n a l  A t t i t u d e s  t o  T e a c h i n g  t h e  T r a n s i t i o n  Y e a r  P r o g r a m m e :

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 
itself and 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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Personal Attitudes to Teaching the Transition Year Programme 

- Statements Rated by Teachers

Table 5.23

Statement Disagree Agree
Total
Rating

Mean
Rating

1 2 3 4 5 Max=350
Respondents showed agreement with the following

1 find planning a programme challenging 1 6 16 29 18 267 3.81
1 find planning a programme encourages 
teamwork in my school 4 6 24 24 12 244 3.49
IJjnd planning a programme rewarding 
1 find planning a programme a pleasant 
change from teaching mandated programmes 
1 find planning a programme enjoyable

1

6
5

11

8
9

24

20
25

24

25 
19

10

11
12

241

237
234

3.44

3.39
3.34

1 found planning a programme daunting at first 13 7 15 19 16 228 3.26

Respondents showed disagreement with the following
1 find planning a programme difficult 11 16 20 18 5 200 2.86
1 still find planning a programme daunting 
I find planning a programme a nuisance

24
30

9
16

17
12

16
9

4
3

177
149

2.S3
2.13

1 would rather stick to the traditional 
Leaving Cert* 35 10 13 5 6 144 2.06

♦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 
statement joint 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 betw een the m ean values applied to  the 

top four statem ents in the table and the four statem ents at the bo ttom  o f  the table. This 

would suggest that the positive statem ents regarding finding the program m e 

encourages team w ork  at school level, finding the program m e rew arding and finding 

the program m e a pleasant change from  m andated program m es are rated  significantly 

higher than the negative statem ents regarding finding the program m e a nuisance, 

daunting o r difficult and preferring to  teach  the traditional Leaving C ertificate 

program m e. W hile the statem ent agreed w ith m ost strongly by respondents is that 

regarding finding the program m e challenging, there may be som e disagreem ent as to  

w hether this statem ent is a positive o r negative statem ent depending on  the  disposition 

o f  the individual teacher. Som e teachers m ay prefer not to  undertake this challenge 

while o thers w ould  w elcom e it. Five o f  the respondents in the pilot study w ere  asked if  

they regarded this statem ent as a positive o r a negative statem ent. All five regarded  it 

as a positive statem ent.

There is som e correspondence betw een the responses to  this question and to  the  

question regarding the advice to  o ther schools im plem enting a T ransition  Y ear 

Program m e as detailed la te r in this chapter. Advice to  o ther schools w as largely 

positive, involving planning well in advance and not losing heart during the  first year 

o f  the program m e. Tliis coincides w ith agreem ent by teachers that teaching  the 

program m e is daunting at first. In the additional com m ents section m any teachers 

reiterated their positive feelings tow ards the program m e, suggesting that team w ork  in 

order to  introduce cross-curricular units w as providing extra support fo r individual 

teachers. This coincides w ith agreem ent w ith the suggestion that teaching  the  

Transition Y ear Program m e encourages team  w ork  at school level.
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5.6.6 Factors Affecting the Implementation Of the Transition Year Programme 

at School Level:

In addition to  ascertaining teachers' personal attitudes to  teaching the program m e, it is 

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

im plem entation o f  change in the school.

H argreaves m aintains that:

if  w e can understand teachers' ow n desires for change and for 
conservation along w ith the conditions that strengthen and w eaken 
such desires, we will get valuable insights from  the g rassroo ts o f  the 
profession, from  those w ho w ork in the frontlines o f  ou r classroom s, 
about how  change can be m ade m ost effective....362

Teachers' perceptions o f  the factors affecting the im plem entation o f  the Transition 

Y ear Program m e in schools w ere determ ined using series o f  tw enty-four factors to  be 

rated on a five point scale o f  im portance. Em ploym ent o f  sum m atea ratings illustrates 

how  highly each factor is rated overall. B y using the  m ean values it is possible to  see 

which factors are the m ost im portant factors and the differences in their im portance. 

The m ost im portant factors are "Pupil Perception", "Teacher M otivation", Support o f  

Principal" and "Support o f  Parents". It is possible to  see w hich factors influence the 

im plem entation o f  new program m es in the  school in the  opinion o f  teachers by 

analysing the m ean scores, using three - the mid o r neutral level - as the cu t o ff  point 

between those values which are influential and those which are not.

Table 5.24 show s the ratings o f  respondents fo r each factor. As there  w ere seventy 

respondents the maximum rating for any fac to r is 350. F acto rs have been arranged in 

order o f  descending im portance.

362Andy H argreaves, (1994), Changing Teachers, Changing Times: Teachers' Work 
and Culture in the Post-modern Age, p. 11.
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Factors Affecting Implementation of the Transition Year Programme 

at School Level - Rated by Teachers

Table 5.24

Totals Mean
Factor Unimportant........ ..Important Rating Rating

Important 
Pupils' perception of programme

1

0

2

0

3

3

4

14

5

53

Max=350

330 4.71
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 4.51
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 11 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 3.41

Relatively Unimportant
Size of school 16 14 19 10 11 196 2.8
Average age of teaching staff 19 11 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 of the 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 m ost im portant factors in im plem entation o f  a new  program m e in the 

opinion o f  teachers. The results outlined above w ould  suggest that there  are a num ber 

o f  factors w hich are m ore im portant fo r teachers than these. Such factors include 

internal factors such as pupil perception o f  the  program m e, support o f  the principal, 

support o f  parents, teacher m otivation, team  w ork  am ong s ta ff  m em bers and a 

willingness to  change on behalf o f  the staff.

W hen the internal factors are rem oved, the  high ratings o f  the  facto rs such as 

resources, D epartm ent o f  Education support, curriculum  assistance and funding, 

support the findings from  earlier questions regarding the extra help and resources 

required and the  im portance o f  different types o f  D epartm ent o f  E duca tion  Support. 

All o f  these factors rated  four or m ore on a five point scale o f  im portance w hen the  

m ean values are calculated.

Because o f  their pivotal role in the day-to-day im plem entation o f  the  Transition Y ear 

Program m e the perceptions o f  co-ordinators are also studied in detail in this section. 

Co-ordinators' perceptions o f  the factors affecting the im plem entation o f  the 

Transition Y ear Program m e in schools w ere  also determ ined using the sam e series o f  

tw enty-four facto rs to  be rated on a five point scale o f  im portance. A s there  w ere five 

respondents the m aximum  rating for any fac to r is twenty-five. Table 5.25 shows the 

results.

By putting the  sum m ated ratings in descending o rder it is possible to  see w hich are the 

m ost im portant factors. In the opinion o f  co-ord inators they are "T eam w ork  am ong 

Staff M em bers", "Support o f  the Principal" and "Curriculum  D evelopm ent 

Assistance". There are statistically significant differences betw een  the  m ean values 

applied to  the  facto rs rated m ost highly - "Team w ork am ong S ta ff M em bers" and 

"Support o f  the Principal" - and the factors w ith  m ean ratings below  four such as 

"Teaching Experience" and "Average age o f  Teaching S taff'.
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Factors Affecting the Implementation of the Transition Year Programme 

at School Level - Rated by Co-ordinators

Table 5.25

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 11 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.
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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

¡Team 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 4.51
Support of parents 4.6 4.57
Extra time forplanning 4.6 4.37
Teacher motivation 4.6 4.61
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 3.41

Relatively Unimportant
Size of school 2.6 2.8
Average age of teaching staff 2.6 2.56
Social background of students 2.4 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 betw een the opinions o f  subject teachers and co-ord inators regarding the 

factors affecting the im plem entation o f  the Transition Y ear Program m e.

A lthough statistically, there is high correlation, the  position o f  particular factors w hen 

ranked in o rder o f  im portance w ith regard  to  the sum m ated ratings shows some 

differences. M ost m arked differences are on the follow ing points:

-Pupil perception o f  the program m e while ranked first on the teachers' scale is 

ranked fourteenth  by co-ordinators.

-Teacher m otivation is ranked third by teachers and ten th  by co-ordinators. 

-D epartm ent o f  E ducation support is ranked  ninth by teachers and seventeenth 

by co-ordinators.

-C urriculum  developm ent assistance is ranked fifteenth by teachers and third 

by co-ordinators.

-Support o f  o ther staff m em bers is ranked tw elfth  by teachers and fourth  by 

co-ordinators.

This suggests that the factors directly affecting the  classroom  situation such as pupil 

perception o f  the program m e and teacher m otivation are ranked higher by teachers and 

those pertaining to  the day to  day co-ordination o f  the program m e such as the support 

o f  o ther teachers for the program m e, and curriculum  developm ent assistance are rated 

higher by co-ord inators which again highlights the  differing perceptions o f  those in 

different roles regarding implementation.

