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Travel
Insurance
Top 10 Family
Holidays Destinations
for 2019

Booking a family holiday can be tough; it’s
hard to find one place to please everyone.
To give you some inspiration, here is a list
of the top holiday destinations for you and
your family in 2019.*

and amazing food. If culture and
exploring are more your scene, there is
lots to see with more than 50 historical
landmarks. It’s a great family holiday
destination.

1. Spain
With nearly all of the hotels offering
kids’ clubs to entertain children while
their parents spend some time in the
sun relaxing, it’s the perfect family
holiday destination. It’s only a short
flight too and if you book flights well in
advance you will avoid paying over the
odds.

5. Cyprus
Clean beaches, warm Mediterranean
weather, sounds a bit like heaven right?
Cyprus has lots to offer with plenty of
land and water based activities to keep
you busy from scuba diving to mountain
biking and everything in between.

2. Denmark
If you and your family fancy something
a bit different from a sun holiday,
Denmark could be the place for you.
It is safe and family friendly with lots
of activities for young and old. When
there, a visit to the beautiful capital
Copenhagen is a must!
3. Portugal
The beautiful Algarve boasts some
fabulous resorts and beautiful beaches;
there is something to suit every taste.
With 300 days of sunshine every year,
it is no surprise this is a popular family
holiday location all year round.
4. Italy
Experience a warm welcome for you
and your family in Italy, with beautiful
beaches, lots of family fun attractions

6. Gozo, Malta
Sun, sea and culture, Malta has it
all in abundance. The Island is small
which makes it ideal for travelling with
your family. If diving is your family’s
thing; Gozo is home to some of the
Mediterranean’s best driving sites.
7. Orlando, Florida
Make your children’s dreams come true
with a trip to Orlando. With 12 theme
parks to choose from, a trip to the Walt
Disney World Resort and Universal
Studios is a must. The kids will be in
paradise and parents can unleash their
inner child.

of the best water parks so the kids
and adults alike can splash their way
through the holiday.
9. Perth, Australia
If you are looking to book a once in a
lifetime trip for your family, this is the
place. With wildlife parks, beaches,
nature reserves, museums a plenty and
endless hours of sunshine, what more
could you ask for?
10. Hawaii
With gorgeous beaches, amazing
landscapes and crystal blue water as
far as the eye can see, a trip to Hawaii
could have you duped into thinking you
are in paradise. There are lots of islands
to explore within a short boat trip. It’s a
trip the kids will never forget.
Whatever destination you choose, make
sure travel insurance is on your holiday
checklist. Cornmarket offer great
value travel insurance policies for you
and your family allowing you to relax
without having to worry about things
going wrong. To learn more about
Cornmarket’s Travel insurance and/ or
to get a quote, visit: www.cornmarket.
ie/product/travel-insurance.

8. Benidorm, Spain
If you fancy something a bit closer
to home with a short flight and
guaranteed sunshine, Benidorm could
be the spot for you. Renowned for its
sandy beaches and home to some

*Source: https://www.travelrepublic.co.uk/blog/20-best-family-holidays Cornmarket cannot be held responsible for information contained in external websites.
MAPFRE ASISTENCIA Compania de Seguros y Reaseguros SA trading as MAPFRE ASSISTANCE Agency Ireland and MAPFRE WARRANTY is authorised by the Direccion General de Seguros y Fondos de
Pensiones del Ministerio de Economia y Hacienda in Spain, and is regulated by the Central Bank of Ireland for conduct of business rules Cornmarket Group Financial Services Ltd. is regulated by the
Central Bank of Ireland. A member of the Irish Life Group Ltd. which is part of the Great-West Lifeco Group of companies.
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FROM THE EDITOR FROM THE EDITOR

Further Education Steps
Back into the Limelight

The Further Education sector has been
re-energised in recent years with the reforms
in the ETBs, the investment by the DES and
the drive from SOLAS. Our own FET
Committee has taken a new lease of life with
a new Chair and the reinstatement of the FET
Symposium, which was held on 2 April in
Dublin.

W

ith the help of David Forde and Deirdre Hanamy, we report
extensively on this event. We reprint a Working Paper by Rory
O’Sullivan and Clive Byrne, which set the scene for Towards the FET
College of the Future. As an appendix, Breda Lillis, DP in Blackrock Further
Education Institute, takes us to the chalk-face and relates how staﬀ and students
there have beneﬁtted hugely from an involvement with Léargas. Kieran Golden
and Paul Byrne both have news of the proposal to extend Associate Membership
of NAPD to Assistant Principals, an exciting development of the educational
leadership agenda.
As we have ﬂagged with our cover, we are also paying close attention to the
Legal Fees Indemnity Scheme, one of the newer services available to NAPD
members, with extensive coverage by Tim Geraghty, Brendan Little and Rodney
Croly. Please note the footnote to those items – a request for volunteers to assist
Harkin in his research into the challenges facing school leaders. David Ruddy
adds his legal wisdom to the now-thorny topic of taking photographs of school
students.
The last quarter has seen a focus of high-quality CPD – particularly with the John
Hattie Symposium. Patricia Bourden reviews the latest book by Andy Hargreaves,
who presented to NAPD members last winter and Barry O’Callaghan reports on
the Mike Hughes & Graham Powell workshops, as well as outlining the 2019-20
timetable for the next round of these workshops. Paul Byrne looks at how middle
management might be strengthened in our schools. Claire Kilroy writes about
teacher peer observation, a positive form of CPD that is growing in popularity.
As well as looking at a college engaging with Léargas, we consider some other
schools that can claim our interest: St Andrews College was judged to be the
best Science School in Ireland at the BTYS and we examine how leadership and
initiative all levels of the institution contributed to that award. Audrey Doyle, of
Le Chéile Trust, in a very personal account, champions the strength of the
Catholic school. John Gorman draws on his own experience in the Rosses
Community School to write about ‘school improvement’.
Our Director looks at the implications of Leaving Certiﬁcate subject choices, and
beyond, while Brian Fleming tries to bring some objectivity to the debate about
history and the curriculum.
Derek West, June 2019
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Associate membership will
Assistant Principals access to:

NAPD
President,
KIERAN
GOLDEN

Since it was founded twenty-one years ago,
NAPD has always been committed to
supporting in every sense the senior
leadership team across all the sectors at postprimary level. NAPD continues to stress the
strategic importance of our members in
supporting initiatives in our schools since we
were founded as a professional association.
Our principals and deputy principals are only
too aware of how recent developments have
continued to lead to both role expansion and
intensiﬁcation for us. Running in close tandem
to this are the ever-increasing demands for
more
accountability
and
increasing
compliance for senior management. We need
every support we can get to continue to make
our schools great places for our students to
be in. We cannot and should not do this alone.

OUR MANAGEMENT
STRUCTURES MUST MEET THE
IDENTIFIED NEEDS OF OUR
SCHOOLS
Following the recent 004/2018 circular,
Leadership and Management in our Schools,
our schools have taken the OPPORTuNITY to
involve our teachers and other stakeholders
in looking at the current needs of our schools
and endeavouring to respond to these explicit
needs individually and collectively. This
circular has started the process of restoring
posts in our schools and many of our schools
have made appointments at both Assistant
Principal 1 and 2 level recently. NAPD sees
these appointments as an opportunity to
support your work in ensuring that this model
of distributed leadership as proposed in the
circular remains ﬂexible in order to relate
responsibility to identiﬁed school needs and
remains focussed on improving student
learning and outcomes.

our

Leading 4 Learning Workshops
Assistant Principals Workshops – these may
be held on a Saturday. The possibility of
access to online workshops / webinars
Publications including the Leader Quarterly
and Bulletin and our Very Useful Guides

WHAT HAPPENS NEXT?

NURTURING THE
LEADERSHIP AGENDA
IN OUR SCHOOLS –
LOOKING TO THE
FUTURE
NAPD AND ASSOCIATE
MEMBERSHIP

allow

LEADERS AT EVERY LEVEL
Recent conversations at National Executive
have extended to involve the idea that as
senior leaders in our schools, we must
continue to promote the leadership capacity
with staﬀ at every level in very explicit ways.
These conversations have led us to a place
where National Executive have given a
Working Group the imprimatur to further
explore the idea of Associate Membership for
teachers in our schools who are Assistant
Principals.
It is really important to stress that NAPD will
continue to be a voice for its core members
and we will always respect the sanctity of our
Regional Meetings being a place for Principals
and Deputy Principals to meet. This particular
development is about:
Supporting the ﬁrst priority in our Strategic
Plan by promoting educational leadership at
every level
Supporting the agenda that our post-holders
are leaders of teams around themes that
support the growth of our schools and are not
just managing individual discrete tasks
Supporting the need for professional
collaboration among teachers and other
educators and improving student learning
Supporting the leadership CPD of the leaders
in our schools and nurturing the idea of
succession planning in our schools
Facilitating the opportunity for our teachers
who make things happen in our schools to
meet with other like-minded professionals
Supporting the agenda of attracting and
encouraging high-calibre professionals to
positions in senior management

Emails are being mailed from Head Oﬃce
inviting members to consult with APs and in
this consultation to identify areas of interest
with them. Feedback we have received so far
includes leading and managing teams,
conﬂict resolution just to name a few. The
best CPD is participant-driven and the results
of our surveys will determine the content and
context of our interactive workshops. Please
keep a close eye on our website where you
will see dates and locations of the workshops
in September.
We feel that this is an exciting time for NAPD
and it is with optimism and conﬁdence that we
take this opportunity to respond to the very
real personal and professional needs of our
Assistant Principals in our schools.
I would like to take this opportunity to thank
Cathnia O Muircheartaigh for leading and
managing our Working Group including our
Director, Clive Byrne, Deputy Director, Paul
Byrne, Past-President, Mary Keane, Alan
Mongey, President Elect, Rachel O’Connor,
Michael Cregan and Caroline Garrett. We as
always welcome any comments and
observations that you may have on this
initiative.

WISHING YOU ALL THE BEST
FOR THE SUMMER
I fully appreciate that this last term has been
pretty busy. I remember at the start of the
term trying really hard to break the term into
blocks by trying to break the weeks into bitesized chunks. We all got through the Leaving
and Junior Certiﬁcate practicals, our own
school’s DEIS evaluation, our annual Gradam
Awards, our school play, our school sports,
our end-of-year ceremonies, our graduation
mass and functions, our interviews for teacher
posts and the day-to-day emotional roller
coaster of minding all the children, young
adults and not-so-young adults AND our core
task of learning and teaching.
We deserve and we need a break. Have a
great summer.

Supporting the space for us to have the time
to be Leaders of Learning in our schools
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FROM THE
DIRECTOR’S DESK

Making
those
critical
choices

CLIVE BYRNE

T

he Leaving Cert is almost upon us and, for those hoping to go
on to higher education, the CAO’s change your mind process is
open (until July 1). It provides a window of opportunity for
students to fully settle on their college choices. At key stages of our
lives, we make decisions that impact on the nature of our lives. One
such stage is when students are picking a college course. Students are
now faced with endless options, all seemingly better than the other.
DO SOMETHING YOU ENJOY
People who enjoy what they do tend
to live happier lives. If students aren’t
enthralled by what they are studying,
a genuine learning experience will
start to feel like a chore. They are
ultimately responsible for their
performance in college, and chances
of achieving strong grades are
directly proportional to how much the
subject interests them.
Students will beneﬁt from interacting
with young professionals working in
areas of their interests, as it will give
them a better picture regarding their
options and the various career paths
those courses can lead them to.
Students must use every source at
their disposal, especially guidance
counsellors, as they are best
positioned to ﬁlter out the noise and
give them the insight to make a wellsuited choice.
DIG DEEPER
Don’t judge the course by its title, dig
into the course details while also
keeping in mind the minimum entry
requirements.
Students must also be practical while
looking at prospective colleges and

6

demands reshaping the nature of
work. The labour market is rife with
opportunities and by the time
students graduate, opportunities will
open that they couldn’t envisage
when they started.
PREPARATION IS THE KEY TO
ANY DOOR
The coming months will undoubtedly
be stressful and intense for students.
Apart from sitting for their Leaving
Cert, students will be engaging with
colleges to ﬁgure out the next steps
of their journey towards higher
education.
Colleges will facilitate visits to discuss
the programmes they are considering
to study. Contacting the course
directors of the courses that interest
you is another way to glean a deeper
understanding of those courses.

should factor in all the variables that
can aﬀect life at college like transport,
accommodation, course work, job
security, etc.

Always keep your parents and/or
mentors in the loop; having a support
system is important you make these
important decisions.

While reviews and ratings of courses
online are a great help, there is
nothing better than a personal visit.
Talking to current students and
faculty alike will help them better
understand the intricacies of the
syllabus and visiting the campus will
give them an idea of the atmosphere.
Failing to research every aspect of
the programmes that students plan
to list on their CAO application before
the change-of-mind deadline can be
a grave mistake.

Crucially, once your application is
complete, leave it aside and wait for
the results. Obsessing over the
choices once made is not going to
alter the reality.

Many students end up dropping out
after their ﬁrst year or they fail their
examinations because of partial
research. This can be highly
damaging to their conﬁdence and
can come with grave ﬁnancial
repercussions to both the students
and their families.
It is a student’s skill and aptitude that
determines their learning curve. The
employment industry is rapidly
changing with a barrage of new
technology and unprecedented

Last April, Minister for Education and
Skills, Joe McHugh, released the
Report of the Independent Review of
Career
Guidance
Tools
and
Information. The report examined the
guidance systems in place and
provided recommendations to better
equip the State’s education system in
order to aid young students to realise
their full potential.
The review highlights how excellent
career guidance tools can enhance
and support students as they take
those ﬁrst steps into the outside
world. It also points out how an
insight into the labour market trends
and opportunities can contribute to
young people making better
informed choices.
[REPRINTED FROM The Irish
Independent, 8 MAY 2019]
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FET Symposium 2019
“Towards the FET
College of the Future”
Deirdre Hanamy reports on the
Key-note speakers of the
Symposium, held in Clontarf
Castle on 2 April, 2019.

O

n April 2, NAPD FET held a very engaging and insightful symposium
exploring the future direction of the Irish Further Education and Training
(FET) College. In the context of our rapidly evolving FET landscape, the
symposium proposed the exploration of three key-questions:

n What do you think the Irish FET College of the future should be?
n What changes do you think are required to make this happen?

n What will be the role of the FET College of the future in a uniﬁed tertiary
sector?
The NAPD FET committee was keen to hear responses to these questions, as they
have been championing the development of the new FET sector for many years
and continually promoting the beneﬁts and potential of a properly-resourced
college experience for FET learners.

JOHN WALSHE

Deirdre Hanamy, NAPD FET

John Walshe, the Symposium Chairman, a long standing advocate and supporter
of the FET sector, warmly welcomed the keynote speakers, Carol Hanney, CEO,
City of Dublin ETB, Andrew Brownlee, Executive Director, SOLAS, Dr Justin Rami,
Director of the Further Education and Training Research Centre, Institute of
Education, DCu and Rapporteur, Dr Anne Looney, Executive Dean Institute of
Education, DCu.

KIERAN GOLDEN
He then invited Kieran Golden, President of NAPD to address the delegates who
included many colleague principals, deputy principals, ETB Chief Executives, ETB
Further Education and Training Directors and DES and SOLAS representatives.
Kieran thank the committee members for their ongoing work and acknowledged
the importance of having all the relevant stakeholders in the same room to forge
a pathway towards the FET College of the Future.