5.6.7 Difficulties Encountered During Implementation:

Principals and co-ordinators w ere asked w hat difficulties they had anticipated and 

which o f  these had m aterialised in the im plem entation o f  the program m e to  date. They 

w ere also asked which difficulties had arisen w hich had not been foreseen. These w ere 

open ended questions and the responses o f  principals w ere g rouped  under several 

headings: concerns about tim etabling, concerns about program m e content and options 

available to  students, concerns about the lack o f  tim e for m eetings and inservice, 

planning and co-ordination, concerns regarding the selection and m otivation o f
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students and concerns regarding the poor public perception o f  the  program m e. Five o f  

the six principals said that all o f  the anticipated problem s had arisen. F our respondents 

reported  problem s that had not been anticipated, but had arisen. These included 

"settling in difficulties", high expectations o f  staff, the effect o f  the  Transition Y ear on 

other classes due to  disruption o f  tim etable for trips and guest speakers, problem s w ith 

individual students, problem s due to  lack o f  tex t books, keeping students interested 

and problem s due to  the large am ount o f  tim e needed by s ta ff fo r planning, co ­

ordination and ongoing assessm ent o f  the program m e.

A nticipated difficulties encountered by co-ordinators w ere similar to  those suggested 

by principals. Additional difficulties included w orries o f  poor a ttendance and problem s 

with pupils no t having done certain subjects for jun io r cycle. Parental attitudes and the 

size o f  classes w ere also a concern. L ack  o f  m otivation am ong students, students' 

desire to  choose their Leaving Certificate subjects at the start o f  Transition Y ear and 

tim e allow ance w ere cited as problem s which had arisen w hich w ere not foreseen. 

These are issues which can affect im plem entation long-term  if  they  are not addressed 

and show  som e overlap w ith responses to  earlier questions. "E xtra Time for Planning" 

was rated  quite low  on the actual provision scale fo r D epartm ent o f  Education support 

and this is supported by the responses o f  principals and co-ord inators to  the question 

regarding im plem entation difficulties, all o f  w hom  felt that m ore tim e is needed for 

planning and co-ordination. The lack o f  planning tim e is also significant due to  the 

high num ber o f  respondents (tw enty-four out o f  tw enty-five respondents) w ho cited 

planning in advance as the m ost im portant piece o f  advice to  schools introducing a 

Transition Y ear Program m e. E ven after the initial in troduction  o f  the program m e, 

effective planning is needed year to  year to  ensure the successful im plem entation o f  the 

program m e.

5.6.8 Most Beneficial Types of Support During Implementation:

W hen asked w hat types o f  support had been m ost beneficial, m ost respondents 

m entioned m ore than one type o f  support. R esponses 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 8
Extra teachers for team teaching 4
Better guidelines 4
Help with evaluation methods 3
Practical advice from other teachers 3

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



241

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 7
Make contact with other schools 7
Try to ensure that all staff are fully committed 6
Select students carefully 5
Be prepared to change the programme 3
Consult with parents 3
Don't expect too much in the first year 3

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 program m e successfully, w ith thirteen respondents out o f  the sixty-tw o 

w ho answ ered this question citing extra planning tim e as essential.

All five co-ord inators stressed the im portance o f  planning well and early. The 

im portance o f  a com m itted core team  and team  o f  T ransition Y ear teachers w as also 

stressed. The support o f  m anagem ent w as also m entioned as w as the involvem ent o f  

all staff m em bers, including those not teaching T ransition Y ear classes. This is 

supported by the fact that co-ordinators rated  the support o f  the principal and the 

support o f  o ther staff m em bers quite highly w ith m ean ratings o f  4.6 and 4.8 

respectively on a  five point scale and ranked support o f  the  principal second and 

support o f  o ther staff m em bers fourth on the ranked list o f  tw en ty-four factors. 

Principals' advice to  schools beginning a Transition Y ear P rogram m e w as similar to  

that given by teachers and co-ordinators. All six principals stressed that planning well 

w as essential. Careful selection o f  teachers, co-ord inator and core  team , contacting 

other schools for advice and consultation w ith  parents w ere also suggested.

5.6.11 Respondents' Additional Comments:

M any respondents used the additional com m ents box to  reitera te  areas they obviously 

felt quite strongly about. Such com m ents included the need fo r m ore tim e and teaching 

resources. R espondents also relayed positive feelings tow ards the program m e 

maintaining that students w ere generally m ore m ature progressing to  Leaving 

Certificate level and that, in principle, the program m e w as a good  idea.

N otable additions occurred in the sentim ents o f  principals w ho  expressed strong 

feelings regarding certain concerns already m entioned by respondents. Principals w ere 

particularly concerned w ith the  difficulties involved in trying to  cover teachers to  go 

on trips or to  have time to  m eet and plan the program m e. T w o principals rem arked 

that there are too  many new  program m es incorporated  in to  the  curriculum  at the 

m om ent and that this was placing an undue am ount o f  stress on  the tim e o f  teachers 

and m anagem ent in im plem enting these program m es w ith  insufficient additional 

resources. O n a positive note, principals suggested tha t the program m e w as
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educational for staff m em bers and that s ta ff w ere learning to  be flexible in order to  

implement the program m e. This suggest that familiarity w ith  im plem enting new 

program m es affects teacher perceptions o f  the  im plem entation process and their 

attitudes to  implem entation. This suggestion is explored in the next section.

5.7 A Comparison o f the Responses o f  Teachers in Schools Accustomed 

to Change and those in Schools Unaccustomed to Change

It has been suggested that as a school becom es accustom ed to  change, the attitudes 

and perceptions o f  those involved will change. M ichael M urray m aintains that schools 

must becom e learning organisations and suggests using "a curriculum  developm ent 

approach to  enable schools to  gain a m astery o f  the disciplines involved in becom ing 

learning organisations and achieving w hole school im provem ent. "363 

W riting about the  experience o f  a group o f  teachers teaching a new  m odule in the 

Transition Year, he discusses the developm ent in teachers o f  a set o f  skills which 

included interpersonal and intrapersonal skills, skills in program m e design, 

im plem entation and evaluation. H e writes:

O rganisations seem to  carry w ithin them selves factors which resist 
change and oppose innovation. H ow ever the experience learned from  
small scale initiatives can serve as education and encouragem ent for 
m ore w idespread im provem ents.364

This w ould suggest that those teachers in schools which had im plem ented o ther new 

program m es besides the Transition Y ear Program m e may be be tte r disposed tow ards 

implementing the program m e and may have differing insights into w hich factors are 

necessary for the successful im plem entation o f  the Transition Y ear Program m e in 

schools.

36:,Michael F. M urray, (1994), "From Subject B ased Curriculum  D evelopm ent to  
W hole School Im provem ent", E duca tiona l M anagem en t a n d  A dm in istra tion , Vol. 22, 
N o .3, 1994, p. 160.
364Ibid., 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

Statement Disagree
Total
Rating

Mean
Rating

1 2 3 4 5 Max=90

Respondents tended to  agree w ith the following
1 find planning a programme challenging 0 2 6 7 3 65 3.61
1 find planning a programme encourages 
teamwork in my school 1 1 5 9 2 64 3.6
1 find planning a programme enjoyable 0 2 9 3 4 63 3.5
1 find planning a programme rewarding 0 5 6 5 2 58 3.2
1 find 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
1 found planning a programme daunting at first 9 0 4 2 3 44 2.4
1 would rather stick to the traditional
Leaving Cert. 9 1 4 2 2 41 2.27
1 still find planning a programme daunting 10 1 2 3 2 40 2.22
1 find planning a programme difficult 7 5 4 1 1 38 2.11
1 find planning a programme a nuisance 12 4 1 1 0 27 1.5
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It would appear from  these results that teachers from  schools C and D, w here several 

new program m es had been implemented, tended  to  agree w ith the positive statem ents 

regarding the teaching o f  the Transition Y ear Program m e. There is a statistically 

significant difference in the m eans o f  those statem ents rated the  th ree  highest and those 

rated w ith a m ean value 2.4 or less on the table, suggesting that the to p  three 

statem ents are significantly m ore strongly agreed  w ith than those negative statem ents 

below  the neutral point on the agreem ent scale. A  difference betw een these results and 

those from  the seventy respondents in to tal occurs in the positioning o f  the statem ent 

"I w ould rather stick to  the traditional Leaving Cert." This statem ent w as rated  last on 

the agreem ent scale w hen the responses o f  the seventy teachers w ere  totalled and also 

came last on all the  scales m easuring the responses o f  teachers a t different stages in 

their career cycles as is shown in section 5.8. This tim e this statem ent appeared  higher 

up the scale. A lthough respondents still tended  to  disagree w ith this statem ent, 

respondents agreed m ore strongly w ith this statem ent than  w ith  the statem ents 

regarding finding planning a program m e a nuisance, difficult o r daunting. This could 

be because this group o f  teachers have im plem ented so many new  program m es in 

recent years that they  are tiring o f  the new  program m es being in troduced  into schools, 

a point raised by principals in the additional com m ents sections o f  their questionnaires 

and also raised by H argreaves, Earl and Ryan in their shady o f  the  im plem entation o f  a 

new program m e.36:1

365Andy H argreaves, L om a Earl and Jim Ryan, (1996), Schooling  f o r  C hange: 
reinventing education  f o r  early adolescents , p. 157.
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Table 5.30

The Ratings of Teachers in School F for the Attitude Statements

Statement Disagree ...Arpree
Total
Rating

Mean
Rating

1 2 3 4 5 Max100
Respondents tended to  agreed with...