DR RORY O’SULLIVAN
Dr Rory O’Sullivan, Chair of the NAPD-FET committee, set the scene and reiterated
the NAPD’s Vision as documented in Realising opportunities – A Vision for Further
Education and Training (NAPD, 2014):

n The creation of a learner-centred, statutorily mandated, strategically planned,
responsive and dynamic college sector as a foundational pillar of a new and
successful FET landscape

n Envisioning a landscape where FE Colleges, as ETB education hubs, will deliver
[a range] of programmes on a year-round basis
Dr Rory O’Sullivan, NAPD FET

Rory noted that there have been signiﬁcant ongoing changes since 2014 and he
referenced the DES Strategy Statement 2019-2021, quoting their commitment to
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‘increase the alignment of higher education and further education and training to
achieve a more integrated tertiary education system’. This is a very welcome
commitment and Rory outlined the opportunities and challenges of uniﬁed
Tertiary Sector. Clearly this initiative aﬀords the opportunity to designate clear
boundaries between FET and HE provision. To address the challenges requires
‘proper investment and recognition of the FET sector so that a clear pathway can
be communicated to the general public outlining the purpose and beneﬁts of the
FET sector’.

CAROL HANNEY
The current work of the FET sector and its past and present signiﬁcant contribution
to delivering a more socially inclusive society was raised by Rory and further
developed by Carol Hanney, CEO, City of Dublin ETB. Carol spoke about the
diverse range of FET provision and the need for this provision to continue,
however, she emphasised the need to take a strategic approach to the integration
of the services (College of Further Education, Training Centres, Youthreach
Centres, Adult Education Centres, Workplace Learning and Online Learning).
Good models of uniﬁed Tertiary Education systems exist in Europe and New
Zealand and she suggested that we can learn from these models. In developing
such a FET College, it would be important to build on the strengths of the existing
entities. There has been commentary recently about the diﬃculties presented by
FET Colleges operating in a second-level funding and staﬃng model (McGuinness
et al., 2018; SOLAS, 2017). While acknowledging there are challenges, she is of the
view that an important ﬁrst step would be to establish a FET College as a
legal/regulatory entity separate from a post-primary school.
Carol Hanney, CE, CDETB

ANDREW BROWNLEE
Andrew Brownlee, Executive Director, SOLAS, reiterated the incredible journey
since the Further Education and Training system was established in 2013. This
encompassed the launch of the Action Plan on Apprenticeships & Traineeships
in 2016, and the appointment of the first ETB Directors of FET. In 2017, SOLAS
published its Corporate Plan with FET system targets and, in 2018, its response
to the findings of the Evaluation of the National Post Leaving Certificate (PLC)
Programme. Strategic Performance. Agreements were established between
SOLAS and the ETBs. Andrew stated that SOLAS now has a framework in place
for a strategic and integrated further education and training system, however,
at the same time acknowledging the challenges to be faced in formulating the
next Further Education and Training strategy 2020-2024 in order to achieve the
6 core FET targets:
1. Supporting Job Creation
2. Learning Pathways
3. Active Inclusion
Andrew Brownlee, Solas

4. Lifelong learning and workforce upskilling
5. Meeting Key Skills Gaps
6. New Models of Delivery
Andrew concurred with the other speakers, emphasising the need to
communicate a clear understanding of the role of the FET college of the future
within the wider tertiary system and perhaps an enhanced role in promoting the
value of vocational education in second-level education. In summary he
concluded that a FET college of the future should mean:
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n To learner support

n A clear role and ambition for FET within a wider tertiary education context
n A more integrated approach to delivery at Levels 5 & 6

n A simpliﬁed programme structure making FET more accessible for potential
learners a more consistent approach

DR JUSTINE RAMI
Dr Justin Rami, Director of the Further Education and Training Research Centre,
Institute of Educations started by brieﬂy reviewing Ireland Educational journey
and supporting policies since the 1950, noting that 2017 marked the 50th
anniversary of the introduction of free education, one of the most important policy
changes since the foundation of the State. He acknowledges that FET had never
been deﬁned and suggested many reasons, in line with international policy, why
it is now important that we deﬁne the FET sector:

n Ageing population

n Precarious work (LMu for the EC: 2012)
n Globalisation

n Technological & Digital advances

n Increased educational attainment

n Fluctuations in employment levels - Job and wage growth (lower paid jobs)
(Eurofound:2017)
n Rise of the ‘Gig’ economy (NERI: 2017)
Dr Justin Rami, Director FETRC, DCU

n Lifelong learning rates in Ireland <7% - Eu average 11% - Irish Target 15%
n Lifewide Learning

He also referenced recent reports such as the SOLAS Response to the Findings
of the Evaluation of the National Post Leaving Certiﬁcate (PLC) Programme in
January 2018 and the draft High-Level Mid-Term Review of the Further Education
and Training Strategy 2014-2019 in January 2018 which shows that Ireland is
currently pursuing an evidence-based strategic approach to developments in
further education. He then addressed what a FET college of the future should
represent:

n The 4th Educational Pillar

n Part of a clearly articulated integrated tertiary education system
n Lifewide learning – ability to move sideways as well as ‘up’
n Flexibility in delivery

n An integrated approach to guidance

n Tailor-made pathways (eg: Scotland, New Zealand)
John Walshe, Symposium Chair

n Equality of opportunity

But he did acknowledge ‘Colleges of Further Education within the 2nd level
system’ as one of the biggest challenges that policymakers must address and
quoted that ‘Any reforms , experts agree, will have to focus not just on changing
the curriculum, but also the points system operated by universities. It may be
administratively easier to operate for colleges, but the pressure caused by
competition for points linked to high-stakes exams would likely undermine any
well-intentioned reforms’. (O’Brien, The Irish Times, 2017)
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The symposium was very well-attended

David Forde takes up the
lively discussion that formed
the symposium with
delegates

These engaging addresses were followed by opportunities to explore the three
key questions that framed the symposium. John Walshe encouraged all delegates
to consider the questions with their colleagues, and in the subsequent sharing, a
remarkably consistent range of themes emerged.

WHAT DO YOU THINK THE IRISH FET
COLLEGE OF THE FUTURE SHOULD BE?
Delegates shared a view that the concept of the College is extremely important,
and is understood and valued by the wider community. They noted the potential
to further the recognition of the College network as regional hubs for Further
Education and Training. There was a clear sense that the transformed College
model will have great value as a ﬂagship for the whole Further Education and
Training sector, and that the wider learner experiences of a college course are
transformative, going far beyond the basic acquisition of a qualiﬁcation. Speakers
noted that the provision of college-based guidance, and wider holistic
opportunities and supports, helps students develop a much-needed range of
broader skills, essential for work and progression.

David Forde, NAPD FET

Many speakers noted the need for much greater diversity in delivery model –
expanding the oﬀer beyond the largely single mode of full-time PLC, to include
a range of ﬂexible programme types. Whilst some colleges do oﬀer alternative
programmes – Apprenticeships and Traineeships to name but two – the funding
rules simply don’t allow this to happen, and these exceptions are examples of our
‘creative ﬂexibility’ in making things happen in spite of the rules. This serves only
to reinforce inconsistency in the national oﬀer, and it was felt that colleges must
be enabled to oﬀer programmes that are ﬂexible and promote engagement by
the widest range of students. At its most sophisticated, a new comprehensive
college provision could oﬀer students alternatives to traditional linear progression,
and instead tailored, ﬂexible credit-based opportunities for work-based learning,
upskilling and reskilling, returning to education and so-forth – in short, a
comprehensive Lifelong Learning oﬀer .
Almost inevitably, duplication of courses across the Further Education and
Training network was aired, though it is acknowledged that eﬀorts are being made
to streamline this. The relationship of individual colleges to their neighbouring
Further Education and Training provision is nuanced, varying according to the
context of the institution – those in ETBs with very-established training centres,
those that aren’t, and those colleges that are independent of any ETB. It was
acknowledged that better use of resources is surely possible through better
alignment of provision. This debate was closely followed by a desire to have the
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means to create meaningful engagement with employers, and to move beyond
work experience and into the world of work-based learning.

WHAT CHANGES DO YOU THINK ARE REqUIRED
TO MAKE THIS HAppEN?
Our second symposium question seemed initially to challenge delegates – much
of the dialogue centring on the ﬁrst and third questions, with an apparent reticence
toward the second. John Walshe skilfully steered delegates back to this central
question, and the ideas and view were multitudinous, and passionately expressed.

Cecilia Munro, Principal,
Ballyfermot College of Further Education

For practically every delegate, a move from the Second-Level School funding
and operational model is an imperative. Probing further, this means
acknowledging the need for a diﬀerent resourcing model, with diﬀerent staﬃng
and leadership structures for the more intense administrative demands, and
diﬀerent programme delivery approaches. Delegates spoke of the obvious
paradox in running FET programmes whilst still bound by circulars that are
appropriate for secondary schools but are at best irrelevant and at worst
inoperable in the college context.
Similarly, leadership posts – however welcomed in their return – are a not-quiteperfect ﬁt to the diﬀerent needs of the college context. The funding rules for the
PLC programme are an over-riding concern – how can colleges be expected to
engage with alternative provision types if there is no pro-rata allocation (or cold
hard cash) to support this work? A strategically planned capital resource
mechanism is also high on the needs list.

Tom Lowry, Principal,
Moate Community School

Angela Lambkin,
QQI

The question of the suitability teacher of the contract was raised, and NAPD FET
has always been clear that the teacher contract is not the inherent issue, valuing,
as we do, a well-qualiﬁed and regulated teaching profession as central to the
esteem and quality of the Further Education and Training sector. Instead we
recognise a need for additional complementary roles – such as Employer
Engagement, Work-Based Learning and Assessment, MIS and Examinations,
Technical Support to name a few – that support the work of teachers, such that
teachers can be the leaders of teaching, learning and assessment that are so
crucial to the success of Further Education and Training. Colleges are excited by
the opportunity to engage with new provision, but without the diversity of
resource, this opportunity remains out of reach and its potential unrealised.
Achieving a new resourcing model that reﬂects the breadth of the work that
colleges can and could do, and keeping this model suﬃciently agile to respond
to emerging needs, will require real determination and imagination, but is essential
for any progress.
A myriad of other important issues was identiﬁed – guidance supports, supports
for students with special or additional needs, teaching council status for industry
experts, the long-standing dual Level 6 anomaly, student support grants (SuSI)
rules and many more. The common thread is the need to acknowledge the
diﬀerences that exist, whatever their historic origin, and to seek a better, more
equitable and ﬁt-for-purpose rubric for the future. As an over-arching theme, the
esteem and recognition of the Further Education and Training College, its students
and staﬀ, and indeed the whole Further Education and Training sector was
passionately expressed by many delegates. until Further Education and Training
– of any sort – is marketed, explained and understood as of equal value to other
(and especially Higher) Education, the sector will always be on the back foot.
Whilst progression league tables, whatever their ﬂaws, remain a driver for schools,
Further Education and Training will suﬀer, and the sector needs collectively to
reach out to parents, guidance counsellors, and school communities to advocate
for the FET College Experience. Programme labels like PLC, Apprenticeship and
so on serve perhaps to confuse rather than celebrate Further Education and
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Training, and a concerted eﬀort to market and champion the sector – and the
colleges in particular – is of pressing importance

WHAT WILL BE THE ROLE OF THE FET COLLEGE OF THE FUTURE
IN A UNIFIED TERTIARY SECTOR?
The delegates were amply able to express what the role of the ‘Future College’
might be, and there was a great sense of opportunity and excitement about what,
given appropriate and considered change, might be realised.

Tom Boland,
BH Associates

Ensuring every learner in every community has potential to achieve is a commonly
held mission, as is the opportunity to present a dynamic, visible and lively ‘shop
front’ for Further Education and Training. Delegates articulated a clear vision of
regionally accessible colleges with ‘occupational teaching done well’, supported
by a wider range of staﬀ achieving the full added-value potential of Further
Education and Training. As NAPD FET has championed for many years, delegates
saw great value in the growth experience of learners in FE colleges on their
journeys to work or Higher Education. Countless productive models exist
elsewhere, and we have great expertise ourselves – ideas abound, such as a 2 +
2 model to Degree level qualiﬁcations, starting with two years in college and
completing with two years in Higher Education.
Further Education and Training Colleges - or whatever we come to call them should be able to take their place alongside, rather than in the shadow of, their
Higher Education neighbours, and Further Education and Training should be able
to stand on its own two feet. By facilitating colleges to change in a productive,
strategically directed manner, and enabling enhancement such as direct work
with industry, the quality of experience and outcome for our learners can only
improve. One brave voice sounded a note of possibly contradictory caution in all
this optimism – what might be lost if we lose our secondary school status? Of
course, we know that we have to seek change, but we must also be mindful for
the quality and status of a statutory and regulated institutional model. Change
ought not mean making things worse – NAPD FET is of course keenly aware of
this, and in seeking change we are determined to build upon, rather than erode,
the achievements, status and ethos of our colleges.

Dr Anne Looney,
Symposium Rapporteur

Further Education and Training in Ireland is on an incredible journey, and much has
been achieved since 2014, when NAPD FET launched Realising Opportunities. Systemic
change takes time, and we are now at a point where the purpose and potential of
colleges can be explored, enhanced and realised. NAPD FET will champion this
discourse and is committed to supporting the evolution of colleges so that they stand
as beacons of best international practice, and will enable our students to achieve the
best outcomes that Further Education and Training has to oﬀer.
To conclude the Symposium, Rapporteur, Dr Anne Looney, Executive Dean
Institute of Education, DCu very eloquently and succinctly conﬁrmed that what
she was hearing was ‘the need to deﬁne the FET sector and give it parity of esteem
with HE’. She also noted that government must ‘stop sticking on new systems to
existing systems’. She did, however, acknowledge the local and organic evolution
and nature of the FET provision and stressed that ‘national strategy must not kill
local provision’. Anne noted that we must consider above all how we sell the
proposed new system and change the hearts and minds of the Irish People.

Brian Mooney,
Guidance Counsellor & columnist for
The Irish Times

12

The level of stakeholder engagements at this symposium reﬂects the urgency to
ﬁnally establish and resource the ‘FET College of the Future in a uniﬁed tertiary
sector’. The NAPD-FET committee members now look forward to participating in
the consultation phase of the next SOLAS Further Education and Training Strategy
2020-2024 in order achieve this objective, and to champion the development of a
world-class Further Education and Training College network in Ireland.
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A VISION FOR THE FET
COLLEGE OF THE FUTURE
Dr Rory O’Sullivan, NAPD FET, and
Clive Byrne, Director, NAPD
This Working Paper was presented to delegates at the Symposium, by way of an
introduction to the theme of the event

T

he National Association of Principals and Deputy
Principals (NAPD) is the professional association for
all Principals and Deputy Principals in Post Primary
schools and Further Education and Training (FET) schools
and colleges in Ireland. The NAPD-FET committee
represents Principals and Deputy Principals from the FET
schools and colleges in Ireland under the auspices of the
three managerial bodies, ETBI, JMB and ACCS. Established
in 2000, this committee has represented NAPD on many
national working groups and committees involved in FET.
In addition, the Chair of NAPD-FET is a member of the NAPD
National Executive and works with the Executive in
addressing FET issues as they aﬀect Principals and Deputy
Principals in their role in leading and managing their schools
and colleges.
This Working Paper is based on the collective experiences
and knowledge of Principals and Deputy Principals who are
involved in delivering many diﬀerent FET programmes such
as:

n Apprenticeships (Pre and Post 2016)
n PLc Programme
n Traineeships
n SkillsETB
n BTEI

n vTOS

n Adult Education – part-time night provision
n Market Activation Programmes

NAPD-FET schools and colleges have been catering for a
diverse range of learners on the above programmes for
many years.