1 find planning a programme challenging 0 1 5 8 6 79 3.95
1 found planning a programme daunting at firs 2 0 3 9 6 77 3.85
1 find planning a programme difficult 2 3 2 10 3 69 3.45
1 find planning a programme encourages 
teamwork in my school 1 2 9 5 3 67 3.35
1 find planning a programme rewarding 1 3 9 3 4 66 3.3
1 find planning a programme enjoyable 4 2 3 7 4 65 3.25
1 find planning a programme a pleasant 
change from teaching mandated programmes 3 3 6 5 3 62 3.1

Respondents tended to  disagree with...

1 still find planning a programme daunting 
1 find planning a programme a nuisance

5
7

2

1
4
4

8
5

1
3

58
56

2.9
2 .8

1 would 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

1 find planning a programme challenging 3.61 3.95
1 find planning a programme encourages
teamwork in my school 3.59 3.35
1 find planning a programme rewarding 3.2 3.3
1 find planning a programme a pleasant
change from teaching mandated programmes 3.2 3.1
1 find planning a programme enjoyable 3.5 3.25
1 found planning a programme daunting at first 2.4 3.85
1 find planning a programme difficult 2.11 3.45
1 still find planning a programme daunting 2.22 2.9
1 find planning a programme a nuisance 1.5 2.8
1 would rather stick to the traditional
Leaving Cert. 2.27 2.1

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

differences appear for the following statements:

"I 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.

"I 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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program m es found planning a Transition Y ear Program m e fo r their students much 

m ore difficult than  those w ho had experienced the im plem entation o f  o ther new  

program m es. This may reflect the increase in personal skills developed while 

implementing o ther program m es, supporting the  view  o f  M ichael M urray m entioned at 

the start o f  this section.

"I still find planning a program m e daunting" - Again, those teachers in school F rated  

this statem ent m ore 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 w ith  this statem ent m ore 

strongly than those in school F and suggests that those teachers new  to  program m e 

planning find planning daunting for longer than those w ho have experience o f  new  

program m e implem entation.

"I find planning a program m e a nuisance" - Y et again, those teachers in school F rated  

this statem ent m uch m ore highly than did those in schools C and D  (2.8 - 1.5). This 

indicates that those teachers in schools C and D  disagreed m ore  strongly w ith this 

statem ent than those in school F.

W hen the  m ean values o f  the responses o f  the  teachers in schools C/D and in school F 

are com pared, statistically significant differences are shown fo r th ree  o f  the statem ents:

- "I found planning a program m e daunting at first" - Teachers in  school F agreed with 

this statem ent significantly m ore strongly than those in school C/D suggesting that 

familiarity w ith implem enting new  program m es m eans that im plem entation o f  the 

Transition Y ear Program m e seems less daunting w hen first introduced.

- "I find planning a program m e a nuisance" - Teachers in school F agreed significantly 

m ore strongly w ith  this statem ent than  w ith those in schools C/D.

- "I find planning a program m e difficult" - Teachers in school F agreed significantly 

m ore strongly w ith this statem ent suggesting that im plem entation is m ore difficult for 

those not used to  implementation.

D espite apparently higher levels o f  agreem ent, the m ean ratings for these statem ents 

w ere below  three - suggesting that the differences are confined to  the level o f  

disagreem ent 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

Factor Unimportant ...Important
Totals

Ratings
Mean

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 4.61
Dept, of Ed. support 0 0 1 5 12 83 4.61
Funding 0 0 2 4 12 82 4.56
Teacher motivation 0 0 1 6 11 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 11 91 4.55
Inservice training 0 0 4 2 14 90 4.5
Team work among staff members 0 0 1 8 11 90 4.5
Dept, of Ed. support 0 1 2 4 13 89 4.45
Funding 0 1 3 5 11 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 11 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 4.61 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 4.61 4.65
Dept, of Ed. support 4.61 4.45
Support of other staff members 4.22 4.6
Team work among staff members 4.44 4.5
Extra time for planning 4.56 4.2
Curriculum development assistance 4.44 4.15
Support of community members 4 3.5
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:

- W illingness o f  s ta ff to  change - this factor w as ra ted  first by teachers in school F  and 

fourteenth by teachers in schools C/D suggesting that teachers unaccustom ed to  

change feel that this is a m uch m ore im portant fac to r than those in schools C /D  w here 

the teachers are m ore accustom ed to  change.

- Teacher m otivation - this factor is rated  second by teachers in school F and ninth by 

teachers in schools C/D. This factor is related to  s ta ff willingness to  change w hich is 

also rated  significantly higher by teachers in school F as shown above.

- R esources fo r the program m e - this factor is ra ted  fourth  by teachers in school F and 

tenth by teachers in schools C/D suggesting that teachers unaccustom ed to  change feel 

that this is a m uch m ore im portant factor than those in schools C /D  w here the teachers 

are m ore accustom ed to  change. This indicates that teachers w ho w ere unaccustom ed 

to  change w ere m ore dependent on resources fo r the new  program m e.

- Support o f  o ther staff m em bers - teachers in school F also rated  this factor m uch 

higher on the im portance scale - rating it eighth as opposed to  sixteenth on the scale 

formed from  the responses o f  teachers in schools C/D.

In contrast, "Equipm ent available in the school" w as rated  higher by teachers in 

schools C /D  than  those in school F.

Only the  difference betw een the m ean values applied to  "willingness o f  the  sta ff to  

change" are statistically significantly different.

5.8 Analysis o f Career Cycle Effects

It has been suggested that age and years o f  teaching experience are am ong the  factors 

which affect the personal attitudes o f  teachers tow ards innovation in schools. M ichael 

Fullan uses the term s "career cycle" and "teacher biography" as collective nam es fo r 

these factors m aintaining 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 ow n teaching, their sense o f  realism  and their 

attitudes to  change" are im portant considerations.366

As m entioned at the beginning o f  this chapter, there  is a high correla tion  betw een years 

teaching experience and the age o f  the respondents in this study. D ue to  this high 

correlation, analysing both  sets o f  figures w ould  yield alm ost identical results. Instead, 

an analysis o f  those w ith different levels o f  experience o f  teaching  Transition Y ear 

classes along w ith the analysis o f  age effects appears m ore beneficial.

In order to  investigate this aspect o f  the  im plem entation o f  the Transition Y ear 

Program m e in the  six schools studied, the responses o f  teachers are divided into 

categories depending on age and years o f  experience teaching the Transition Y ear 

Program m e to  see if  there are any differences in their responses regarding their 

personal a ttitudes to  teaching the program m e and the factors they feel are necessary 

for the successful im plem entation o f  the T ransition Y ear P rogram m e at school level. 

Analysis consists of:

- A com parison o f  responses o f  21-29 year olds w ith over 45 year olds regarding the 

factors affecting im plem entation and personal attitudes to  teaching the  program m e.

- A  com parison o f  responses o f  those w ith  one or tw o  years experience teaching 

Transition Y ear Program m e w ith those w ho have three o r m ore years experience o f  

the program m e regarding the factors affecting im plem entation and personal attitudes 

to  teaching the  program m e.

366M ichael Fullan and Andy H argreaves, (1992), W hat's W orth F ig h tin g  f o r  in yo u r  
Schoo l?, 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....

1 find planning a programme challenging 0 1 7 10 7 98 3.92
1 find planning a programme encourages

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

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

Respondents tended to  disagree with....

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

Leavina Cert. 11 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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The Ratings of Teachers Aged Over 45 for the 

Attitude Statements (10 Respondents)

Table 5.36

Statement Disagree ...Ar ree
Total 

Total Rating
Mean

Rating
1 2 3 4 5 Max = 50

Respondents tend to agree with.... 