n Direct entry from second level schools

n Direct entry from the senior cycle at special national
schools
n Direct entry from Youthreach centres
n Recently unemployed

n Long-term unemployed
n Those up-skilling
n Those retraining

n Those seeking employment
n Part-time Night Students
n Graduates

n International students

n Those who do not thrive in HE and revert to FET
n Mature learners

n Early retirees who are seeking a career change
n Those seeking a change of career
EvOLvING POLIcY LANDScAPE
Since 2010, Further Education and Training (FET) in Ireland
has undergone enormous change. The ﬁrst four years of this
period focused on putting the building blocks in place for
the
development of a new sector of the Irish education system.
A single Skills Division was created for the ﬁrst time in the
renamed Department of Education and Skills (DES) when it
assumed policy responsibility for training. The
amalgamation of the VECs and the disbandment of FÁS
resulted in the establishment of the Education and Training
Boards (ETB). A new national agency to coordinate policy
and funding for the FET Sector, SOLAS, was also
established. The employment services function of FÁS was
transferred to the Department of Social Protection from
which the INTREO service emerged. A single national
agency for qualiﬁcations and quality assurance, Quality and
Qualiﬁcations Ireland (QQI) was established in 2012. By the
end of October 2013, when SOLAS opened its doors, the
institutional triangle of FET - SOLAS, the ETBs, and QQI was in place. In May 2014, the ﬁrst ever national FET
Strategy was launched which presented ‘a roadmap and
implementation plan to realise the vision of a world-class
integrated system of further education and training in
Ireland’ (SOLAS, 2014, p.3). The last four years focused on
evaluation and implementation.
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A particular feature of this period has been the policy and
institutional convergence of FET and Higher Education (HE).
This convergence process has its foundations in the
developments in relation to qualiﬁcations and the National
Qualiﬁcations Framework in the late 1990s and 2000s. In
recent times, this convergence has become apparent in the
establishment of a single division in the DES for Higher and
Further Education and Training Policy, as well as the
strategic engagements between the SOLAS, QQI and the
ETBs.
Speaking at the ETBI Conference in 2018, Dr Padraig Walsh,
CEO of QQI, in referring to the obligation of ETBs in relation
to Quality Assurance, stated that “the development,
compliance and reporting responsibilities of the ETBs are
now commensurate with those for higher education”
(Walsh, 2018). Indeed, in its recent Statement of Strategy,
QQI stated that the ETBs would be subject to an Institutional
Review model similar to the CINNTE model that applies to
the Institutes of Technology (QQI, 2018). This is in line with
the ambition to see ETBs assuming Delegated Authority.
Similarly, the Strategic Performance Agreements
concluded recently between SOLAS and each ETB, were
based on the model used for similar agreements between
the Higher Education Authority and the third-level
institutions.
As the new FET landscape is emerging, NAPD is of the view
that a universal Design (uD) approach to the design of the
new FET system would be optimal. universal Design and
universal Design for Learning (uDL) approaches focus on
the interaction between person and environment (physical,
psychological, technological and social) and represent the
highest expression of person-centred planning philosophy
(Bencini, Garofolo, and Arenghi, 2018). Recent
developments have highlighted an increasingly complex
array of environments, both internal and external, in which
FET Colleges currently operate. The growth in
apprenticeships and traineeships, as well as the increasing
engagement between FET Colleges and employers in
relation to PLC Courses, have resulted in the venues in
which FET learning occurs expanding to include the FET
College, the workplace, and online. This increasing diversity
of learning venue, combined with the diversity of sectors of
the economy, and size of companies, presents a highly
complex set of external environments in which the FET
Colleges must engage. The external environment also
includes the higher education sector and the local INTREO
oﬃces.
Just as the range of environments is complex, so too is the
diversity of students accessing FET programmes. The
numbers presenting with a variety of health or learning
conditions has increased in recent years. In particular,
psychological conditions are placing a strain on a system
that is poorly resourced. Placing the diversity of students
and their complex range of abilities and vulnerabilities in the
mainstream of FET provision, rather than as a “reasonable
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accommodation” after the fact is a key priority for NAPD.
Therefore, the FET sector requires planning of the physical,
virtual and social environments that maximises support for
learners with diverse physical, linguistic, cognitive, and
learning preferences. In particular, mainstreaming a student
support infrastructure, which appropriately reﬂects this
diversity, is crucial to the ETB’s and FET College’s capacity
to meet the needs of all students.

LOCATING THE FET COLLEGE IN THE SKILLS
FORMATION LANDSCApE
In seeking to arrive at a vision for the FET College of the
Future, it would be important to situate this new entity within
the macro-, meso-, and micro-levels of this landscape.
Government departments (DES, DEASP, and DBEI) and the
executive agencies (HEA, SOLAS, and QQI), for example,
populate the macro-level. The meso-level consists
primarily of the ETBs and the higher education institutions
(HEI), with the FET Colleges being located at the microlevel. Change at one level will necessitate corresponding
change at the other levels. Indeed, the recent programme
of reforms in both FET and HE, in addition to the
aforementioned convergence processes, have highlighted
a number of areas where the desired degree of
synchronisation between the various elements has yet to
be achieved. For example, with FET Colleges now
occupying the space originally the domain of the Regional
Technical Colleges, and now the Institutes of Technology,
the duplication of provision at level 6, and in many cases,
level 5, is a source of tension between the two sectors. In
addition, the persistence, since 2003, of two sets of awards
at level 6, one for FET and one for HE, is an issue that needs
attention. A further area, which has come to the fore, is the
progression of FET graduates through the CAO system into
HE programmes. While national targets have been set in
this area, the lack of consistency and transparency persists
and also requires attention. The work of the FET2HE Project
could make a helpful contribution to this particular
discussion.
The establishment of the ETBs resulted in the
amalgamation of the suite of programmes previous
provided separately by FÁS and the VECs. Currently, SOLAS
funds 26 diﬀerent FET programmes. There is a clear
opportunity for rationalisation of the programmes yet to be
realised. One approach could be to use the four categories
of course type:

n Initial FET: for people starting or restarting a career
e.g. PLc, Apprenticeship, Traineeship, Speciﬁc Skills
Training

n continuing FET: for people in employment e.g. Skills
to Advance
n Activation FET: - for people recently employed and
close to the labour market, e.g. Springboard

n Developmental FET: for people who are a distance
from the labour market, and perhaps, long-term
unemployed, e.g. adult education
The importance of strategic engagements with
stakeholders has been highlighted as an issue of strategic
importance for the FET sector. In particular, ongoing
engagement with employers to ensure that FET
programmes are aligned with the needs of the labour
market is central to the strategic development of FET. The
nine Regional Skills Fora, the National Skills Council, the
Expert Group on Future Skills Needs, and the SLMRu are
signiﬁcant resources in identifying sectors of the economy
where skills development is needed. A focus on enhancing
such engagements is also pertinent in the context of the
current consultation process being conducted by QQI in
relation to Assessment Policy. There would appear to be a
body of opinion in favour of moving towards a more
programme-based approach to assessment rather than
module by module, which is currently the predominant
mode. A programme-based or competence approach
requires enhanced engagement with the employers as this
would involve assessments taking place in the workplace.
The maturation of the relationship between ETBs, the FET
Colleges and the INTREO oﬃces continues to bear fruit. As
the economy improves and unemployment levels fall, this
engagement is being recalibrated to focus on people
whose skills are a distance from that required in the labour
market through dedicated and focused course provision.
Equally, the skill needs of those in employment is gaining
greater attention through, for example, the ‘Skills to
Advance’ programme.

AN ETB ECOSYSTEM FOR FET pROVISION
(O’SULLIVAN, 2018)
As the recent reforms become more embedded, and the
strategic direction for FET has become more apparent
through the strategic engagements between ETBs and both
SOLAS and QQI, the shape of the future skill formation
landscape is beginning to emerge. The strategic and
governance demands being placed on ETBs and FET
Colleges continue to converge with those of HE. However,
the contractual and regulatory boundaries within which
ETBs and FET Colleges currently operate have resulted in
capacity deﬁcits in relation to meeting these demands. FET
Colleges, as post-primary schools, are also subject to
legislative change that eﬀect the post-primary sector
including Child Protection and the Schools Admission Bill
2016. This represents a signiﬁcant corporate risk. Indeed, the
success of macro-policy is dependent on local capacity to
implement.
Building capacity within the ETBs will be of particular
relevance when the issue of delegated authority to issue
awards at ETB level reaches the top of the agenda.
However, higher education institutions tend to be

geographically clustered on a small number of sites. By
contrast, FET provision within the ETBs is more
geographically dispersed. Consequently, any increase in the
non-teaching staﬃng capacity of ETBs would require a
diﬀerent approach to that of higher education.
One of the persistent features of FET provision is its
fragmented nature. Siloed programmes result in islands of
activity that operate in isolation from, as well as alongside,
other programmes. This has also led to a programme
speciﬁc approach in the policy discourse relating to FET.
Similarly, the resourcing model for FET continues to be
programme speciﬁc. Rather than continuing to examine FET
provision on a programme basis might it be more
productive to focus on the infrastructure for FET provision.
Within each ETB is an existing network of geographically
dispersed sites, in particular the FET Colleges, which are
already engaged in FET provision. If the strategic focus
were on the development of this infrastructure, the capacity
of each ETB would increase to a point where the success
of macro FET policy would be more assured. The
establishment of the ETBs resulted in an organisation that
consists of a variety of types of FET centres – FET Colleges,
Training Centres, Youthreach Centres, VTOS Centres, Adult
Education, etc. Currently, the staﬃng model is programme
based and focuses on the centre. Such an approach does
not account for the increased level of student support
required or the level of administration and governance
required to meet the demands of the changed landscape
at both the meso- and micro-levels. However, given the
new demands being placed on ETB FET provision, perhaps
a diﬀerent, more ﬂexible approach is needed.
FET Programmes are essentially a set of rules that govern
their approval, funding and staﬃng aimed at addressing a
particular policy objective. These rules and objectives can
change over time in response to the changing policy
landscape. The PLC programme, for example, was assigned
an activation objective at the beginning of the recession that
it never had in the past (Sweeney, 2013) Indeed, the
Sweeney report was critical of the PLC programme in the
activation of the unemployed despite the fact it was not
designed as an activation measure. The diﬃculty in this case
was that the policy objectives of the programme changed
but the provision infrastructure did not. This situation
highlights a key issue to be addressed in relation to FET
provision in the future. By continuing to focus the policy
discourse and the funding model on a programme at the
expense of the FET provision infrastructure the outcomes
of FET provision are likely to diminish over time as the
inevitable capacity deﬁcit increases. Increasing the capacity
of the ETBs for the immediate and future demands of FET
provision will necessitate the development of a ﬂexible
infrastructure that can accommodate the provision of a
range of FET programmes. Given the constantly changing
nature of the FET policy context, this ETB infrastructure
would need to be ﬂexible enough to respond to this
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constantly changing environment. In other words, the ETB
could be viewed as a FET provision ecosystem. Such a
perspective would be consistent with a universal Design
approach with a holistic focus on the interaction between
the learner and the environment. Investing in this ecosystem
will build the local capacity thereby increasing the
likelihood of success for macro-policy outcomes.
Figure 1 outlines a possible model for an ETB FET
ecosystem. The ecosystem model proposes a layer of
support units between the ETB Head Oﬃce and the FET
Centres. In this model, the non-teaching staﬀ supports
would not be concentrated solely in the FET centres. There
could be a blend of staﬀ in the various support units as well
as a coordination/liaison type role in the centres. Equally,
as an ecosystem, this ETB FET provision infrastructure could
adapt to the needs of the changing policy landscape. For
example, during a recessionary period when
unemployment is high, the ecosystem could be
“recalibrated” to respond appropriately. Equally, during
times of economic growth, the ecosystem could be
“recalibrated” towards, for example, increased provision for
people in employment. Based on economies of scale, this
ecosystem model could apply collaboratively to a number
of adjacent ETBs.
The Student Supports Services unit could include a
coordination role for Career Guidance and Learning
Supports, including psychological services. The Teaching,
Learning and Assessment Development unit would
coordinate the development of the Technology Enhanced
Learning (TEL) Strategy as well as teaching, learning and
assessment methodologies. Strategic Partnerships unit
would include Employer and Enterprise Engagement,
Stakeholder Engagement, and Education Partners in
Erasmus+ projects, for example. The Quality Performance
and Evaluation unit would coordinate the QAS for the ETB.

Education and
Training Board

Student Support
Services

Teaching,
Learning and
Assessment
Development

Strategic
Partnerships

Quality
Performance and
Evaluation

FET Centre
College of Further
Education

FET Centre
Training Centre

FET Centre
Youthreach
Centre

FET Centre
Adult Education
Centre

Figure 1: The ETB FET Ecosystem
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This would include quality improvement plans as well as
quality monitoring and institutional reviews. This unit will be
vital to the achievement of Delegated Authority status from
QQI to make awards.
The ecosystem model of ETB FET provision (see next page)
could also provide much needed supports to non-FET
provision within the ETB. Indeed, the option for non-ETB FET
provision to perhaps “purchase” supports from such a
system may be open to consideration.

FET COLLEGE OF THE FUTURE
NAPD welcomes the opportunity to contribute to the
national debate on a vision for the FET College of the
Future. Indeed, NAPD has made a signiﬁcant contribution
to this debate with the publication of its vision document in
2014, Realising opportunities – A Vision for Further Education
and Training (NAPD, 2014). Based on the landmark
institutional presence of the network of FET Colleges
already within the ETB regions, NAPD stated a vision in 2014
of

“…the creation of a learner-centred,
statutorily-mandated, strategically
planned, responsive and dynamic college
sector as a foundational pillar of a new
and successful FET landscape” (p.35).
The document elaborates further by stating:

“Colleges envision a landscape where FE
colleges, as ETB education hubs, will
deliver [a range] of programmes on a year
round basis” (p.10).
In developing such a FET College, it would be important to
build on the strengths of the existing entities. Indeed, NAPD
is of the view that the level of change required would be
relatively modest. There has been commentary recently
about the diﬃculties presented by FET Colleges operating
in a second-level funding and staﬃng model (McGuinness
et al., 2018; SOLAS, 2017). While acknowledging there are
challenges, NAPD is of the view that an important ﬁrst step
would be to establish a FET College as a legal/regulatory
entity separate from a post-primary school. Currently, all
FET Colleges are recognised post-primary schools with an
oﬃcial roll number and are FET Colleges in name only. The
ﬁrst digit of the roll number identiﬁes the particular postprimary sector – 6 is for Voluntary Secondary Schools, 7 for
ETB Schools, 8 for Comprehensive Schools, and 9 for
Community Schools. Creating a designated separation may
be a simple as creating a separate set of roll numbers for
FET Colleges, perhaps starting with the digit 5. This would
facilitate the separation within mixed provision settings.
Namely, the current roll number for the mainstream postprimary provision, and a second roll number, which could
essentially be the current number with the ﬁrst digit

changed to a 5. This would, at the very least, create a
separate administrative entity called a FET College.
The teacher contract is often quoted as problematic for FET.
However, NAPD is of the view that a vital part of the current
FET sector is the cohort of professional teachers. The
teachers provide excellent service in terms of planning,
teaching, learning and assessment. NAPD values a qualiﬁed
and regulated teaching profession and views this as
essential to the esteem and success of the whole FET
sector. However, there does remain a number of serious
issues in relation to the industry-specialist tutor positions,
which the NAPD-FET Committee will be available to discuss
further.
While valuing the cohort of professional teachers in FET,
the duties carried out by post-primary teachers in an FET
setting are diﬀerent to those in a mainstream post-primary
school. The parties to Conciliation and Arbitration accepted
this in the 2008 Agreement that could not be implemented
at the time for ﬁnancial reasons. However, the fact remains
that the need for the stipulation of diﬀerent duties was
accepted. The duties identiﬁed in 2008 would need to be
revisited given the signiﬁcant changes that have taken place
in the interim. However, NAPD is equally aware that many
of the wider requirements of the operation of a FET College
are not inherently comprehended within the teaching role.
Teachers should be doing what they do best – teaching and
assessing – and not unnecessarily diverted to other tasks
because there is no one else to do them. Indeed, this point
was echoed by Dr Padraig Walsh, CEO of QQI, when he said:

“This [addition governance requirements]
shouldn’t have to mean greater diversion
of teachers from frontline teaching, as the
current burden of administrative work is
already doing this, but a move towards a
more balanced mix of administrative and
teaching staff across the sector” (Walsh,
2018).
In order to facilitate year-round delivery, the total number
of hours taught by a teacher could be annualised. The use
of the hours could be negotiated locally within nationally
agreed protocols. This would facilitate such developments
as semesterisation, summer provision, as well as evening
and weekend programmes. The introduction of a more
ﬂexible approach would facilitate an increased capacity for
employer engagement and could be attractive to some
teaching staﬀ.
However, the development of year-round provision and all
of the new demands being placed on ETBs and FET
Colleges would require a ﬁt-for-purpose middle
management structure, as well as the employment of
specialist education administrators. “Tweaking” the current
post-primary post of responsibility scheme will not work.

previously, is programme based. This has led to a siloed and
fragmented situation with regard to funding. NAPD favours
a more integrated funding model based on the full-time
equivalent student (FTE) model. under this approach, parttime, on-line, and blended learning enrolments can be
calculated as a percentage of a full-time student. This
would allow for the provision of a middle management
structure based on the total enrolment in the FET College
rather than based solely on the PLC enrolments.