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

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

teamwork in my school 0 1 4 4 1 35 3.5

Respondents tend to disagree with....
1 found planning a programme daunting at first 3 1 3 0 3 29 2.9
1 find planning a programme difficult 2 2 3 1 2 29 2.9
1 still find planning a programme daunting 4 1 2 2 1 25 2.5
1 find planning a programme a nuisance 6 0 1 1 2 23 2.3
1 would 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

I find planning a programme challenging 3.92 4.2
I find planning a programme encourages 
teamwork in my school 3.72 3.5
I find planning a programme a pleasant 
change from teaching mandated programmes 3.48 3.7
I find planning a programme rewarding 3.4 3.9
I find planning a programme enjoyable 3.4 3.7
I find planning a programme difficult 3.24 2.9
I found planning a programme daunting at first 3.08 2.9
I still find planning a programme daunting 2.36 2.5
I find planning a programme a nuisance 2.04 2.3
I would rather stick to the traditional 
Leaving Cert. 1.84 2.1



256

These figures show a high correlation between the attitudes o f 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)

Factor Jnim portant.........
Total

Ratings
Mean

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 4.52
Teachers' attitude to change 0 0 1 11 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 11 103 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 11 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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The Responses of Teachers Aged Over 45 Regarding the Factors 

Affecting Implementation (10 Respondents)

Table 5.39

Factor Unimportant..... ..Important
Total

Ratings
Mean

Ratings

Pupils' perception of programme

1

0

2

0

3

0

4

1

5

9

Max 50 

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 4.1
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 3.1
Teaching experience of staff 0 0 2 7 1 25 2.5
Academic success of the school 3 2 3 1 1 25 2.5
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.



259

A Comparison of the Responses of Teachers in both Age Groups 

Regarding the Factors Affecting Implementation

Table 5.40

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 4.52 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 4.52 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 4.1
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 3.1
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 o f 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 of teaching 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)

Statement Disagree ...Ac ree
Total
Rating

Mean
Ratings

1 2 3 4 5 Max=220

1 find planning a programme challenging 17 4 9 10 4 169 3.84
1 find planning a programme encourages
teamwork in my school 2 4 15 15 8 155 3.52
1 find planning a programme rewarding 0 7 19 12 6 149 3.39
1 find planning a programme a pleasant 
change from teaching mandated programmes 5 4 14 14 7 146 3.32
1 find planning a programme enjoyable 4 6 13 12 9 148 3.36
1 found planning a programme daunting at first 11 2 10 11 10 139 3.16
1 find planning a programme difficult 8 7 12 13 4 112 2.55
1 still find planning a programme daunting 17 4 9 10 4 112 2.55
1 would rather stick to the traditional 
Leaving Cert. 20 6 10 5 3 97 2.2
1 find 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 "I 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 of teaching 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 ...A fi ree Rating Rating

1 2 3 4 5 Max=130

1 find planning a programme challenging 1 1 7 11 6 9 8 3 .7 7

1 find planning a programme rewarding 1 4 5 12 4 9 2 3 .5 4

1 find planning a programme a pleasant
change from teaching mandated programmes 1 4 6 11 4 91 3 .5

1 find planning a programme encourages 

teamwork in my school 2 2 9 9 4 89 3 .4 2

1 found .planning a programme daunting at first 2 5 5 8 6 8 9 3 .4 2

1 find planning a programme enjoyable 1 3 12 7 3 86 3.31

1 find planning a programme difficult 3 9 8 5 1 7 0 2.69
1 still find planning a programme daunting 7 5 8 6 0 6 5 2 .5

1 find planning a programme a nuisance 7 9 5 4 1 61 2 .3 5

1 would rather stick to the traditional

Leaving Cert. 15 4 4 0 3 5 0 1 .9 2

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 
teaching TY 

Mean Ratings

3 + yrs experience 
teaching TY 

Mean Ratings
1 find planning a programme challenging 
1 find planning a programme encourages 
teamwork in my school 
1 find planning a programme rewarding

3.84

3.52
3.39

3.77

3.5
3.54

1 find planning a programme a pleasant 
change from teaching mandated programmes 3.32 3.42
1 find planning a programme enjoyable 
1 found planning a programme daunting at firs

3.36
3.16

3.31
3.42

I find planning a programme difficult 2.55
2.55

2.69
2.51 still find planning a programme daunting

1 find planning a programme a nuisance 2 2.35
1 would rather stick to the traditional
Leav Ingbert. 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 "I 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 of the 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 of teachers 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 4.61
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 11 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 11 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 4.41
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 11 15 168 3.81
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 11 6 4 113 2.57
Academic success of the school 11 13 14 3 3 106 2.41
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 11 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 11 103 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 11 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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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

Table 5.46

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 staff to 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 4.41 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 2.41 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 of teaching staff was 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 o f 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 w7as 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 o f 

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 o f 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 "I 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 w7as 

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 o f 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

•v .
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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 O’Reilly'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 Schools f o r  

A ctive  Learning: F in a l 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.I. Goodlad, (1972), "Staff Development: The League Model" in U ieory into  
Practice  Vol.xi, No.4, pp.207-14, quoted by James Callan, (1994), Schools fo r  A c tive  
Learning: F in a l R eport, p. 26.
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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 in regard 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

6.2 Issues Emerging and Conclusions

369Mic,hael Fullan and Alan Promffet, (1975), Review o f Research 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.-3 71 

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. 
j71Ibid., 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 N otes f o r  Schoo ls  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

372Ivan Wallace, (1987), "The Challenge of Change", Sem inar fo r  C D V E C  P rincipa ls  
a nd  Vice-principals, M a y  1 9 8 7 , p. 15.
373 A.N. Whitehead, (1931), The A im s o f  E duca tion  a n d  O ther E ssays , quoted by 
James McKernan, (1981), "Organising for Curriculum Development", C om pass ,
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

374lvlary Lewis and Lean McMahon, (1996), A n  E valuation  o f  a  Training o f  Trainers 
In-service E duca tion  M odel: The Transition Year in  C areer D evelopm ent 
Programme.
375Department of Education, (1996), Transition  Year P rogram m e 1994/95: A n  
E valuation by the Inspectorate o f  the D epartm en t o f  Education.
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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

The Factors Affecting Implementation: 

National and Local/School Level 1974-1997

Factors Acting at National Level Factors Acting at Local Level. ,

1974-1986 The operation of the programme in Financial pressure on parents
a crowded niche in the curriculum Success of other transition
The identity crisis of the programme type programmes
Changes of Minister and Lack of:
government Funding
Financial pressure on the State Support of Dept, of Ed.
Lack of: Planning time

Dept, of Ed. Support Contact with other schools
i Finance Resources

Inservice training 
Curriculum assistance

Whole school support

11986-1993 Wide choice of alternative Concerns of parents
Programmes available Affect of offering TY on the rest of
Guarded approach of Dept, of Ed. the senior cycle curriculum

I1

1
1

Endurance of the identity crisis Lack of:
Inservice 
Planning time 
Resources 
Extra teachers 
Funding

1993-1997 Lack of Dept, of Ed. support in Pupil perception of the programme
the form of: Support of principal

Inservice training Teacher motivation
Extra planning time Teamwork among staff members
Teaching materials Willingness of staff to change
Curriculum development Support of parents
assistance Lack of:

Inservice training
! Planning time
I _ 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 of the 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 staff to 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 o f 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), Schooling fo r  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

reinven ting  education fo r  early adolescents, p.5.
378M. Fullan and A. Hargreaves, (1992), U nderstanding Teacher D evelopm ent, p.ix.
379Tony Crooks, (1981), "Supporting Curriculum Development in Schools", also read 
at the education studies of Ireland Symposium 1980, C om pass, 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, 
No.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 of interest 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 o f 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 o f  
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 Jun ior Certificate: Issues o f  Im plem enta tion  - R ep o rt on  

Sem inars f o r  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 staff but 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 Jun ior Certificate: Issues o f  
Im plem entation  - R eport on Sem inars f o r  Schoo l 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

385 Vincent 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 C D V E C  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

In the 1970s it was suggested that "Ireland 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 uo of the Transition Year in our schools is an example of where we in IrelandO x  x

386Ancilla O'Reilly, (1995), The Transition Year O ption  in C D V E C  Schools, p.22..
3 8 "Andy Hargreaves, Lorna Earl and Jim Ryan, (1996), Schoo ling  fo r  Change: 
reinventing education fo r  early adolescents, p. 157.
388C-ity of Dublin CDU, R eport on F easib ility  Year 1972-1973, quoted by Jean 
Rudduck and Peter Kelly, (1976), The D issem ina tion  o f  C urriculum  D evelopm ent, 
p.43.
389Iohn Harris and Bryan Powell, (1972), "Curriculum Development in the Republic 
of Ireland", O ideas  23, Oct. 1972, p.50, quoted by Jean Rudduck and Peter Kelly, 
(1976), The D issem ination o f  Curriculum  D evelopm ent, 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 o f 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, "Ireland's Transition has been an Example to Others", E duca tion  a n d  
Living, October 22nd 1996, p.8.
39 departm ent of Education, (1996), Transition Year Program m e 1994/95: A n  
E valuation by the Inspectorate o f  the D epartm en t o f  Education, 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 o f Research on Curriculum 
Implementation, p. 121.
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Appendix One

Table (i)
The Transition Year - Participation Rates 1974-1996

Year No. of students in TY Total No. at 2nd level % of total in TY
1974 66 186416* 0.035
1975 249 260268 0.096
1976 518 270033 0.192
1977 702 274109 0.256
1978 281 278071 0.101
1979 174 282254 0.062
1980 540 286924 0.188
1981 629 295418 0.213
1982 545 302219 0.18
1983 503 309245 0.163
1984 425 329434 0.129
1985 484 335153 0.144
1986 2918 338533 0.862
1987 2786 339556 0.82
1988 2673 338853 0.789
1989 5564 339132 1.641
1990 6105 342416 1.783
1991 8050 348917 2.31
1992 8193 358347 2.286
1993 8499 367645 2.312
1994 21173 371230 5.703
1995 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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In service training is essential to successful implementation o f new programmes. Fullan 

and Promffet cite a report by Crowther which found that "in-service training prior to 

implementation was significantly related to degree o f implementation. "j 9j 

To facilitate country wide inservice education, the country was divided into the 

following regions by the Department o f Education:

Appendix Two

The Transition Year Programme Inservice Provision 1993/94

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 o f Kildare.