CONCLUSION
This document has been deliberately described as a
Working Paper. It represents the current thinking of the
NAPD-FET Committee in what is an on-going debate in
which we are pleased to participate. Members of NAPDFET continue to be available for discussions and to
contribute constructively to the continued development of
the FET Sector in Ireland.

REFERENCES
Bencini, G.M., Garofolo, I., and Arenghi, A. (2018).
‘Implementing universal Design and the ICF in Higher
Education: Towards a Model that Achieves Quality Higher
Education for All’, in Craddock, G., Doran, C. McNutt, L. and
Rice, D. (Eds.) Proceedings of the Conference on Transforming
our World Through Design, Diversity and Education (pp. 464472). Dublin, Ireland: Dublin Castle.
McGuinness, S., Bergin, A., Kelly, E., McCoy, S., Smyth, E.,
Watson, D. and Whelan, A. (2018) Evaluation of PLC
Programme Provision. Research Series Number 61. Dublin:
ESRI.
NAPD (2014). Realising Opportunities – A Vision for Further
Education and Training. Dublin: NAPD.
O’Sullivan, R. (2018). Towards an ETB Ecosystem of FET
Provision – From Strategy to Implementation. In Mooney, B
(Ed.), Ireland’s Yearbook of Education 2018-2019 (pp.254-259).
Dublin: Education Matters.
QQI. (2018) Statement of Strategy 2019-2021. Adding Value to
Qualiﬁcations. Dublin: QQI.
SOLAS. (2014) Further Education and Training Strategy 20142019. Dublin: SOLAS.
SOLAS. (2017) SOLAS Response to the Findings of the
Evaluation of The National Post Leaving Certiﬁcate (PLC)
Programme. Dublin: SOLAS.
Sweeney, J. (2013). A Strategic Review of Further Education
and Training and the Unemployed. A review undertaken for the
Department of Education and Skills. Retrieved from
www.education.ie.
Walsh, P. (2018) ‘Who is responsible for quality in FET?’
Annual Conference of Education and Training Boards Ireland.
Naas, Co. Kildare, Ireland, 26-27 September.

And ﬁnally, the funding model for FET, as mentioned

17

Leader Quarterly – Spring 2019

ONE GOOD ARGUMENT FOR
STAYING PUT IN EUROPE!
Breda Lillis, Deputy Principal at Blackrock Further Education Institute [BFEI], wants to share her
enthusiasm for the learning opportunities abroad aﬀorded to her Further Education students and
teaching colleagues, through Erasmus Learning + and to encourage other institutes and colleges to
consider signing up for one of the schemes.

BFEI’s IT students who completed a
2-week work experience placement in
Utrecht: (left to right) Jack Landy,
Rajendr Singh, Evan Doyle,
Seán Óg Durack Monks, and Cian Cusack.

F

irst there was utrecht, then Athens and ﬁnally Tenerife!
It’s truly been an international year for Blackrock Further
Education Institute whose staﬀ and students have
successfully participated in three Erasmus+ mobility projects.
Five of our Information Technology students have recently
returned from the beautiful city of utrecht in the Netherlands,
having successfully completed a mandatory two-week work
experience placement as part of their QQI level 5 major award.
Working with our partner, ROC Midden, the students who are
currently studying Games Design and Development, Computer
Science and Web Design and Digital Media, were assigned to
Success Media, a digital media company. During their
placement Cian, Jack, Rajendr, Evan and Seán Óg were given
an opportunity to practice and develop their web authoring and
design skills. They also enjoyed developing their word press
and search engine -optimisation skills. And when work ended
at 5pm each day, there was plenty of opportunity to explore
the cultural and social aspects of this very vibrant city. Cian
Cusack described it as the “best experience of my life” while
Jack Landy reported that the “whole experience has given my
conﬁdence a huge boost”. Evan Doyle wisely advised that “any
student who gets the opportunity to participate in
Erasmus+ should take it”.
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While our students were gaining valuable work and life
experience in utrecht, eight of our teachers ﬂew to Athens,
Greece, for a two-day visit to the Further Education Institute,
IEK Glyfada, to explore the theme of Collaborative Learning
and Assessment.
During the visit, our teachers learned about the structure of the
Greek Further Education sector and explored with their Greek
colleagues the advantages, obstacles to and diﬃculties of
collaborative learning. A visit to the Acropolis, an ancient citadel
located on a rocky outcrop above the city of Athens which
contains the remains of several ancient buildings of great
architectural and historic signiﬁcance, was one of the cultural
highlights of the trip for all participants.
Our ﬁnal mobility project for 2018/19 involved six of our
second-year beauty therapy students who spent three weeks
working in four- and ﬁve-star spas and salons in the Playa de
Las Americas region of sunny Tenerife in March. For Amy,
Aislinn, Sarah, Nicole, Alisha and Erica, this Erasmus+
experience has been the adventure of a lifetime! While the girls
were very busy by day providing beauty and body treatments
including manicures, pedicures, facials and body massage,
there was also lots of opportunity during days oﬀ to explore
the island, take a dip in the ocean or relax by the pool.

BFEI’s Beauty Therapy
students who completed a
3-week work experience
placement in Tenerife:
(left to right)
Alisha Cannon,
Aislinn McNicholl,
Nicole Kavanagh,
Amy O’Kane,
Erica Cairns and
Sarah Golden

Léargas, as the National Agency for supporting international
exchange and collaboration, provided the funding to cover the
cost of ﬂights, accommodation, and day-to-day living expenses
for all participants. They also hold workshops to help
organisations ﬁnd suitable European partners and to assist with
the application process as well as seminars to assist with
managing mobility projects.

they had represented Blackrock Institute on the European stage
and wished them every success for the future as they commence
full time employment or progress to third level education.

The impact of the Erasmus+ experience for our students has
been extremely positive. They have thoroughly enjoyed the
experience of living, learning and working abroad. They have
had a unique opportunity to enhance their technical and
professional skills thus enhancing their employability. Living
away from home for the ﬁrst time has greatly enhanced their
self-conﬁdence and independence.

BFEI is still relatively new to Erasmus+ projects, having
successfully completed our ﬁrst student mobility project only
last year. Having dipped our toe in the water, very successfully
in 2018-19, we feel that we are now ready to dive right in! We
recently received conﬁrmation from Léargas, that we have
successfully secured funding for our most ambitious mobility
project yet: commencing in February 2020, we plan to send a
total of 60 students with 12 accompanying staﬀ over two
academic years to utrecht and Tenerife to undertake work
experience placements and a total of 10 teaching staﬀ on job
shadowing mobilities to the Netherlands and France.

At an event held in BFEI recently to present students with their
Certiﬁcate of Attendance and their Europass Certiﬁcation,
BFEI Principal, Tom Taylor, congratulated the students on how well

It’s been a great experience for our staﬀ and students, and we
would encourage other FET Colleges and centres to get
involved.

Pictured with staff members from IEK Glyfada are BFEI staff members: Maria Achtida, Johanna O’Sullivan, Emer Tubridy, Kym Dunne,
Jennifer Fitzsimons, Karen Daly and Paddy Condon.

X
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KNOW THY IMPAcT!!
The Hattie circus swept into town, not so much circus as a relentlessly demanding roadshow. Show
me, show me, make the learning visible! John Hattie presented an upright, austere ﬁgure in front of
the packed audience at the Radisson. He was hard-edged, with high expectations both of us and for
us. He cut to the chase from the get-go, wanting to ‘focus on the core attributes, the processing
attributes that make learning visible and that make schools successful’.

F

or him it was all about the clear identiﬁcation of these
attributes. He showed a hearty contempt for
‘peripheral attributes’ – class size, resources, ﬁnance,
buildings etc.
He was all about making learning visible to the students,
‘such that they learn to become their own teachers’. The
persistent theme was keeping the learning at the forefront
of thought and to consider teaching primarily in terms of its
impact on student learning.
Know thy impact!
What works best is the impact of leaders - just what NAPD
is interested in.

From time to time, we were invited to join in the
conversation, but only in short bursts. Hattie and his
colleagues had too much to tell us and not enough time.
This was literally a ﬂying visit – hence the location – the
Dublin Airport Radisson. He had hit the ground running,
meeting with Harold Hislop and some senior DES oﬃcials
at breakfast, going straight on to the Symposium, with a
packed hall, and then - barely time to say goodbye – on to
a plane and oﬀ to the next ‘gig’. So, there was to be no timewasting – every moment was to count, and the task was to
consider core business of schools

BUILDING TEACHERS’ COLLECTIVE
EFFICACY
“Change the debate from ‘What works’ to
‘What works best’ and even then, the
‘best’ was not to be regarded as good
enough.”
Building teachers’ collective eﬃcacy [the power of
producing an eﬀect; eﬀectiveness], that was what he was
about, not only how to capture the expertise, but to identify
what it constitutes and to ruthlessly discard any deﬁnitions
or ideas that are not germane to the core concept. He spent
the day raising the bar – no time for soft thinking, no time
for self-congratulation.
He was complimentary at the outset: his whistle-stop
research on the Irish education system (this was his ﬁrst visit,
so how much can you learn over breakfast?) left him
impressed by standards of achievement and our 92%
retention rate, but he was not going to let the assembled
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leaders bathe in complacency. Like John Berger (who was
mentioned) Hattie is about fresh ways of seeing what we’re
about, and the high-end standards we should be aiming at.
He exuded some of the pugnaciousness of the ‘Aussie’ –
not sure that I warmed to him, but I did feel obliged to listen
to him. He was there to challenge, not to charm, and to
change the debate from ‘What works’ to ‘What works best’
and even then, the ‘best’ was not to be regarded as good
enough.
He grappled with the word ‘achievement’ but wanted to dig
down deeper than a cosmetic notion of success. He put it
to us that schools had to be ‘inviting places’, more attractive,
more accessible, where ‘kids’ wanted to come to learn.
That’s not about school being a comfort zone, where
familiar learning is rehearsed. ‘Kids’ want to be to be
challenged; they need it. Why come to school to learn what
you already know?
Hattie rattled oﬀ ideas like bullets from a machine gun. He
confronted cosy notions, about…

l Teachers’ Aides (not unlike our SNAs): Are they taking
over the learning? Are they enhancing the learning? Be
careful about what you wish for!
l Homework: eﬀect in primary schools: zero; in secondlevel schools: small. Don’t get rid of it: parents want it!
l Class size: it does enhance achievement, but only by
0.2. He’s strongly opposed to regarding it as major
factor. It’s more of a political football than anything.
l Projects: well, he’s seen some ‘stunning projects’ that
the parents have done.
l Keeping pupils back a year: invidious; we keep doing
negative things.
l Number of years in school: only a viable predictor of a
child’s future, if they are positive.
l Problem-based learning: not working.
His put-downs were acerbic and, all the time, there was an
analysis based on research and the frame was a
representation of eﬀectiveness of all the sacred cows of
education in hard, cold percentages.
What makes for eﬀectiveness? What doesn’t? Here we had

KNOW THY IMPAcT!!
It needs to be
checked!
It needs to be the
right stuﬀ!

ON MARcH 11, THE DISTINGUISHED
EDUcATIONALIST, JOHN HATTIE, FLEW
INTO DUBLIN AND GAvE AN ENERGETIc
PRESENTATION AT THE ANNUAL NAPD
SYMPOSIUM. DEREK WEST WAS THERE.
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to swallow hard and accept some unpalatable facts about
the things that we thought were actually working.

“MOST ‘STUFF’ DOES ENHANCE LEARNING
‘Almost any intervention can stake a claim
to making a difference to student learning
but we [must] look very closely at the
evidence about the extent to which it
enhances learning’.
Yes, most of the ‘stuﬀ’ we do, like 97% of it, does enhance
learning, [‘almost any intervention can stake a claim to
making a diﬀerence to student learning’] but he demands
that we look very closely at the evidence about the extent
to which it enhances learning. Most eﬀects are miniscule,
and he wants to focus on the ones that really work. Setting
the bar at zero is ‘so low as to be dangerous’. Improvement
needs to be at least 0.40 (the average) to be considered
worthwhile – that’s the ‘hinge point’. By Hattie’s calculation,
about half the classes achieve 0.40 or above; half are below.
The bar is too often set at zero, which means we’re in grave
danger of thinking ‘we do not need any changes in our
system!’
Shore haven’t we a grand little ole education system… shore
don’t we punch above our weight?

22

Poet Charles Causley has his anarchic schoolboy, Timothy
Winters, ‘shoot down dead the Arithmetic bird’; Hattie,
armed with research outcomes, meta-analyses and studies
was able to shoot down dead a lot of the things we take for
granted. He questions our concept of ‘achievement’ and the
irrelevant criteria. ‘Among the most important purposes [of
education] is the development of critical evaluation skills,
such that we develop citizens with challenging minds and
dispositions.
Shore, isn’t that what we’ve been aiming at all along? Our
problem has been the distractions – class size, number of
years in schooling, resources, buildings….
No, it’s got to be critical evaluation – for the students, the
teachers, the leaders. It’s the complete opposite of
assuming things – it’s about ‘the importance of evidence to
counter stereotypes and closed thinking, to promote
accountability of the person as responsible agent, and to
vigorously promote critical thinking and the importance of
dissenting voices.

‘Setting the bar at zero is ‘so low as to be
dangerous’
Critical evaluation is a core notion in Hattie’s thinking.

Packed house at the Radisson

At the start of his presentation, he left us to ponder a slide
‘Distribution of ‘Eﬀects’, a coloured bar-chart with a
spectrum of zones blue, orange and red, which represented
shades that ranged from excellence to incompetence. The
red line is below zero; the orange zone requires some
change; the blue zone is good.

D = EFFECT SIZE
This is the core term used by Hattie. d = 0.40 is the critical
measure, i.e. the average eﬀect size. So, when he looks at
homework and ﬁnds the average d over 5 meta-analyses
of homework was d = 0.29, he reaches the conclusion that
the eﬀect of homework overall is below an acceptable
average. While it varied according to school level, the
overall average is below the mega-average. This ﬁgure
should prompt us to look at ways of doing homework more
eﬀectively. Don’t abandon it but try diﬀerent approaches.

to suggest that, judging by his whirlwind appraisal of our
system, we are 60-70% in the Blue Zone!
Phew! Thank God for that.
He digressed to talk about his involvement in what he calls
‘the dark side’, the political side of education in Australia. In
2014, he was appointed Chair of the Australian Institute for
Teaching and School Leadership (AITSL). Through his role
as Chair, John is able to provide national leadership in

‘When teachers and schools evaluate the eﬀect of what
they do on student learning, we have visible learning inside’,
learning that is the explicit and transparent goal. It is
teachers seeing learning through the eyes of the students,
and students seeing teaching as the key to their ongoing
learning
The teachers in the blue zone need to keep doing what
they’re doing, but they also need to be part of coalition to
work across the school. Hattie asked us if we had the
courage to identify the teachers in each of the zones. Had
we the courage to identify where WE are on that spectrum?
Throughout the morning, Hattie was hounding us to think
straight and think deep. The only consolation he oﬀered is

Clive Byrne, in positive mind-frame, welcomes delegates to the Symposium
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promoting excellence, so teachers and school leaders have
maximum impact on learning. His mission is to persuade
education ministers in Australia’s eight states that the key
target for resources should be teaching standards. He
rejects out of hand the term ‘proﬁcient’, as applied to
teachers. He sees it as a negative term. He demands that
we go much, much further.
Teachers are not comfortable with this, as if it places too
much of the credit and - potentially, on the ﬂip side – the
blame, on them. Hattie feels too much of the resourcing of
education is misplaced. He is particularly virulent in his
attack on the creeping amateurism – teaching aides and
parents who muscle in and end up doing most of the work
for the kids. This does not bring us into the blue zone.
What are common features of the blue zone?

MIND-FRAME
‘Almost everything works. All that is
needed to enhance achievement is a
pulse.’
The teacher’s mind frame is critical – his/her view of his or
her role as teacher and as an evaluator of the eﬀects of their
actions. He continually stresses the importance of
evidence-based methods but says also that it is important
to accept that there is no one hard and fast method.
Variation is a huge factor…. Learning is a very personal
journey. ‘Almost everything works. All that is needed to
enhance achievement is a pulse.’ He argues that we should
attain at minimum gains of at least or above the average for
all students.
We have to develop and ability to recognise learning and
to understand how it works. We must develop an ability to

recognise multiple ways of learning and to accept that there
are diverse ways of doing this.
How do you learn? We struggle with the language of
learning in our attempts to make it visible. But there is a
sequence – engagement, processing information, using
errors [the ‘Goldilocks principle of challenge] as
opportunities to learn. He is very ‘big’ on the value of trust
and the maximum beneﬁts of eﬀective feedback.

THE HOOK OF THE BOOK
Hattie is very attached to high-quantity
numbers of students and studies adding
to the database. It’s all in the book!
John Hattie gave us a
mesmerising morning. If he
set out to make our brains
hurt,
he
certainly
succeeded. He left us
wanting more and, of
course the ‘more ‘is
available in his new book,
which was central to the
other more promotional
presentations [by his
colleagues Julie Pitt
and Stephen Cox]. His
philosophy of learning
is based on a vast
amount of research, involving
thousands and thousands of student responses.
This book will be reviewed in the next edition of Leader
Quarterly.

Pleased with outcomes of the day: Chief Inspector, DES, Harold Hislop, John Hattie and Kieran Golden, President, NAPD
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The education system in Ireland can be likened to a patchwork quilt, an assemblage of multi-patterned
elements – primary & post-primary, private and state-funded, sectoral, denominational, non-denominational,
multi-denominational. Landmark moments, such as the Stanley Letter [1831], the Vocational Education Act
[1930], free education [1967] the Education Act [1998] have added depth and shape to the system, without
coming totally to terms with its diversity. With the recent seismic shift in the national demographic [in terms
of the racial, cultural and religious dimensions] there is a pressing need for each form of education to justify
its existence. Here, Audrey Doyle makes an impassioned personal call to vindicate the Catholic school,
particularly as an essential moral force.

The
Catholic
School:
An
Evolving
Story

Values central to good education – and a Catholic school

T

he Catholic school has been evolutionary in its
changes over the past decades. This is not an idle
statement but is evidenced by the recent edition of
Studies: an Irish Quarterly Review (Jesuits, 2019), which has
oﬀered very informative articles on Catholic Education in
a New Ireland. Together they voice the opportunities and
challenges that have now become the landscape for
education in Ireland and speciﬁcally for the Catholic
school. They portray clearly how the Catholic school has
begun to develop a new understanding of its identity, its
mission and its vision. This article draws on my own
personal journey as part of Catholic post-primary
education: as pupil, teacher, principal and now as a
Catholic Trust oﬃcer. Over the next few weeks, thousands

of students will graduate from Catholic schools around
Ireland and the majority will have had positive and
aﬃrmative experiences. Their schooling encouraged their
ﬂourishing and the opening up of all sorts of possibilities
and potentials for their present life and their future. The
narrative of my story is not unique – it is perhaps similar
to your own, but through respect and deference to all who
have suﬀered cruelly the abuse of the Catholic church, it
was a story that could not be voiced. Why now? The voice
of secularism is the only one that is being heard in Irish
society and this has prompted my response. One voice is
never healthy – we have learnt this throughout history and
have especially learnt it as a Catholic organisation. The
Catholic school is an inclusive and welcoming space for
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all students of Ireland but this story is silenced on the
airwaves.

SO, LET ME BEGIN…
Each morning, from the age of four, I travelled by bus from
Finglas West with my brother and sisters, caught Mass in
Gardiner Street church and headed into the Catholic
school down the lane. This was Ireland in the 1960s, a
world where it was normal to go to benediction, sodality,
walk in the May processions and go to confession every
Friday – normal for a four-year old to go on a bus by
themselves.

part of my living experience. The knowledge and
understanding of this world of mystery evolved through
the years of living within a culture and community that
navigated a world in which God was the living centre. I
learned within this community a keystone that has
supported my life: I am loved unconditionally by God. In
the many hours of darkness and despair, in the times of
great happiness and joy, this knowledge has been
inspirational.

THE CATHOLIC SCHOOL PHILOSOPHY
The Catholic school aspires to the philosophy which
acknowledges and aﬃrms the dignity and uniqueness of
every human being as a child of God. This does not take
away from the fact that many students and teachers do
not see themselves as children of God. In the Gospels,
Jesus is very clear that there is no “other”. Many of the
parables and miracles display the clear message that all
deserve respect no matter your social status, race,
religious aﬃliation, gender, ability etc. (Lk 10:33-34). The
concept of the uniqueness of every human being also
brings the understanding that there will be diﬀerent
responses to how we see the world and how we respond
to the invitation to a divine relationship.

AS SCHOOL PRINCIPAL

Audrey Doyle
I do not romanticize this time for I have deep memories of
the fear of making my conﬁrmation and not being able to
answer the question that the bishop would ask, of feeling
so much guilt about taking a second bowl of cornﬂakes
that I confessed it to the priest. Guilt about my sin and
inadequacy has become a part of my psyche. Yet, I grew
up knowing and loving mystery – the mystery of God.
Harry Potter did not exist for me but the supernatural
world of the divine was very real and permeated every

As a school, we had to reflect on what it
was that we are about as a Catholic
school. I have learnt that not only are
there different faiths but within each
faith there are a multitude of identities
to that faith.
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As school principal of a very large post-primary school
with over forty-two nationalities, diﬀerence and
uniqueness added to the richness of the Catholic ethos.
As a school, we had to reﬂect on what it was that we are
about as a Catholic school. I have learnt that not only are
there diﬀerent faiths but within each faith there are a
multitude of identities to that faith. There is no one type of
Catholic, Jew or Muslim, just as there is no one type of
Catholic school, Educate Together or ETB school. We had
to listen and make space for the dissenting Catholic voices
as well as ensuring that the spaces for other religions and
none are “my space too” or “our space”—not “their space
that I am visiting” (McDonough, 2016). What we had to do
was to create spaces of inclusivity, equality and openness,
where people can live with and be taught by one another,
however, diverse such people might be.
Over ten to ﬁfteen years, our school moved from a school
that catered for Irish students to one that housed multiple
cultures, races, languages etc. Our opportunity lay in
expanding our knowledge and understanding not only
about each separate culture but how they all worked
together in the school. Building inclusive spaces often
bring us to unexpected insights. Some insights included
learning about the food we could oﬀer in the school
canteen and what treats were acceptable – I loved giving
out jelly snakes after our fun walk, but realised they
contained gelatine and this could not be eaten by our
Muslim students

Diversity within the Catholic ethos: students of Le Chéile Secondary School, Tyrrelstown, the first new Catholic school to open in more than thirty years.

Assessments had to be negotiated sensitively through not
only the Catholic calendar but all the faith calendars of the
students. It was no good giving an assessment at the end
of Ramadan, or on Chinese New Year as it was unfair to
the students of this religion and culture. The Code of
Behaviour was changed to include the wearing of henna
after a Hindu feast, the wearing of the hijab and trousers
for students uncomfortable with the kilt
Challenges
with
language,
communication,
misunderstandings, cultural behaviours that were illegal
in Ireland and much, much more, ensured that there was
no complacency about how we operated as a Catholic
school. What we learned was that everything in a school
is in process and nothing is static. Our understanding of
inclusivity was evolutionary – experiences disrupted our
thinking and as a school community, together through
dialogue and reﬂection, we tried to adapt and make the
best ﬁt for the school and the students. Living and learning
together, a school builds in understanding. The era in
which all students are treated in a uniform way has long
past – exceptions have to be continually made in response
to the uniqueness and needs of each individual student.
The ethos of the student as a child of God permeated
every conversation, relationship, policy, process and
practice. It was what made the school ﬂow together and
built a synergy of connectivity that ensured all humans
found a space to learn and live in the school. In my
networks of principals and teachers, in my present
position, I know I was not alone in this dialogical approach.

A job in the civil service or
Aer Lingus was the goal but I wanted
to be a teacher.
What comes up through the middle of the relationships in
a Catholic school is a way of living that promotes service
and the nurturing of the human being and the world in
which we live. This way of living had been forged by the
person of Jesus Christ and the school looks to his actions
and values, outlined in the Gospel, to assist with
understanding. It draws on and is also inspired by the lives
and heritage of others such as its founders who
responded to God’s call in their lives. My experience of
primary and post-primary school was one of care. I came
to school hungry and I was fed. If I had no copy, one was
supplied. Educationally the mission of the school was to
ensure that each one of us could ﬁnd their place within
the world and get a job. My schools had hope for me and
for my friends. I know I was lucky. They sold education as
the big liberator. This meant for girls, taking typing and
shorthand during 5th year – the skill of typing 60 words a
minute has been highly beneﬁcial. A job in the civil service
or Aer Lingus was the goal but I wanted to be a teacher.
This inner-city Catholic school laid a pathway for me to
realise this dream. The late 1970’s were poor times for
many and my family could not oﬀer me any help to go to
college. The school took on to ensure that I got there,
discussing how I would survive in the university
environment and even giving me the £10 deposit for Mater
Dei Institute. That £10 changed my life. When I left Maria

27

Looking back over the many decades
of living in the communities of
Catholic schools, I see that there are
many challenges ahead.
The Catholic school inspires an education that brings to
the fore what is good within the person and which has
been part of God’s creative plan from the beginning. This
is the aﬃrmation that underpins the education of a student
– a total belief in the goodness of life.
Taoiseach Leo Varadkar cuts the ribbon to open Le Chéile Secondary School.
May 2018, accompanied by Archbishop Diarmuid Martin,
Leona Harrington, DP, and Dr Áine Moran [P].

Assumpta Secondary School, I left with faith, hope and
love – faith in God who loves me unconditionally, hope
that I would make my family and school proud and a love
for an education that had oﬀered me my dream.
I have followed that dream for education. I believe
education is a “creative act” (Biesta, 2013). It creates the
possibility of bringing something new into the world and
as a teacher I have experienced the magic in the
classroom when sitting alongside a student, things click
and they begin to emerge with new conﬁdence and
knowledge. The Catholic school takes the emergence of
the student through education very seriously. Paul Meany
in his article in The Irish Times (January 31, 2019), highlights
that parents view the academic structures and cultures of
the Catholic school as projecting a “bookishness”. This
view perhaps captures the Catholic school’s vision of
academic excellence which ﬁnds its motivation in St
Irenaeus’s statement that “The glory of God is humanity
fully alive”. Knowledge and understanding oﬀer real
agency to a person in their life and allows them freedom
to make choices and changes to the world in which they
can live fully. However, it is not just knowledge at a
cerebral level that is encouraged but the holistic
development of the person. Before the word “wellbeing”
was coined, Catholic schools, and I believe most schools,
nurtured and cared for the student in a deep and loving
manner. The evidence for this lies in the multiple extracurricular activities oﬀered to students, the tours, the
concerts and shows, etc. etc. There is a deep
connectedness between student and teacher, a closeness
forged by living in close proximity over six years and a
blending of the professional and personal. Whilst all
schools might see education as a creative act, the Catholic
school nurtures the belief that a person’s capacity to
become new is connected to the bigger creation story.

Religious Education is offered as a
core and central subject in the
curriculum where students can
reflect on significant questions
about the meaning of life,
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This aﬃrmation is found also in the responsible response
of the Catholic school to social justice. As a religion
teacher in three diﬀerent schools, all my colleagues and I
worked hard to promote an active response to the needs
of the world. The value of these actions lie in the growing
understanding for the students that one voice can make
a diﬀerence to the needs of the world. During the 1980’s
and 90’s, every week students brought in an envelope and
stamp and wrote to President de Klerk of South Africa, to
free Nelson Mandela and the many other prisoners
captured at the time of apartheid. Over a thousand letters
a week, hit someone’s desk in South Africa and the day
that Nelson Mandela was freed, our students believed
they had been part of this liberation. One of our students
worked in Dunnes Stores in Henry Street. They went on
strike as they refused to accept South African goods. For
many months they walked up and down outside Dunnes
but in the end, Ireland did place sanctions. The values that
are learned in the school community have deep
implications for society. As an oﬃcer of a school Trust, I
see hundreds of similar projects happening as students
take ownership, voice and energy to change the drastic
situations of the world. Each founder of a Catholic school
has modelled how to respond to the needs of society and
these values of courage, self-sacriﬁce and perseverance
will be needed to face the many “Wicked Problems” in our
society. The call to action and service in the Catholic
school is responded to on a local, national and global
level. It is a lived response to a world that sees everyone
as children of God.
Religious Education is oﬀered as a core and central
subject in the curriculum where students can reﬂect on
signiﬁcant questions about the meaning of life, begin to
formulate their answers and engage in an active response
to the life style that they choose. It draws on the wisdom
of the Catholic Tradition as well as engaging in
conversation with other world religions and views.
Engagement in Religious Education is based on invitation
to partake and recognises the religious freedom of all
students and parents. It never seeks to indoctrinate or
coerce a student into the Catholic faith. As a religion
teacher, looking back on my old class plans on morality, I
see content from the 80s on the cold war – building
nuclear shelters; on contraception – the Billings method

There is a need to reimagine how Catholic
schools connect and inter-relate with
each other and with their Patron bodies.
However, there needs to be a renewal in
how the school works with the parish and
the universal church.
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in the 90s; on divorce – time of the referendum and I see
alongside them all the notes on alternative possibilities to
what the church might be suggesting. I see classes on
using judgement based on an informed conscience.
Nowhere do I see indoctrination. I believe in the power of
knowledge and the wonderful ability of the human mind
to comprehend many alternative possibilities at once. The
role of the religious educator is to oﬀer the threshold to
theology to the student. It is their choice whether they
wish to enter.
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Looking back over the many decades of living in the
communities of Catholic schools, I see that there are many
challenges ahead. There is a need to reimagine how
Catholic schools connect and inter-relate with each other
and with their Patron bodies. However, there needs to be
a renewal in how the school works with the parish and the
universal church. A more ecological model of being
Catholic needs to emerge – a multiplicity of elements, an
assemblage (Deleuze and Guattari, 2003), all connecting
together whilst at the same time retaining their
uniqueness and diﬀerence. An ecological structure works
from a distributive model of leadership and does not have
a central controller. If we look carefully, already this
ecology is happening within our Catholic schools – the
building of a community of diversity but one of
connectedness. Change comes often bottom-up and I
believe that the future narrative for responding to the
loving relationship that God oﬀers, is in the Catholic school.
The advice from Morrisson about retaining closed systems
is simple “Change or die” (Morrison, 2002). The Catholic
school is emerging as an open, inclusive system and will
continue to have an important contribution into Irish
pluralistic society. How it builds connections to other
religious and educational partners is the greater
opportunity and challenge it faces in the future.