In each region an action group co-ordinator and a team o f teachers were appointed. 

Each of the regions 1 to 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 o f 
Research on Curriculum Implementation, p.81.
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1. To meet with the principal and the co-ordinator o f the schools assigned to them.

2. To give a half-day in career education seminar for the staff o f the school.

3. To delivered two cluster days inservice for groups o f 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 o f the 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 o f the programme and asked about any difficulties 

encountered in the planning o f 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 o f 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 o f planning done and the concerns o f staff members.

The final phase was completed in October when, following a further two days training 

and preparation a second series o f cluster days was organised by the regional co­
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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 o f the two day regional inservice concentrated on:

-Assessment

-Evaluation

-Programme Management

It was stressed that programme management is not just about the role o f the co­

ordinator, or co-ordination itself. The information sent to the Training Teams on the 

subject o f Programme Management states that "in the rest o f the curriculum there is a 

discipline enforced by the examination system which acts as an external control. In the 

absence o f an external control there must be internal programme management."394 

The notes go on to say that:

Effective management o f a 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 o f the 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 o f  team work and time and stressed the 

importance o f planning.

Analysis o f the programme is included in chapter three.

304
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3 0 6

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 
P rogram m e?_____

(d) Has there been any period since in which the school did not offer the 
programme?

Y es____
N o ____

If yes, please specify

(e) Is the Transition Year compulsory for students after third year ?
Y es____
No ~

(f) How many Transition Year classes does your school have this y ear?___

(g) 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 o f the following programmes is your school offering this year? 
(please tick)

LC A P L C V P  The Junior Certificate Elementary Programme

C SPE  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 o f Education Transition Year Guidelines 

1994/95 while planning the programme?

Y es____
No ____

If yes, how would you rate the value o f the Department o f Education Transition 
Year Guidelines 1994/95 while planning the Transition Year programme?
(please tick one)

Very Poor   P o o r F a ir   G ood   Very G ood____

(b) Do you, as principal, have reason to refer to the guidelines in the day-to-day 
running of the programme?

Yes
N o ____

If  yes, please specify how often and for what purpose

(c) Do you refer to the Department o f Education Transition Year Programme 
Resource Material Folder while planning the programme?

Y es.____
No ____

If yes, how would you rate the value o f the Transition Year Programme 
Resource Material Folder while planning the Transition Year Programme? 
(please tick one)

Very P o o r  P o o r F a ir  G ood   Very G ood____
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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 of the programme?

Yes ___
No ____

If  yes, 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 Unim portant Important

Rationale and philosophy o f the programme 

Curricular content o f the 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

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2  3 4  5
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(b) Did you, as Principal, receive inservice training on the Transition Year 
Programme?

Yes
No

(c) I f  yes, how would you rate it overall as preparation for the implementation o f 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..................Very Good

Rationale and philosophy of the programme 

Curricular content o f the 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

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

Q. 4 Department of Education support for the programme

(a) 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 of this type is important for the successful implementation 
o f the 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 o f the Transition Year Support Team?
Yes
No

If yes, in what capacity?
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PROGRAMME AT SCHOOL LEVEL

Q. 5 Initial Planning

(a) What process was undertaken at school level in deciding to offer the programme 
initially?
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(b) Was there any parental participation in the initial decision to offer 
the programme?
Y es____
No ____
If yes, 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 o f the course:

(ii) Decisions regarding the curricular content:

(iii) Decisions regarding the organisation o f student groups:

(iv) Decisions regarding assessment of students' progress



How are those teachers teaching the Transition Year classes 
chosen? (please tick)
They are volunteers who have expressed an interest in teaching the programme
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Q. 6 Teachers

They are chosen by the Principal / Vice principal when the timetable is drawn up

Other (please specify)

Q. 7 Co-ordination of the programme

(a) Is there a Transition Year co-ordinator in your school? Yes
No

(b) I f  there is a co-ordinator, how was he/she chosen? (please tick) 
Asked by the Principal____
Took on duties as part of a post o f responsibility____
Elected by staff members____
Assumed the role voluntarily____
Other (please specify)

(c) I f  the position o f co-ordinator is a post o f responsibility, is it:
An "A" P o s t____
A "B" Post

(d) Is there a Transition Year core team in your school? Yes
No

(e) How were the members o f the core team chosen?
Asked by the principal____
Volunteers ____
Other (please specify)

(f) What are the main functions o f the 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) If  the 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, if any, o f these difficulties materialised?

(c) What difficulties, if any, have arisen since the introduction of the programme which 
were not anticipated?

(d) Which forms o f 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 tim e and co-operation in com pleting this 
questionnaire.
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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 o f 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 pan of a post o f responsibility____
Elected by staff members____
Assumed the role voluntarily____
Other (please specify)

(f) Do you think timetabled time to carry out your duties is necessary ?
Y es____
No

If  yes, how much time do you think is required, per week?

(g) Are you allowed timetabled time to carry out your duties?
Y e s____
No

If  yes, how much time per w eek?_________

(h) Do you think the post should be a post o f  responsibility?
Y es_
No "

(h) If  yes, should it be
An "A" p o s t____
A "B" p o s t____



3 1 6

Q. 2 Dissemination
(a) Do you refer to the Department o f Education Transition Year Guidelines 
1994/95 while planning the programme?

Y es____
No ____

If  yes, how would you rate the value o f the Department o f Education Transition 
Year Guidelines 1994/95 while planning the Transition Year Programme?
(please tick one)

Very P o o r  P o o r  F a ir  G ood  Very G o o d____

(b) Do you, as co-ordinator, have reason to the guidelines in the day-to-day running 
of the programme?
Y es____
No ____

If yes, please specify how often and for what purposes:

PART TWO - National implementation of the Transition Year Programme

(c) Do you refer to the Department o f Education Transition Year Programme 
Resource Material Folder while planning the programme?

Y es____
No

If yes, how would you rate the value o f the Transition Year Programme 
Resource Material Folder while planning the Transition Year Programme? 
(please tick one)

Very P o o r  P oor  F a ir  G ood   Very G ood____

(d) Do you have reason to refer to the Transition Year Programme Resource 
Material Folder in the day-to-day running of the programme?
Y es____
No

If yes, please specify, how often and for what purposes:



(a) Do you think inservice training for the post o f co-ordinator is necessary? 
Yes 
No

3 1 7

Q.3 Inservice Training

(b) Did you receive inservice training for this position?
Y es____
No "

(c) I f  yes, how would you rate it overall as preparation for the implementation o f a 
new programme into your school?
(please tick)

Very P o o r  P o o r  F air  Good     Very G ood______

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 P o o r ...................Very Good

Rationale and philosophy o f the programme 1 2 3 4 5

Curricular content o f 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 oJ 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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1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

Programme Evaluation 

Organising work experience 

Team work strategies 

Teaching methodology

Q. 4 Departm ent o f Education support for the programme

(a) Do you think Department o f 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

Inservice topic Very P o o r ..................Very- Good

Resource
Teaching materials:

Extra teachers:

Extra time for planning and meetings 

Curriculum development assistance: 

Funding:

Very Poor.............................Very Good

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5
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(b) Do you think support o f 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)

Resource

Teaching Materials

Extra teachers:

Extra time for planning

Curriculum development 
assistance:

Funding:

Unim portant Important

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

(c) Have you availed o f the services o f the Transition Year Support Team?
Y es _
N o ____

If  yes, 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?
Y es____
No ____

(b) If not, do you think a team would be beneficial?
Y e s __
No ____

(d) What would you describe as the main duties o f the Transition Year co-ordinator?
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Q„ 6 Planning
(a) Who is involved in making the following curriculum decisions for the Transition 

Year?

(ii) Decisions regarding the curricular content:

(iii) Decisions regarding the organisation o f student groups:

(iv) Decisions regarding assessment o f 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, if any, o f these 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 o f the Transition Year 
Programme at school level? (please circle one number, where 1 is unimportant and 5 
is very important)

U nim portant Important

Team work among staff members 1 2 3 4 5

Support o f 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 o f parents 1 2 3 4 5

Support o f community members 1 2 3 4 5

Public status o f 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 o f staff to change 1 2 3 4 5

Department o f Education support 1 2 j 4 5

Credibility o f course in the eyes o f 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) Is the Transition Year Programme in your school evaluated?