MORRISON, K. R. B. 2002. School Leadership and
Complexity Theory, London, Routledge Falmer.
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MCDONOuGH, G. P. 2016. Cultivating Identities: The
Catholic School as Diverse Ecclesial Space. Philosophical
Inquiry in Education, 23, 160-177.
MEANY, P. January 31st 2019. Why are Catholic schools
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Audrey Doyle, a Mater Dei graduate, has spent her
teaching life in two Holy Faith schools, St Mary’s
Secondary School, Glasnevin and St Wolston’s,
celbridge as a catechist and English teacher. She
moved in 2006 to St Joseph’s college, Lucan, as
Deputy Principal and then as Principal. She has
been an associate with Junior cycle for Teachers
since its beginning in the areas of Leadership and
Assessment. At present, she is in the ﬁnal year of a
doctorate in Maynooth University researching the
impact of the Junior cycle on lower secondary.
She has lectured and tutored in Maynooth on the
Post Graduate Diploma on Leadership and the Post
Graduate Diploma in Education. She is also
working in Le chéile Schools Trust as ‘Leadership
and Ethos Oﬃcer’.

1 Horst Rittel coined the term “Wicked Problems” which are distinguished by the following characteristics:
• You don’t understand the problem until you have developed a solution.
• Wicked problems have no stopping rule.
• Solutions to Wicked Problems are not right or wrong
• Every wicked problem is essentially unique and novel
• Every solution to a Wicked Problem is a “one shot operation”. CONKLIN, J. 2006.
Wicked Problems and Social Complexity, Napa, CA, CogNexus Institute.
Examples of “Wicked Problems” are solving the health care crisis, climate change, crime, defining a mission statement etc.
2 An assemblage is made up of multitudinous elements in which the whole is greater than the sum of its parts
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School Success –
What’s the Principal’s Role?
NAPD President, Kieran Golden, presents the NAPD Award for Best Science School, Ireland, to Hilary Rimbi of St Andrews’ College, at the
BT Young Scientist Awards Ceremony, January 2019.

Recently, Derek West visited Joan Kirby, Principal of St. Andrew’s College, Booterstown,
Co. Dublin, judged to be the best Science School in Ireland in the BT Young Scientist [BTYS]
earlier this year, and recipient of the NAPD prize. He wanted to ask her what part did the
principal play in this and other school successes.
A LONG SCIENCE TRADITION
I can’t say Joan’s answer was wholly satisfactory, because she kept deﬂecting the credit to the teachers
and was sure that it was more to do with ‘student participation’ than the school leader’s intervention.
St. Andrews’ excellence in Science predates Joan’s time as principal. Science has always been a core
subject in Junior cycle; Leaving and International Baccalaureate certiﬁcate students have had the option
of taking one or two or all three of the laboratory sciences. As a fee-paying school, Andrews has been able
to provide accommodation and make generous allocation of resources for the sciences. For a school
population just short of 1,000, there are ﬁve dedicated science laboratories plus one room shared with the
Geography Department; and 12 science teachers and – eat your hearts out – one lab technician. In future
developments, the school plans to make even more provision. Joan reckons that 35% of graduates from
the school go on to study science-related courses. There has always been a high level of participation in
the Young Scientist, Sci-Fest and the Science Quiz. Out of such a tradition and ethos, and the relative
aﬄuence that attaches to private schooling, success is almost inevitable. In this scenario, all the principal
has to do is to maintain the delicate balance.
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teacher general science, those who are a ‘good ﬁt’ with the
collegial approach to the teaching of the subject, those who
‘buy into’ the atmosphere of give and take. This demands skill
and judgement that extend far beyond the reading of a C.V.

THE RUNNING RESPONSIBILITIES
When the staﬀ is in place, Joan sees her continuous
responsibility to observe and motivate and support and
appreciate. Of the science department she says, ‘Teachers
are very committed, very generous with their time.’ She
ensures that they know that she is aware of that. It’s the
children’s work, but the teachers have to be facilitated. If a
teacher comes up with a good idea, she’ll generally support
that: she’ll say ‘Let’s run with that. Whatever they request in
the science budget we’ve always granted. That’s the tradition.
That gets the staﬀ on board. If you look after the staﬀ, you
get an awful lot back from them.’

Joan Kirby

THERE HAS TO BE MORE TO IT!
If Joan is deﬂecting the credit to the teachers, she is also
getting closer to deﬁning her own role. Firstly, as part of the
senior management team, she has been able to determine
the school’s staﬃng needs, both present and predicted, and
to have considerable inﬂuence on the selection of teachers
[in particular, those not paid by the DES]. Joan is aware of the
implications of some key members of her senior staﬀ
approaching retirement and that recruitment has to recognise
the need to ensure the presence of specialists in each of the
three sciences – Physics, Chemistry and Biology – to cater
particularly for the demand in Senior Cycle. ‘There’s a timeline
there and the future is looming; you have to plan for the
future.’ This has presented a major challenge in recent years,
when, for instance, it has been almost impossible to ﬁnd a
Chemistry teacher.
Joan digresses to talk about how a former colleague came
out of retirement to ﬁll an essential gap until a full-time
teacher could be recruited. She mentions, too, another retired
science teacher, who found a new lease of life working in
their [private] junior school and – to judge by one spirited
anecdote – was hugely inﬂuential in creating budding
scientists for the secondary school.

LEADERSHIP SKILLS
What leadership skills are we talking about here? Joan’s
vision stretches to the needs of the school beyond her time
in oﬃce. Her planning has to be strategic; it’s about the bigger
picture, the long-term situation. It is about knowing her staﬀ,
their strengths and their potential and the pressure points,
like the Chemistry. It is about having a rapport with her staﬀ,
so that she can ﬁnd the specialists, those who are happy to

It’s through staﬀ members that the school, for instance, has
developed a beneﬁcial partnership with Amgen, one of the
world’s largest biotechnological companies that has an Irish
base in nearby Dún Laoghaire. With Joan’s approval the
teachers have established links with Amgen that gives the
students access to technology and expertise that the school
could not normally aﬀord. She acknowledges that the idea
came from the teachers – she acts as the critical friend, the
facilitator who gives the go-ahead.

BTYS OVER THE YEARS
The school’s participation in the Young Scientist has evolved
over the years. Joan remembers a teacher coming back from
the exhibition exclaiming ‘We could do that!’ Following that,
the science department took the initiative of involving all
Second Years in a science project, which was exhibited to
parents and peers, judged by people drawn from the schools
various scientiﬁc contacts, acclaimed and celebrated with
awards. It’s now grown into an annual event and has become
a kind of nursery slope for those who want to go on and enter
the BTYS at the RDS.
She is anxious that credit goes to the teachers. She provides
me with a full list of her science teachers and praises their
dedication. In particular, she mentions Hilary Rimbi, who
spearheaded much of the BTYS work in collaboration with a
number of colleagues. Hilary was awarded an Amgen prize
in recognition of her review of a scientiﬁc article performed
by students as part of “Frontiers for Young Minds” and for cowriting an article for Science on the experience of
implementing ABE practical’s in the classroom.
She is at pains to point out that all the work for the Young
Scientist is extra-curricular for the students and voluntary for
the teachers. It takes a lot of time, both in school and at home.
The foundations are laid in Second Year, but projects, both
individual and group, come from students right up the school.
They are prompted by announcements in September and
they work intensively on the assumption that the work will be
accepted for the YS in January. If it’s not, they’ll often reﬁne
and develop the work for submission in a later year.
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“WE’RE LUCKY WITH OUR TEACHERS”
All the science department has had an input into it. They’re
not ‘precious’ about their classes, they’re very good at sharing
resources, happy to receive suggestions from others and to
help each other out. She has observed an increase in
collaboration between teachers: she ascribes it, in part, to
junior cycle reform, in part, to the nature of the subject itself
and, in part, ‘the way the school has gone.’
She repeatedly emphasises ‘We’re very lucky with our
teachers – I wouldn’t want to take any gloss away from them.’
She sees a danger in the principal taking the credit – ‘We won,
but not because of me!’ She wants the credit to go where
credit is due: ‘When they do something and give up their time,
you can’t always pay them for it, so you must make sure you
recognise that – call them in, write them a note, give them a
pat on the back – that recognition is really important.’
She talks about Yasmin Ryan, Fifth Year, individual runner-up
in this year’s BTYS competition. Her interest in science was
initially quickened in the second-year in-house project and
culminated, not only in her almost scooping the top award,
but being noticed and approached by an ophthalmic
surgeon, a parent in the school, who is working on a Third
World blindness project. Other options ‘are ﬂying in for
Yasmin.’ Joan is cast as a kind of responsible intermediary,

‘You have to encourage your school to
celebrate the achievements of students
and teachers. Kids like prizes and kids like
winning.’

facilitating the connections and ensuring that they are ethical.
This is an example of the high proﬁle achievement that can
grow out of the Young Scientist.
Yasmin’s mother testiﬁes to the positive role the school has
played: ‘Yasmin has done the BT project, but without the
school’s great support since junior school it would never be
achieved.
‘My understanding is that everyone involved in my daughter’s
education though all those years, that has provided her a
support in any kind, must deserve to share the credits for all
her prizes she’s been getting since ﬁrst year.’
But it would seem that Joan is almost more interested in the
kind of outcome that arose from the NAPD ‘Best School’
award. It coincided with a major date in the school’s history,
its 125th anniversary. Joan connected the two events at an
assembly, characterising the awards as ‘a brilliant birthday
present – how better could we celebrate?’ It was an award
with which the whole school community could identify; it
engendered, she says, ‘a great sense of pride.’ It was uplifting
for the whole school and Joan maintains you could see it in
the way the pupils walked around the place. ‘It takes very
little to put us in good humour!’
Joan sees her job thus: ‘You have to encourage your school
to celebrate the achievements of students and teachers. Kids
like prizes and kids like winning.’ So the Science winners’
names adorn a wall in the science department, assemblies
draw attention to achievement and TV screens, placed
strategically through the school, proclaim the latest triumphs.
‘Celebrating success is really important.’

A WALKING PRINCIPAL
Joan sees the visible presence of the principal around the
school as an essential part of her job. ‘I try to be around the
school at key times, when I get the chance. I like to go when
there’s something on.’ She knows the student population and
will make time to talk to them and acknowledge their
achievements. She makes sure to visit the staﬀ room. ‘You
have to work at it. You could bury yourself in paperwork here
all day. You have to have your staﬀ on board. I want the
school to succeed, for itself and for them.’

KEEP IT BROAD

Yasmin, as she was in Second Year, receiving an award for her success at the
SciFest [first place in junior individual Biology]’ She was also awarded a
special prize for her project on the Effect of CO2 on pondweed.
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Although her background is one of science and maths, Joan
is ﬁrm about not prioritizing any one subject area over
another. She approves of diversity. It’s about engagement and
acknowledging that, whether in sailing or basketball, hockey,
debating, dance or science. ‘I try to see all the students who
are getting involved in something and talk to them about it….
Keep ‘em busy, you keep ‘em out of trouble,’ she jokes, ‘there
is something that everyone has a passion for and it’s a
question of ﬁnding that, and sometimes it takes a long time.
There must be a platform for every child. I’m not keen on the
idea of just being a science school, or a hockey school, or a
rugby school. I want to keep it broad.’
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Beara community School, castletownbere, Beara,
co. cork took the bronze award at the Young Social
Innovators of the Year Awards 2019 for their project,
virtually connected – Socially Disconnected. Now in its
seventeenth year, Young Social Innovators challenges
young people to come up with and implement creative
solutions to some of the most pressing issues facing
them, their communities and wider Irish society. Some
600 teenagers from more than 30 second-level schools
around the country gathered at croke Park on May 15.
[PIc JULIEN BEHAL PHOTOGRAPHY]

THE WELLBEING OF GEN Z:
THE NExT GENERATION OF INNOVATORS
By Rachel collier, cEO and co-Founder of Young Social Innovators
Young Social Innovators and Amárach Research have teamed up to publish the ﬁrst of a series of
collaborative research on Generation Z or ‘Gen Z’ – those born between 1995 and 2009. A strong message
from the YSI/Amárach Gen-Z Index is that young people are concerned about mental wellbeing. 58% of
young people surveyed described the mood of their generation as ‘stressed’, ‘anxious’ or ‘depressed’, while
16% of them feel ‘enthusiastic’ and 11% feel ‘motivated’. Only 1% of respondents used ‘optimistic’.
When asked what is the most important issue facing young
people, 60% mentioned depression or anxiety, followed by
school / exam stress (57%); anxiety about the future (48%);
drugs / alcohol (48%) and climate change (47%).
The research correlates well with a 2018 survey carried out
by Jigsaw, the National Centre for Youth Mental Health,
which revealed that 39% of young people experience
anxiety. Gillian O’Brien, Director of Clinical Governance at
Jigsaw, says that “High expectations of self are one key
driver of anxiety, which can be compounded by the
expectations of parents, teachers and society at large.”
A report carried out in 2013 by the Royal College of Surgeons

in Ireland showed that by the age of thirteen, one in three
young people are likely to have experienced a mental health
disorder; a ﬁgure that had risen to over one in two people by
the age of 24. What was particularly shocking about the
report is the fact that young people in this country display
higher rates of mental disorder than their counterparts in the
united Kingdom, the uSA and other countries. The concern
has been reﬂected in policy development, most notably with
the 2017 set up of the government’s National Taskforce on
Youth Mental Health “to consider how best to introduce and
teach resilience, coping mechanisms, greater awareness to
children and young people, and how to access support
services at a young age.”

33

“Young people in this country display
higher rates of mental disorder than their
counterparts in the United Kingdom, the
USA and other countries.”
The introduction of the new Junior Cycle Wellbeing
programme is, no doubt, based on the recognition of a need
for our education system to expand beyond what is often
viewed as its more traditional academic remit. Young
people, their teachers and their parents increasingly
recognise and value progressive educational methods that
support mental and physical wellbeing, and which
encourage creativity and empathy. Indeed, the relationship
between academic achievement and wellbeing is being
increasingly validated through research. A study carried out
by the university of Twente in The Netherlands concluded
that “the application of principles of positive psychology at
school in order to promote student wellbeing and academic
achievement is a promising ﬁeld of research.”
The potential of, and need for, the education system to
improve wellbeing, resilience and overall mental health in
our young population is clear. The Junior Wellbeing
Programme is one way through which educators are being
given the opportunity to empower young people to be
informed and to support teens to take control of their own
wellbeing.
Programmes such as Young Social Innovators are powerful
because they are student-led, allowing teachers to act as
guides in the path to self-empowerment and self-eﬃcacy.
It also oﬀers teachers and principals a helping hand in the
implementation of the new wellbeing programme because
it aligns with the Indicators of Wellbeing – the building
blocks upon which the programme can be developed. Betty
McLaughlin, the JCT Wellbeing Team Leader explains that
“YSI’s Junior Action Programme activates the Indicators of
Wellbeing and supports students in their learning.” Indeed,
YSI’s junior programme has been carefully developed to
help young people to discover and understand their own
capacity for eﬀecting change, encouraging them to use
their creativity and insights to take action on an issue they
care about.
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Schools all over Ireland have been delivering wellbeing
education to Transition Year students for many years
through YSI’s Senior Social Innovation Action Programme.
We have evidence that amongst the learning through this
programme, 4 key areas stand out: self-eﬃcacy,
empowerment, connection to community and selfconﬁdence. This enhances wellbeing amongst participants
alongside their problem-solving, teamwork and
communications skills.