Y es____
No ____

If yes, how often is it evaluated?

(b) If  the 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 
questionnaire.
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TEACHER QUESTIONNAIRE

PART ONE 

Q .l General information (please tick)
(a) Age 22 - 29_____

3 0 -4 5  ____
over 45

(b) Sex Male _
Female

(c) Number of years you have been teaching 1 - 5
6 - 1 0  
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
(a) Do you refer to the Department o f Education Transition Year Guidelines 
1994/95 while planning the programme?
Yes
No

If yes, how would you rate the value o f  the Department o f Education Transition 
Year Guidelines 1994/95 while planning the Transition Year Programme? 
(please tick one)

Very P o o r   P o o r  F a ir  G ood   Very G ood____

(b) Do you have reason to refer to the guidelines in the day-to-day running o f the 
programme?
Yes ____
No ____
If  yes, please specify how often and for what purposes:

(c) Do you refer to the Department o f Education Transition Year Programme 
Resource Material Folder while planning the programme?
Y es____
No

If  yes, how would you rate the value o f the Transition Year Programme 
Resource Material Folder while planning the Transition Year Programme?
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Very P o o r   P o o r  F a ir  G ood   Very G ood____

(d) Do you have reason to refer to the Transition Year Programme Resource 
Material Folder in teaching the programme day-to-day?
Y es____
No ____

If yes, please specify how often and for what purposes:

(please tick one)

Q.3 Inservice Training

(a) Did you attend the in service training for the Transition Year Programme 
Y es____
No ____

(b) If  yes, how would you rate it overall as preparation for the implementation o f a 
new programme into your school?
(please tick)

Veiy P o o r   P o o r  F a ir  G ood   Very G ood____

(c) Specifically, how would you rate the training you received in relation to  the 
following areas:

Inservjce topic 

Rationale and philosophy o f the programme 

Curricular content of the new programme 

1'imetabling requirements 

Resources for the new programme 

Funding/budgeting 

Programme Management 

Introducing the new programme to parents 

Assessment

Organising student groups

Very P o o r ..................Very Good

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5
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Co-ordination of new programme 

Curriculum development/design 

Programme Evaluation 

Organising work experience 

Team work strategies 

Teaching methodology

Inservice topic

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

Very P o o r .................Very Good

(c) Do you think ongoing in service training is necessary?
Y es____
No ____

(d) If  you 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 o f Education support in the form o f 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

Resource
Teaching materials:

Extra teachers:

Extra time for planning and meetings 

Curriculum development assistance:

Very Poor.............................Very Good

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

Funding: 2 3 4 5
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(b) Do you think support of this type is important for the successful implementation 
o f new programmes at school level?
(please circle one number, 1 being least important and 5 being most important)

Unim portant 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 o f the services o f the Transition Year Support Team?
Y e s ___
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?
Y es____
N o ____

(b) If  not, do you think a team would be beneficial?
Y e s____
No

Q. 6 Planning
(a) Who is involved in making the following curriculum decisions for the Transition

Year?
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(ii) Decisions regarding the curricular content:

(iii) Decisions regarding the organisation of student groups:

(iv) Decisions regarding assessment and evaluation o f 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 the following statements by circling one number on each 
line

disagree......................agree

I found planning a programme daunting at
the beginning 1 2 3 4 5

I still find planning a programme daunting 1 2 3 4 5

I find planning a programme challenging 1 2 3 4 5

I find planning a programme difficult 1 2 3 4 5 "

I find planning a programme enjoyable 1 2 3 4 5

I find planning a programme a nuisance 1 2 3 4 5

I find planning a programme rewarding 1 2 3 4 5

I find planning a programme a pleasant change
from teaching mandated programmes 1 2 3 4 5

I find planning a programme encourages
teamwork in my school 1 2 3 4 5
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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 if any of these difficulties has materialised?

(c)What difficulties if any, have arisen which were not anticipated?

(d) Which forms o f 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 o f the Transition 
Year Programme at school level? (please circle one number, where 1 is unimportant 
and 5 is very important)

Unim portant Important

Team work among staff members 

Support o f Principal 

Support o f other staff members 

Resources for the new programme

Funding

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5
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Unimportant Important

Support o f parents 1 2 3 4 5

Support o f community members 1 2 3 4 5

Public status o f 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 o f staff to change 1 2 3 4 5

Department o f Education support 1 2 3 4 5

Credibility o f 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

If  there 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 sam e____
It varies from class to class____

Additional Comments

Thank you very much for your time and co-operation in completing this 
questionnaire.
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Appendix Four

Sample Letters



Initial Letter to Principals
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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 o f 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 o f the Transition Year there is the added 

dimension o f 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. I 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 Year teachers - if possible 

at your next Transition Year/staff meeting.

I appreciate the demands on time for you and your teaching staff. Accordingly, I have 

designed the questionnaires to facilitate speed of answering.

21 The Nurseries,



All information is strictly confidential and for the purposes o f research only. I would 

be very grateful for your co-operation and would be happy to furnish you with the 

findings o f my research if you so wish. I 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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Forest Road,

Swords,

Co. Dublin.

6th March 1997

Dear (name o f 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 I have provided an envelope in 

which each questionnaire can be returned. This box can be used for completed 

questionnaires. I hope to collect the questionnaires on Wednesday, March 26th.

Thank you again for your co-operation.

Yours faithfully,

21 The Nurseries,

Patricia Deane.
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Cover letters to Principals, co-ordinators and Transition Year teachers 

accompanying the questionnaires.
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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 o f the study 

is "The Transition Year - A Case Study in the Implementation o f Curriculum Change". 

An increase in the rate o f 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 o f introducing new courses. In the case of the 

Transition Year there is the added dimension o f 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 o f 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.

I 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 o f 

research only. An envelope has been provided with each questionnaire to ensure 

confidentiality and I will be collecting the completed questionnaires in person.

I am very grateful for your co-operation.

Yours faithfully,

21 The Nurseries,

Patricia Deane
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Forest Road,

Swords,

Co. Dublin.

6th March 1997

Dear Transition Year Co-ordinator,

I am currently researcliing the Transition Year Programme in pait fulfilment o f 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 o f Curriculum Change". 

An increase in the rate of change in the curriculum in recent years in the form o f new 

or updated courses for students has prompted interest in how schools cope with 

innovation and respond to the challenge o f introducing new courses. In the case o f 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 o f 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.

I appreciate the demands on your time and have designed the questionnaire to facilitate

speed o f answering. All information is strictly confidential and for the purposes o f

research only. An envelope has been provided with each questionnaire to ensure

confidentiality and I will be collecting the completed questionnaires in person from

your Principal/Co-ordinator.

I am very grateful for your co-operation.
Yours faithfully,

21 The Nurseries,

Patricia Deane
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Forest Road,

Swords,

Co. Dublin.

6th March 1997

Dear Principal,

I am currently researching the Transition Year Programme in part fulfilment o f  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 o f 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 o f 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.

I appreciate the demands on your time and have designed the questionnaire to facilitate 

speed o f 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 I will be collecting the completed questionnaires in person.

I am very grateful for your co-operation.

Yours faithfully,

21 The Nurseries,

Patricia Deane
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Thank you letter sent to each school
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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. I appreciate how 

busy you all are and am grateful for your time and effort.

I wish you and your students well for the remainder o f the school year.

Yours faithfully,

341

21 The Nurseries,

Patricia Deane.
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Appendix Five

The Questionnaires
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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 s c h o o l____
Other

(b) In what year did this school open?_____

(c) In what year did you become Principal o f 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?
Y es____
N o ____

If yes, please specify

(f) Is the Transition Year compulsory for students after third year ? 
Yes.
N o ____

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 of the following programmes is your school offering?
(please tick)

LCAP   LC V P  The Junior Certificate Elementary Programme____

C SPE   A social / personal development programme____

PART TWO - NATIONAL IMPLEMENTATION OF THE TRANSITION 
YEAR PROGRAMME

I f  you were appointed as Principal after the réintroduction o f  the Transition Year 
Programme in 1993 and fee l unable to answer the questions in this section, please 
consult another member o f  staff.

Q. 2 Dissemination
(a) Do you refer to the Department o f Education Transition Year Guidelines 

1994/95 while planning the programme?

Y e s ____
No

If yes, how would you rate the value o f the Department o f  Education Transition 
Year Guidelines 1994/95 while planning the Transition Year Programme?
(please tick one)

Very P o o r P o o r F a ir G ood   Very G ood____

(b) Do you, as Principal, have reason to refer to the guidelines in the day-to-day 
running of the programme?

Y es____
No  ___

If  yes, please specify how often and for what purpose:

(c) Do you refer to the Department o f Education Transition Year Programme 
Resource Material Folder while planning the programme?

Y es____
No ’
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If  yes, how would you rate the value o f the Transition Year Programme 
Resource Material Folder while planning the Transition Year Programme? 
(please tick one)

Very P o o r  P o o r_    F air  G ood   Very G ood____

(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 ____

If  yes, 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 unimportant and 5 being very important)

Inservice topic Unim portant............Important

Rationale and philosophy of the programme 1 2 3 4 5

Curricular content o f 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

F unding/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 'V
J 4 5

Co-ordination of new programme 1 2 o
J 4 5

Curriculum development 1 2 -*>
J 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 f  yes, please answer part (c) and part (d) i f  no, please proceed to part (e)

(c) I f  yes, how would you rate it overall as preparation for the implementation o f 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................. Very Good

Rationale and philosophy of the programme 

Curricular content of the 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)

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2

2

4 5 

4 5

2 3 4 5

2 3 4 5

2 3 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.............................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 
o f the Transition Year Programme at school level?
(please circle one number, 1 being unimportant and 5 being very important)

Resource
Teaching materials:

Extra teachers:

Extra time for planning and meetings

Curriculum development 
assistance:

U nim portant Important

2 3 4 5

2 3 4 5

2 3 4 5

Funding: 2 3 4 5



(c) Has your school used the services o f the Transition Year Support Team?
Y es____
No "
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I f  yes, in what capacity?

PART THREE - IMPLEMENTATION OF THE TRANSITION YEAR  
PROGRAMME AT SCHOOL LEVEL 

Q. 5 Initial Planning

(a) 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?
Y es____
No ____
If yes, please specify

(c) Was there community involvement in the initial decision to offer 
the programme?

Y e s ____
N o ____

If yes, 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 o f the course: - e.g.. whether there will be 

modules and core subjects, modules only, core subjects only, length of 
modules, no. o f 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>)

(ii) 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____
P aren ts___
Community members____
Local employers____
Others (please specify)

(iii) Decisions regarding the organisation o f student groups: 
(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)
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(iv) Decisions regarding assessment o f 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)

Q. 6 Teachers

H o w  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? Y es___
No ____

(b) If  there 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) If  the 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
N o __

(e) How were the members o f the core team chosen?
Asked by the principal____
Volunteers ____
Other (please specify)

(f) What are the main functions o f the core team?

Q. 8 Evaluation
(a) Is the programme evaluated at school level?

Y e s ____
No ____

If yes, how often is it evaluated?
Once every two years (or less)____
Once a year____
More than once a year (please specify)______________________

(b) I f  the programme is evaluated, who takes part in this evaluation? 
The whole staff____
All the Transition Year Teachers o f that year____
The Transition Year Core Team only____

Other (please specify)

(c) What form does this evaluation take?

(a) What difficulties were anticipated when planning the programme?
Q.8



3 5 2

(b) Which, if any, of these difficulties materialised?

(c) What difficulties, if  any, have arisen since the introduction o f 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?

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.



CO-ORDINATOR QUESTIONNAIRE

PART ONE 

Q .l General information
(in each question, please tick one)

(a) Age 21 - 29_____
30 -45  ____

over 45

(b) Sex Male _
Female

(c) Number o f years you have been teaching 1 - 5
6 -  10 
11 - 2 0  ̂
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 o f a post o f responsibility____
Elected by staff members____
Assumed the role voluntarily____
Other (jAease specify)

(f) Do you think timetabled time to carry out your duties is necessary ?
Y es____
No

If yes, how much time do you think is required, per week?

(g) Are you allowed timetabled time to carry out your duties?
Yes _̂__
No

If yes, how much time per w eek?__________

(h) Do you think the post should be a post o f responsibility?
Y es____
No

(i) If  yes, should it be
An "A" p o s t____
A "B" p o st____
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Q. 2 Dissemination
(a) Do you refer to the Department o f Education Transition Year Guidelines 
1994/95 while planning the programme?

Y es____
No "

PART TWO - National implementation of the Transition Year Programme

I f  yes, how would you rate the value o f the Department o f Education Transition 
Year Guidelines 1994/95 while planning the Transition Year Programme? 
(please tick one)

Very P o o r P o o r  F a ir  G ood   Very G ood____

(b) Do you, as co-ordinator, have reason to refer to the Guidelines in the 
day-to-day running o f the programme?
Yes _ _
No "

If yes, please specify how often and for what purposes:

(c) Do you refer to the Department o f Education Transition Year Programme 
Resource Material Folder while planning the programme?

Y es____
No

If yes, how' would you rate the value o f the Transition Year Programme 
Resource Material Folder while planning the Transition Year Programme? 
(please tick one)

Very P o o r  P o o r  F a ir  G ood   Very G ood____

(d) Do you have reason to refer to the Transition Year Programme Resource 
Material Folder in the day-to-day running o f the programme?
Y es____
No

If yes, please specify, how often and for what purposes:



(a) Do you think inservice training for the post o f co-ordinator is necessary?
Y es____
No

3 5 5

Q.3 Inservice Training

(b) Did you receive inservice training for this position?
Y es____
No ____

If yes, please answer part (c) and (d). I f  no, please proceed to part (e).

(c) I f  yes, how would you rate it overall as preparation for the implementation of a 
new programme into your school?
(please tick)

Very P o o r  P o o r F a ir  G ood   Very G ood______

(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 Very P o o r ...................Very Good

Rationale and philosophy of the programme 1 2 3 4 5

Curricular content o f 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 o f new programme 1 2 3 4 5

Curriculum development/design 1 2 3 4 5
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Programme Evaluation

Organising work experience

Team work strategies

Teaching methodology

O ther____________________
(please specify and rate)

Please proceed to Question 4.

Inservice topic

1 2 3 4 5

1 2  3 4  5

1 2  3 4  5

1 2 3 4  5

1 2 3 4 5

Very P o o r................. Very Good

(e) If you 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

2 = poor
3 =  fa ir
4 = good
5 = very good

Resource
Teaching materials:

Extra teachers:

Extra time for planning and meetings 

Curriculum development assistance: 

Funding:

Very Poor.............................Very Good

2 3 4  5

2 3 4  5

2  3 4  5

2  3 4  5

2 3 4 5
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(b) Do you think support o f this type is important for the successful implementation 
o f new programmes at school level?
(please circle one number, 1 being unimportant and 5 being very important)

Resource

Teaching Materials 

Extra teachers:

Extra time for planning

Curriculum development
assistance:

Funding:

Unim portant Important

2 3 4 5

2  3 4  5

2 3 4  5

2 3 4 5

2  3 4 5

(c) Have you availed o f the services o f the 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 (please tick)

(a) Does your school have a Transition Year core team?
Y e s____
No ’

(b) If  not, do you think a team would be beneficial?
Y es____
No

(c) Does your school have any contact with other schools in the area about the 
Transition Year Programme?
Y es____
No
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If yes, what form does it take and for what purpose?

If no, would you welcome contact with other schools while planning and implementing 
the programme in your school?

Y es____
N o ____

(d) What would you describe as the main duties o f the Transition Year co-ordinator?

Q. 6 Planning
(a) Who is involved in making the following curriculum decisions for the Transition 

Year?
(i) Decisions regarding the format o f the course: - e.g.. whether there will be 
modules and core subjects, modules only, core subjects only, length o f 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)

(ii) 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 m em bers____
Transition Year co-ordinator___
Transition Year core team ____
Transition Year teachers____
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 o f 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 staff members____
Transition Year co-ordinator____
Transition Year core team ____
Transition Year teachers
Other teaching staff____
Parents____
Community members____
Local employers____
Others (please specify)
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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?

(e) Which forms of support have been most beneficial in running the Transition Year 
programme in your school?

(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 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
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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 o 4 5

Funding 1 2 3 4 5

Support of parents 1 2 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 3 4 5

Curriculum development assistance: 1 2 3 4 5

Willingness of staff to 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 of the programme 1 2 3 4 5

Teachers' attitude to change 1 2 3 4 5
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Inservice training 1 2 3 4 5

Equipment available in school building 1 2 3 4 5

If there are any other factors you would regard as important in the implementation of 
the Transition Year Programme, please state them and rate 1-5.