YSI provides direct educator support,
ready-made lesson plans, easy-to-use
online resources and training to teachers
so that they can use their time as
efficiently and effectively as possible.
Some schools are now adopting both of YSI’s junior and
senior Social Innovation Action Programmes, allowing
students to engage at diﬀerent points in their secondary
school experience. In doing so, such schools are
encouraging a culture of wellbeing, creativity and
innovation within the school.
Over 6,000 young people are working on social innovation
projects with Young Social Innovators this year. Climate
change, homelessness, plastic pollution, mental health,
sexual consent, loneliness, gender stereotypes, technology,
and equality in sports are just some of the issues being
addressed. Student-led, project-based learning has proven
to be a highly eﬀective way to engage young people who
are more likely to thrive through a learner led and team
based approach. Through YSI they express their creativity
in new ways and co-create solutions to serious challenges
for them and their communities.
Yet none of this work is possible without the support of the
school leaders and teachers who believe in the potential of
project-based, student-led programmes such as YSI.
Schools across the country are working hard to deliver their
wellbeing, transition year and other programmes in creative,
meaningful and impactful ways. Thanks to their hard work,
I believe that we are seeing an exciting evolution in the way
in which young people engage in learning.

With so many increasing demands on teachers, it is
imperative that supports are provided so that new and
ambitious initiatives such as the Junior Wellbeing
Programme can be implemented eﬀectively. YSI provides
direct educator support, ready-made lesson plans, easyto-use online resources and training to teachers so that they
can use their time as eﬃciently and eﬀectively as possible.

If education bodies, schools and organisations such as YSI
work together I am conﬁdent that this country can deliver
high-quality wellbeing education to each and every young
person in Ireland. This in turn will mean an improvement to
the broader wellbeing and mental health of our teenagers.
I know that changing the world for our young people is a
goal we all share. Our challenge now is to guide them so
that they can change the world for themselves.

I’ve had the chance to meet with members of the team
responsible for the implementation and rollout of the Junior
Wellbeing programme and I am excited by the enthusiasm
and the possibilities that this programme can bring to
schools, students, teachers and local communities. It oﬀers
an opportunity to develop a whole-school approach to
wellbeing.

Get your FREE Junior Wellbeing Planning Pack,
including your completed Appendix ‘I’ template by
emailing educate@youngsocialinnovators.ie
or call (01) 645 8030.

About the YSI / Amárach Gen Z Index
challenge categories, such as Making our World: Safer;
Poverty Free; Fair and Just; Healthier, along with the winners
of the Global
Citizens Awards, the Social Media Award and others were
also announced.
The shortlisted teams made their ﬁnal pitches to judging
panels at the event, having come through a rigorous
selection process of more than 370 entries.
A project on consent scooped the top prize in this year’s
Young Social Innovators of the Year Ireland Awards. The
project, Let’s Talk About Consent, from Bush Post Primary
School in Riverstown, Dundalk, Co. Louth explores the issue
of consent and aims to educate young people about what
consent is in a very accessible way.

T

he research for the YSI / Amárach Gen Z Index was
conducted in March and April 2019 during a number of
Young Social Innovators ‘Speak Out’ events. Young people
were also invited to engage with the research online.
Supplementary research – dealing with social media and
education / jobs – will be published later this year.

Largy College in Clones, Co. Monaghan won the silver
award with their project, We Are All Human and Beara
Community School in Castletownbere, Beara, Co. Cork took
the bronze award for their project, Virtually Connected Socially Disconnected.

YSI AWARDS 2019
The research was published to coincide with the 18th Young
Social Innovators of the Year Awards. Some 600 teenagers
from more than 30 second-level schools around the
country gathered at Croke Park on May 15th, 2019 for this
year’s awards ceremony, where the winners of the nine
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Compulsory
Subjects in
Our Schools

Brian Fleming

W

e invited Dr Brian Fleming to join in the current discussion of the place of History, as a
subject, in Junior cycle reform. He came back with the following article below and the
title above. We have added the question mark, because he does not so much oﬀer
solutions as raise important points for the involved parties [NccA, DES, subject associations,
educational philosophers etc.] to ponder.

Brian is a reluctant participant, in that he admits his own ‘lack of expertise in the area of curriculum
design’, but as a man of wide experience – politician, school principal and now, in retirement, a
much-published author – he brings a weight of wisdom and objectivity to the issue.

I

have followed with interest the ongoing debate, in The
Leader and elsewhere, regarding the place of History (and
some other subjects) in our Junior Cycle provision. I wonder,
from time to time, why some false claims are made about
arrangements that have applied over the years in relation to
the provision of History in our schools. I also ponder why
some, who are getting so exercised now on the issue, did not
seem concerned over the years when thousands did not have
access to the subject. Was it because they, being pupils in
Vocational schools were, by and large, from working class
families, and so it didn’t seem to matter so much but maybe
I’m being a bit cynical. In this piece all I hope to do is set out a
historical context and oﬀer some thoughts on a possible way
forward.

“When it came to discussing education at
the meeting, Daniel O’Connell suggested
that the matter be referred to the Catholic
hierarchy.”
In January 1826, a meeting of the Catholic Association took
place in Dublin. The primary objective of the organisation is
obvious and culminated in the emancipation legislation of
1829 but it is often forgotten that education reform was the
second item on its list of priorities. When it came to discussing
education at the meeting, Daniel O’Connell suggested that
the matter be referred to the Catholic hierarchy, also meeting

36

in the city on the day, on the grounds that ‘the laity had not
the time’ to deal with the issue. His proposal was agreed.
Whilst he claim of lack of time is unconvincing, the deference
to the Catholic bishops, and to a far lesser extent those of
other denominations, was entirely in keeping with the reality
during that period. Education was seen as the ‘business’ of the
churches and politicians steered well clear. O’Connell saw his
role as helping the Hierarchy to achieve its objectives and
indeed he was very active in playing that part in bringing about
the Stanley reforms of 1831, though this has been overlooked
by many scholars.

“The 1937 Constitution… obliges the State
to provide ‘for’ education. The crucial
word ‘for’ was, it seems, inserted by de
Valera in his own handwriting at the
drafting stage.
This ‘hands-oﬀ’ approach to education by politicians survived
into the 20th century and was copperfastened in the 1937
Constitution which obliges the State to provide for education.
The crucial word for was, it seems, inserted by de Valera in
his own handwriting at the drafting stage. Other than issues in
relation to the revival of the language and the terms and
conditions of employment of teachers he was happy to leave
education policy to the ‘experts’. That stance was shared by
politicians generally with the exception of some in the Labour

Party. Later in the last century a change in approach occurred,
albeit to a limited extent, in the form of some regulations for
secondary schools and the speciﬁcation of curricula to be
taught.

“Reliance on the professionalism of
teachers, including those in leadership
positions, and their judgement, is being
replaced by pressure for conformity and
compliance.”
There have been cases where politicians took a far more
active role, for example the Donogh O’Malley initiative of 1966
and John Boland’s abolition of corporal punishment in 1982,
but these have been rare. Essentially, schools locally and
nationally enjoyed a large level of autonomy. Other than the
Vocational Act of 1930, and laws governing school
attendance, no signiﬁcant education legislation was adopted
until the Education Act of 1998. This has been followed by
numerous other legislative measures since then. It seems to
me that we are now in a transition phase where the
policymakers seek to garner more power over the system
while retaining their traditional stance of accepting the
minimum level of responsibility. Reliance on the
professionalism of teachers, including those in leadership
positions, and their judgement, is being replaced by pressure
for conformity and compliance. Twenty years ago, an expert
in the uK forecast the inevitable outcome of this control rather
than trust approach: principals and schools would be
assessed on ‘the quality of your records, not the quality of your
deeds’. His forecast has proved correct and the damage that
has ensued is obvious. Sadly, we seem to be moving in the
same direction here.

“Even now political contributions to the
discourse have tended to focus on the
needs of the economy, an example
being the current pre-occupation with
STEM subjects.”
Inevitably that historical trajectory has led to a situation
whereby there has been little or no signiﬁcant discussion on
the aims of education for most of the twentieth century. For
example, in the decades following the O’Malley initiative, we
managed to lose a very vibrant and valuable technical and
practical stream from our education system without seeming
to notice. Even now political contributions to the discourse
have tended to focus on the needs of the economy, an
example being the current pre-occupation with STEM
subjects. In a country with such a tragic history of high levels
of unemployment this is understandable but not suﬃcient.
What about the needs of both individuals and the wider
society? Yes, some eﬀorts have been made, by the DES and
the NCCA, to promote a wider discussion on the aims of
education but these have not resulted in widespread public
discourse. The tradition of leaving it to the ‘experts’ still
survives to a large extent in Irish education. Strange that this
should be happening when worldwide expertise is now so
often derided as ‘fake news’.

There’s a balance to be struck somewhere.
In recent times we have seen cases made for History,
Geography, Home Economics and Physical Education to
become compulsory in all our schools at Junior Cycle level. It
seems to me that a number of steps are necessary to address
proposals like these. Being acutely aware of my own lack of
expertise in the area of curriculum design, I am expressing no
clear view on the question of History or indeed any other
subject. I am just hoping that a rational approach is taken to the
decision making process, something along the following lines.
1. We need a widespread discussion at political level and
more generally to determine what we expect our
education system to achieve for our young people and
the wider society. Among those whose views are
important are representatives of students. Such a
discourse will allow us begin to deﬁne an appropriate
curriculum.
2. Having identiﬁed what is needed, we can determine what
subjects, if any, should be compulsory for all students.
Should the compulsion apply to all three years of the
junior cycle?
Is quality as distinct from quantity an important
consideration?
3. It is important to recognise that compulsion is not a magic
bullet. The sad case of the Irish language illustrates only
too clearly that if students and parents don’t ‘buy in’ to
the arrangements they will devise various means to
circumvent the policy.
4. It may well be that the traditional discrete and absolute
boundaries between subjects are not as useful now as
they once were.
5. Approaching the issue as a binary choice(s) in the case of
an individual subject(s) is simplistic and misleading. We
need to look at the totality of the provision, recognising
that prioritising one or a number of subjects has
implications for the availability of others such as Art,
Music, the Sciences, Material Technology (Wood), the
Business subjects, Languages etc. (In passing, the NuI
stipulation in relation to a language requirement is well
past its sell-by date.)

“Unfortunately I think that an approach
along these lines is unlikely to be taken
and a quick, almost off-the cuff, decision
is probable.”
unfortunately I think that an approach along these lines is
unlikely to be taken and a quick, almost oﬀ-the cuﬀ, decision
is probable. This together with a little injection of populism will
lead to History being made compulsory in all schools at Junior
Cycle. Pity, as one would like to see History evaluated on its
own merits and the skills it could inculcate in the next
generation. If that’s how the decision is reached, it will be fairly
ironic; ‘fake news’ and populism—very strange bedfellows for
History
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The application process remains open for the Post Graduate
Diploma in School Leadership (PDSL)/ Dioplóma Gairmiúil i
gCeannaireacht Scoile (DGCS) led by UL, NUIG and UCD.
The programme is funded by the DES in conjunction
with CSL, and supported by IPPN and NAPD.
Applications can be made for Blackrock (Dublin
South), Cork, Galway, Donegal, Waterford and
Carrick on Shannon, and the Irish strand, the
Sraith Gaeilge in NUIG. However, remaining
places are limited, so if you or any members
of the staff of your school are interested,
please submit your application now.

Post Graduate
Diploma in
School Leadership

Eligible applicants choosing the oversubscribed Dublin North, UCD or
Limerick centres will be placed
on a reserve list and may be
For further information
offered a place should
please visit the PDSL
one become available.

or to apply,

website http://www.ul.ie/pdsl

BRIAN FLEMING’S LATEST BOOK

T

his book illustrates the consequences of man-made horrors but also the best of
humanity in dark times. The focus is on the Second World War and extraordinary
examples of heroism. It speciﬁcally considers the actions of individuals in escape
lines set up to help those on the run from the Nazis, French and Italian Fascists. The
author’s research provides a more complete picture than before of how secret escape
routes operated and he shows the qualities of the people involved, whose courage
held out in the face of all kinds of adversity. Included are:

l Diplomats who assisted those ‘on the run’, often in deﬁance of the authorities at
home.

l A rescue organisation in Marseille helping fugitives through Vichy France to the
port city and freedom.

l A group in Belgium transporting downed airmen through occupied France, over
the Pyrenees, though Spain and home via Gibraltar.

l A Capuchin priest in Marseille and Nice who worked with people from many
backgrounds to save Jewish fugitives, then continued his work in Rome.
These stories will appeal to anyone who likes to read of heroic acts where good
overcomes evil, and will fascinate anyone interested in the Holocaust and the Second
World War generally.

Available from all good bookshops and direct from Amberley Publishing

www.amberley-books.com
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How to Implement Teacher
Peer Observation in a School
By Claire Kilroy

T

eacher Peer Observation (TPO) is extensively
researched and highly recognised as one of the most
eﬀective forms of Continuous Professional
Development (CPD) amongst the teaching profession
worldwide. It encourages an environment of collaboration
and collegiality amongst teachers. It is a developmental
activity in which teachers oﬀer mutual support by observing
each other teach while explaining and discussing what was
observed. There is a sharing of ideas about teaching while
professional conversations about teaching and learning
ﬂourish. There may also be a gathering of student feedback
on teaching eﬀectiveness which leads to reﬂective practice.
New ideas are brought back into the classroom once
witnessed and the barriers preventing observation or isolation
felt by teachers are diminished. There are no negative
outcomes to TPO but its often a diﬃcult concept to introduce
into Irish Post Primary Schools. I am going to discuss two
methods of how I have implemented TPO into schools and
what I have learned from the process. It’s important to note
that every school is diﬀerent and leaders in this ﬁeld need to
reﬂect on what works for their school and tailor a plan
accordingly.
The reason I feel passionately about implementing TPO into
schools is because at times during my 12-year career as a
Biology and Home Economics Teacher I felt isolated in the
classroom, in need of additional support. I had lessons that
went brilliantly and others that didn’t evolve the way I had

planned it. I yearned for professional conversations with
others about teaching and learning, as I knew that other staﬀ
members had skills that I lacked and vice versa. I engaged
students in a reﬂective practice of my lessons and applied
the critical feedback to better my lessons, but I was inquisitive
to see for myself how other teachers delivered and executed
their lessons. I felt passionately that a sharing and
collaborative environment would beneﬁt all.
In the academic year 2017 I completed my Master’s in
Education (M.Ed) entitled “An Investigation into the
Implementation of a Practice of Teacher Peer Observation
and Review within a school”. At the time I was Acting Deputy
Principal in a Voluntary Secondary School. In planning the
implementation of TPO in a school it is important to avail of a
critical friend, or a group of people that you can tease out
ideas with and receive an alternative point of view. I formed
a participant group of four teachers, the pairings consisted of
teachers from the same subject department but of varying
levels of experience. When choosing the groupings, it is of
upmost importance that they have compatible personalities
and a positive working relationship with a high level of trust.
Research in this ﬁeld advises to ask for volunteers from the
staﬀ for the participant group and allow them to choose the
partner they feel comfortable with. If the pair observing each
other don’t have a high level of trust it will have a negative
impact on the process.