Unimportant Important

Teacher motivation 1 2 3 4 5

Q. 8 Evaluation
(a) Is the Transition Year Programme in your school evaluated?

Yes  __
No ____

If yes, how often is it evaluated?
More than once a year (please specify)_____________________
Once a year____
Once every two years (or less)____

(b) If the 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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TEACH ER Q U ESTIO N N A IR E

PART ONE

Q.l General information (please tick)
(a) Age 21 - 29 ___

30-45   _
over 45

(b) Sex Male
Female

(c) Number of years you have been teaching 1 - 5
6 - 1 0  
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
(a) Do you refer to the Department o f  Education Transition Year Guidelines 
1994/95 while planning the Transition Year Programme in your school?
Y es____
No '

If yes, how would you rate the value of the Department o f  Education Transition 
Year Guidelines 1994/95 while planning the Transition Year Programme? 
(please tick one)

Very P oor Poor  Fair  G ood Very G ood____

(b) Do you have reason to refer to the guidelines in the day-to-day running of the
programme?
Yes____
N o ____
If yes, please specify how often and for what purposes:

(c) Do you refer to the Department o f  Education Transition Year Programme 
Resource Material Folder while planning the programme?
Y es____
No
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If yes, how would you rate the value of the Transition Year Programme 
Resource Material Folder while planning the Transition Year Programme? 
(please tick one)

(d) Do you have reason to refer to the Transition Year Programme Resource 
Material Folder in teaching the programme day-to-day?
Y es____
N o ____

If yes, 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____
N o ____

I f  no, please proceed to part (d), i f  yes, 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  G ood  Very G ood____

(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

Very Poor  P o o r  Fair G ood  Very Good

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 Very P o o r .................. 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) If you did not attend inservice training, which areas would you like some training 
in?

(e) Do you think inservice training should be ongoing?
Y es____
No "
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(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

2 = poor
3 = fair
4 = good
5 = very good

Very Poor............................ Very Good
Resource

Q. 4 Department of Education support for the programme

Teaching materials: 1 2 3 4 5

Extra teachers: 1 2 3 4 5

Extra time for planning and meetings 1 2 *>i 4 5

Curriculum development assistance: 1 2 •** 4 5

Funding: 1 2 3 4 5

(b) Do you think support of this type is im portant 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 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: 2 3 4 5
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(c) Have you availed of the services of the Transition Year Support Team?
Y es____
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?
Y es____
No

If not, do you think a team would be beneficial?
Y es____
No

(b) Does your school have any contact with other schools on the area about the 
Transition Year Programme?
Yes __
N o ____

If yes, what from does it take and for what purpose

If no, would you welcome contact with other schools while planning and implementing 
the programme in your school?

Y es____
No
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(a) How do you personally feel about planning a Transition Year programme for your 
students? Please rate the following statements by circling one number on each line

disagree.....................agree

I found planning a programme daunting at
the beginning 1 2 3 4 5

I still find planning a programme daunting 1 2 3 4 5

I find planning a programme challenging 1 2 3 4 5

I find planning a programme difficult 1 2 3 4 5

I find planning a programme enjoyable 1 2 3 4 5

I find planning a programme a nuisance 1 2 3 4 5

I find planning a programme rewarding 1 2 3 4 5

I find planning a programme a pleasant change
from teaching mandated programmes 1 2 3 4 5

I 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

Q .6

(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?



(a) 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
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Q.7 Factors affecting implementation of the Transition Year Programme

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 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 staff to change 1 2 3 4 5

Department of Education support 1 2 3 4 5

Social background of 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

Equipment available in school building 1 2 3 4 5

If there are any other factors you would regard as important in the implementation of 
the Transition Year Programme, please state them and rate 1-5.
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Unimportant Important

Pupil perception of the programme 1 2 3 4 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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A ppendix  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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Department of Education Guidelines - Rated by 

Principals as a Resource while Planning a Transition Year Programme

Table (ii)

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 

I  Series 1

Table (v)

Co-ordinators' Ratings of Inservice Training

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

Rating
Mean
Rating

Resources for the new programmi 0 2 1 0 0
Max=15

11 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

Inservice Topic V. Good Good
n ~
Fair Poor V. Poor

Total
Rating

Mean
Ratings

Rationale and Philosophy of TY 1 0 1 0 0
Max=10

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 2.5
Co-ordination of TY Programme 0 0 1 1 0 5 2.5
Curriculum Development 0 0 1 1 0 5 2.5
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 programme to staff 0 0 0 1 5 29 4.83
Timetabling Requirements 0 0 1 0 5 28 4.67
Resources for the programme 0 0 1 0 5 28 4.67
Funding/budgeting 0 0 1 0 5 28 4.67
Curriculum Development 0 0 1 1 4 27 4.5
Introducing TY to Parents 0 0 0 4 2 26 4.3
Rationale and Philosophy of TY 0 0 1 3 2 25 4.17
Implementing change in the school 0 0 0 5 1 25 4.17
Co-ordination of TY Programme 0 0 1 3 2 25 4.17
Curricular Content 0 0 2 3 1 23 3.83
Organising Student Groups 0 1 3 2 0 19 3.17
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Department of Education Support for the Programme 

- Rated by Transition Year Co-ordinators

Table (viii)

Type of Support V. Good Good Fair Poor V. Poor
Total

Rating
Mean

Rating
5 4 3 2 1 Max = 25

Currículum Assistance 0 2 3 0 0 17 3.4
Teaching Materials 1 1 1 2 0 16 3.2
Funding 0 0 3 2 0 13 2.6
Extra Teachers 0 0 1 3 1 10 2
Extra Planning Time 0 0 0 3 2 8 1.6

Table (ix)

The Importance of Different Types of Department of Education Support 

- Rated by Transition Year Co-ordinators

Type of Support Unimportant...... ......... Important
Total

Ratings
Mean

Ratings
1 2 3 4 5 Max = 25

Curriculum Assistance 0 0 0 1 4 24 4.8
Funding 0 0 0 1 4 24 4.8
Extra Planning Time 0 0 1 1 3 22 4.4
Extra Teachers 0 0 1 3 1 20 4
Teaching Materials 0 0 2 2 1 19 3.8

Table (x)

Department of Education Support for the Programme 

- Rated by Principals

Type of Support V. Good Good Fair Poor V. Poor Totals
Mean

Ratings

Teaching Materials 0 2 2 1 1
Max = 30 

17 2.83
Curriculum Assistance 0 2 2 1 1 17 2.83
Funding 0 0 2 2 2 12 2
Extra Teachers 0 0 1 1 4 9 1.5
Extra Planning Time 0 0 0 0 6 6 1
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- Rated by Principals

Table (xi)

The Importance of Different Types of Department of Education Support

Type of Support Unimportant... portant Totals
Mean

Ratings
1 2 3 4 5 Max = 30

Curriculum Assistance 0 0 0 1 5 29 4 .8 3

Funding 0 0 0 1 5 29 4 .8 3

Teaching Materials 0 0 0 2 4 28 4 .6 7

Extra Planning Time 0 0 0 2 4 28 4 .6 7

Extra Teachers 0 0 0 3 3 27 4 .5
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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

Rationale/
Aims

Organisation/
Roles

Issued to assist 
Principals and staff in 
the initial introduction of 
the programme. Issued 
soon after Ages for 
Learning - outlines a TY 
as an optional year 
between junior and 
senior cycles.

Described as acting as 
a bridge "from a state of 
dependence to a more 
autonomous and 
participative role in 
regard to thier own 
future". Training for jobs 
is not a principal aim 
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.

No mention of C.E.B. 
guidelines. Refers the reader 
to Ages for Learning and 
stresses that it is not 
permitted to use the year as 
an extra Leaving Cert, year

Designed to cater for 
students who are "too young 
and immature" to proceed to 
the Leaving Cert., third level 
or work. Education for 
Maturity and social and 
personal development are 
principal aims.

Notes on planning and 
resources. A team of 
teachers and a co-ordinator 
is recommended as is the 
inclusion of all staff.

TY is recognised as 
the 1st year of a 3 
year cycle.Guidelines 
are said to "update" 
previous guidelines" 
and to facilitate those 
schools offering the 
programme for the 
first time

A  broad range of 
educational 
experiences are 
offered with increased 
maturity and 
responsibility as main 
aims. A mission 
statement is given 
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.
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Table Two

1986 C.E.B. Guidelines! 987/88 "Notes for Schools" 1994/95 Guidelines

Curriculum

Assessment/
certification

Evaluation

Elements of academic/ 
technical/aesthetic 
studies and social and 
personal development 
and careers education. 
Learning strategies 
such as discovery 
learning and personal 
responsibility for 
learning are discussed.

Study Areas such as 
communication skills, 
Functional maths, 
environmental studies, 
practical subjects, P.E., 
Philosophy and Religion are 
included. A work 
Experience element is 
suggested separately. 
Learner activity is stressed.

A variety of
assessment methods 
suggested with 
emphasis on self 
assessment and 
continuous 
assessment. Student 
record/profile is 
suggested.lt 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.

Continuous and self 
assessment are stressed. 
No Dept, of Ed. certification 
School certification is
suggested.

Remediation Studies, 
Interdisciplinary work 
and Work Experience 
are suggested. An 
appendix outlines 
suggested curricular 
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 
planning are suggested with 
fundamental changes 
reported to the Dept, of Ed.

Regular internal 
evaluation by the TY 
team is suggested 
with monitring and 
external evaluation 
of the programme 
given as the 
responsibility of the 
inspectorate and the 
psychological service
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