REVISED
PLAN

PLAN

REFLECT

ACT

REFLECT

OBSERVE

OBSERVE

CYCLE 1

CYCLE 2

CYCLE 3

ACT
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WORDING OF THE FORM TO BE USED FOR TPO AND REvIEW
YEAR GROUP
NO. OF STUDENTS
TEAcHER
SUBJEcT
TIME
DURATION
OBSERvER
AREAS TO BE OBSERvED
OBSERvATION cOMMENTS
FEEDBAcK [KEY POINTS DIScUSSED]
ASPEcTS OF THE OBSERvATION I WILL APPLY TO MY OWN cLASS
ASPEcTS OF THE LESSON I FOUND vERY INTERESTING AND WOULD LIKE TO KNOW MORE ABOUT
SOME SUGGESTIONS FROM THE OBSERvER FOR IMPROvEMENT
Having reviewed my options, I decided that Action Research
was the best approach to implement TPO. Action Research
is cyclical consisting of three or more cycles, where planning
occurs, the act of TPO takes place, there is opportunity to
reﬂect on the process and make changes.
My role was to be a facilitator of the process, encouraging a
platform for professional conversations and facilitating the
observation process. Before each cycle we had a preobservation meeting where we discussed what was going to
be the focus of observation e.g. methodologies, questioning,
assessment etc. The participants then observed each other
and afterwards we had a post-observation meeting. This
completed cycle one.
Cycle one solely focused on positive feedback. The person
observing did not initially immediately provide critical
feedback but in the cycle one post-observation meeting the
participants asked for critical feedback as they felt that was
the only way they could develop as a teacher. The
participants used an observation template shown below. This
they found, gave them focus and guidance during the
observation.
We completed two more cycles observing a variety of
practical and theory classes. I had decided to introduce TPO
in the school in a non-threatening manner on guidance from
research in the ﬁeld.
The comments from the participants after the three cycles of
Action Research were ones of positivity. Some thought it was
great to experience watching somebody else and that it was
a really worthwhile experience. Teachers commented on the
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fact that what they gain you couldn’t possibly put down in
writing. It was felt by the four participants that if they were
teaching that it would never have crossed their mind to do it
that way. They agreed that TPO made them look at lessons
diﬀerently. One or two teachers conﬁded that the TPO
process made them feel good about what they were doing.
The more experienced teachers agreed that it’s a way of
keeping everybody fresh and keen to improve. With all the
demands that are on teachers they admitted it actually was
no more work. Therefore, overall it was a very worthwhile
experience.
The ﬁnal step in the process was to allow the four participants
to give a formal feedback session to the rest of the staﬀ on
what a positive experience it was. The aim of this exercise
was to share the experience and to encourage the
development of a culture of TPO within the school.
I gained substantial learning from my research. It was clear
that time and space for the initiative was a very signiﬁcant
factor. At times I had to put substitution in place, to allow the
time for teachers to observe each other.
There was no major reaction from the students having
another teacher present in the room, perhaps because they
had the experience of teachers being present as part of the
Droichead programme or probation observations.
The variety of levels of experience reﬂected in the
partnerships of the participant group was worthwhile as both
teachers recognised diﬀerences in their teaching and felt
they beneﬁtted from each other.

I have since moved on from the Voluntary Secondary School
to a larger Multi Denominational ETB Secondary School with
three times the number of staﬀ. I had to reassess how to
introduce TPO into this type of school. A participant group of
four teachers would be lost within the staﬀ so we had to
come up with a diﬀerent approach.
In my ﬁrst year, I decided to set up a voluntary method of
signing up for observation, recording the date of the
observation on our Microsoft collaboration space “One Note”.
This failed miserably. I imagine due to the relaxed approach
and the fact that teachers have an already heavy workload,
it was seen as an extra chore and was put on the long ﬁnger.
We went back to the drawing board and decided to introduce
TPO under SSE, with teachers observing to zone in on our
three strands of focus – Literacy, Numeracy and Learning
Outcomes.

Claire Kilroy is Deputy Principal, Coláiste Bhaile Chláir,
Bhaile Chláir Co na Gaillimhe

The strengths of teachers in diﬀerent areas became evident,
both to themselves and to others participating. Teachers
were exposed to diﬀerent methodologies and there was a
sharing of ideas. While teachers were observing, they
reﬂected on their own teaching and became more conﬁdent
about their own teaching as the Action Research developed.
The teachers found the feedback for improvement valuable
and aﬃrming. The participants stated that they felt more
conﬁdent going into an inspection after engaging in TPO. A
more collaborative approach developed and discussions on
teaching and learning evolved outside of our meetings.
Teachers questioned their own methodologies and engaged
in a deeper self-reﬂection of their own practice. There was a
stronger focus and engagement in teaching and learning in
cycle three, compared to cycle one. I found that the teachers
opened up about their vulnerabilities and insecurities and
there was a willingness to engage and embrace new ideas
and perspectives.
I met with participants two months after completing the three
cycles of Action Research. The participants hadn’t engaged
in TPO due to a lack of time and the absence of a formal
structure but had practiced methods acquired from the
observation process.
Currently there is no directive from the Department of
Education and Skills (DES) on TPO, it is merely a suggestion
for School Self Evaluation (SSE). I strongly believe that to in
order to ensure widespread take up and success across the
school system, TPO needs an informal approach, yet
structured within the timetable.

We formed Professional Learning Communities (PLC’s),
where three or four teachers were grouped together, within
their subject departments. Each teacher was asked to
complete two observations of another teacher in the PLC
throughout the year. We decided to start small and informal,
with no recording of observations, no constructive criticism,
simply recording the observation date. The vision for the next
few years is to grow and develop the process hopefully to
the point where it is an integral part of our school culture.
We intend to increase the number of observations per year
and eventually develop a traﬃc light system where teachers
display a green signal on their door if they are doing a lesson
where they feel comfortable with observation or a red if they
are doing a lesson that they don’t feel comfortable with an
observer entering. It is our aim over the next few years to
develop professional conversations about teaching and
learning within the PLC’s and subject departments. We have
set up a teacher workspace in the school called Cunámh,
provided speciﬁcally for these conversations, allowing a
neutral space for critical feedback to take place.
To conclude, this is my experience of incorporating TPO into
two very diﬀerent school environments. As I mentioned
previously, there is not a ‘one size ﬁts all’ approach to TPO. It
is vital that leaders of TPO assess their own school and create
a plan of action that suits their needs. The scope for further
development in this area is vast. There is potential to take the
practice a step further, broadening the scope of the
participants involved, with a greater mix of departments, or
senior and junior staﬀ involved or for the more courageous,
using video footage of lessons to analyse teaching.
In a recent MLL department inspectors commended our
engagement in the TPO process. Apart from this recognition
from DES of it being a worthwhile activity, the beneﬁts to the
teacher are endless, with an obvious knock on impact on the
learner experience. I would like to see a uniformed approach
to TPO incorporated into schools across Ireland under
direction from the DES and structured time allocated for it.
But in the meantime, my advice to those considering TPO is
to embrace it, start small and think big!
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Building Leadership
Capacity in our Schools
Deputy Director of NAPD, Paul Byrne, looks beyond the leadership roles of principals
and deputy principals and considers how the quality and capacity of middle
management can be developed.
challenges for school leaders. This circular provides a
mechanism for restructuring and reforming middle leadership
within our schools. Through applying the processes outlined in
the circular, it is possible in theory to devolve many leadership
roles to AP1 and AP2 post holders. The problem in carrying out
this process is twofold. The process of annually reviewing a
middle leader’s duties for some school leaders and middle
leaders is a new phenomenon. To this end NAPD are actively
engaged in new avenues of leadership support which will be
of beneﬁt to members in this area through our involvement with
the Corporate Advisory Board.

Paul Byrne

T

he increasing workload on Principals and Deputy
Principals has been a topic of discussion for many years
now. Each new initiative that is being rolled out in our
schools, needs to be carefully integrated into day to day
operations in order to be successful. This requires quality
leadership which is presently being provided by our Principals
and Deputy Principals. The more initiatives the greater the
workload. NAPD realise that this increased workload is having
a serious impact on our members. This workload is not going
away, and unless we follow David Marquette’s sage advice
given at the 2016 NAPD conference which was to create
leaders at every level and follow a model of distributed
leadership, we are going to continue to be swamped by the
workload that our jobs entail.
The OECD in its 2007 draft report on improving school
leadership also emphasises the development of middle
leadership as a possible solution to reliving the stress on
Principals and Deputy Principals.
“Middle management, embodied in both formal and informal
roles and teams, seems to hold much promise for relieving senior
management burden and capitalising on a wider range of
expertise closer to the locus of its application”.
OECD (2008a) Improving School Leadership – Comparative
report p.40 Nov 2007 Draft (unpublished)
The additional deputy principal posts and the partial restoration
of the middle leadership posts, coupled with the release of DES
Circular 03/2018 is very welcome and timely, but is not without
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Secondly, following conversations with AP1 and AP2 post
holders as well as the analysis of the results of an limited
middle leadership survey, it was identiﬁed that there are a
number of key areas where there is a deﬁcit of leadership skills
among the AP1 and AP2s. The NAPD’s welfare committee
decided to carry out a larger scale survey of Principals, Deputy
Principals, AP1 and AP2s to ﬁnd the priority areas where NAPD
can provide for relevant CPD to build middle leadership
capacity. I wish to thank those who responded to this survey in
such a timely fashion and for the information which they have
provided.
The survey was sent to NAPD members for completion and
was also shared with AP1 and AP2 post holders in their schools.
The survey ﬁrstly asked respondents to identify as either
Principal, Deputy Principal, AP1 or AP2.There were 375
responses and were broken down into 16% Principals, 19%
Deputy Principals, 34% AP1s and 31% AP2s. The survey was
based on responses from the a previous smaller AP1 and AP2
survey, where they identiﬁed areas in which they needed to
develop leadership skills and improve their knowledge base in
relation to their leadership roles. The following areas were
identiﬁed, and the survey asked respondents to rate the priority
of developing CPD in these areas;

l The need to develop Assistant Principal mentoring and a
support network

l The need to develop leadership skills/styles
l Conﬂict resolution skills

l Change management and Leading Teaching
and Learning skills

l Time management skills
l Team leadership skills

l Communication skills/strategies
l Staﬀ motivation skills

l Legal aspects which impact AP1 and AP2 including DLP
training and GDPR

l Relevant DES circular letters and guidelines

l IT presentation skills & Leading Staﬀ Discussions/Meetings
From the results of the survey the above, development areas
are relisted in order of the respondent’s priorities;
1. Conﬂict resolution skills
2. Legal aspects which impact AP1 and AP2 including DLP
training and GDPR
3. The need to develop leadership skills/styles
4. Change management and Leading Teaching
and Learning skills
5. The need to develop Assistant Principal mentoring and a
support network
6. Staﬀ motivation skills
7. Team leadership skills
8. Relevant DES circular letters and guidelines.
9. Time management skills

ideally with leadership experience. NAPD has always
supported its members in their leadership roles and I am sure
that by bringing Assistant Principals into the fold as associate
members, they will become aware of supports NAPD provide
for school leaders. It is not intended that Assistant Principals,
as associate members, would either attend annual conference
or regional meetings. However, they will be supported in many
ways such as having access to our online resources, attending
focused CPD events which will address their leadership needs,
and by the creation of a dedicated support network.
It is envisaged that these developments will be undertaken in
partnership with CSL. Through this associate membership
initiative coupled with the excellent work in the CSLs aspiring
school leaders’ programmes, it is hoped to increase the level
of interest in and the number of applications for the positions
of Principal and Deputy Principal.

“High quality leadership is crucial in
establishing a shared purpose and vision
for a school and to the achievement of
high-quality educational outcomes for
students. The primary purpose of school
leadership and management is to create
and sustain an environment that
underpins high quality in student care,
learning and teaching.”
(DES Circular Letter 0003/2018)

10. Communication skills/strategies
11. IT presentation skills & Leading Staﬀ
Discussions/Meetings
This survey was designed to take less than two minutes to
complete and its sole purpose was to identify the areas of
greatest need in terms of CPD for middle leaders. It is
interesting to note that the top-ranking areas were equally
identiﬁed by Principals and Deputy Principals and middle
leaders. If we look at the top ﬁve priorities, NAPD is well placed
to facilitate CPD to support middle leaders in these speciﬁc
areas. Development areas 6 and 7 also ranked highly on the
priority list. The areas 9, 10 and 11 which were identiﬁed as low
priority would indicate that middle leaders have a higher level
of competence and comfort in the areas of time management,
communication and IT.

As can has been clearly in the above extract the DES are aware
of the crucial importance of school leadership as being one of
the top factors which inﬂuence better outcomes for the
students in our care. They have long been engaged in dialogue
on school leadership development with NAPD and IPPN and
these discussions led to the formation of the Centre for School
Leadership. The time has now come cultivate our next
generation of aspiring school leaders and I hope that the work
of NAPD in developing middle leadership will contribute
signiﬁcantly to this task.

NAPD CONFERENCE –
ARE YOU REGISTERED?

ASSOCIATE MEMBERSHIP OF NAPD
The NAPD Welfare Committee has been looking at the idea of
Associate Membership of NAPD for some time now. The results
of the survey above would indicate that there is a deﬁnite
appetite for support by middle leaders in the leadership
aspects of their roles. Support for middle leadership in our
schools is also support for Principals and Deputy Principals. The
more eﬀective a school’s middle leadership is, the greater the
total leadership capacity in the school. There have also been
enquiries from education oﬃcers with various ETBs to become
associate members.
In recent times the number applying for Principal and Deputy
Principal positions has declined and in the interests of
succession we need high quality applicants for these posts,

Registration for the NAPD Annual Conference, which will take place in
The Lyrath Hotel, Kilkenny on Thursday and Friday, October 17 and 18.
Please see links below for both the Registration form and also for the
accommodation form and details.
https://napdconference.wordpress.com/register
Conference Forms 2019
https://napdconference.wordpress.com/accommodation
Accommodation Form 2019
We are currently updating the schedule of events and our
website www.napdconference.com
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Another hugely successful
year for teaching &
Learning
Barry O’callaghan reports
on the NAPD Workshops
Workshops
conducted by Graham Powell
and Mike Hughes

NAPD Learning and Teaching workshops by
Graham Powell and Mike Hughes in the 2018 -19 academic year engaged
close to 400 teachers from over 100 schools with ideas around creating more eﬀective learning
experiences in our classrooms.
Feedback has been hugely positive (see selected extracts below), which reﬂects, inter alia, the appetite for high
quality cPD. If we want our teachers to inspire, then our cPD programmes must light ﬁres and this cPD must be
provided by practitioners with know-how and credibility.
Graham and Mike are both passionate educators and independent practitioners who don’t represent the oﬃcial
UK, or any other, system. They don’t come to tell us what to do; rather to share their many years of experience
as teachers and school leaders.
By oﬀering series of workshops, rather than once-oﬀ workshops, teachers can take ideas from the workshops
back to their practice, try things out to deepen their understanding and then come back to subsequent
workshops to share their experiences.

GRAHAM POWELL

GRAHAM’S WORKSHOPS

Graham first presented to NAPD
Conference in 2012. Since then
he has conducted multiple
series of Learning & Teaching
workshops for NAPD across
the
country,
involving
principals,
deputies
and
teachers from hundreds of
schools.

Graham’s workshops aim to secure capability to put learning
at the heart of our schools:

l Enable school leaders to plan strategically for the
learning powered school

l Build the capacity of lead teachers to enhance learning
across the school

Graham Powell

Graham has also been working directly
with schools, individually and clustered, throughout Ireland
for the past seven years. He is the initiator, with Guy Claxton,
of The Learning Power Approach which is a pedagogical
formula which aims to develop all students as conﬁdent and
capable learners – ready, willing, and able to choose, design,
research, pursue, troubleshoot, and evaluate learning for
themselves, alone and with others, in school and out.
Their new book - Powering Up Students - on what this means
across the curriculum in secondary schools will be published
in June 2019.
Graham’s workshops are engaging, practical and interactive;
they have led to radical changes in classroom practice, with
many Irish schools working collaboratively to enhance the
professional development of teachers and ultimately to
improve learning experiences for students.
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l Ensure that the principles of coaching are enacted at all
levels

l Evaluate impact and outcomes throughout the process
l Provide exemplary support for a further tranche of
schools
Inter alia, the workshops seek to make students aware of
the school’s vision for learning and its expectations of them
as independent learners and to help them understand the
value and importance of learning habits for their future
development and success. Students come to understand
what it means to adopt a growth mindset and understand
the ways in which their school is furthering this end. They
come to understand how and why they are required to
learn in specific lessons in flexible, dynamic and relevant
ways.
Teachers are encouraged to understand that a focus on the
development of learning habits is a long-term commitment

for the school which will need to be supported by the
school’s leadership team. They know why this is an
imperative for the school and a desirable outcome for all
young people. They also appreciate that this builds on current
practice and isn’t yet another initiative.
Schools are encouraged to make clear their intention to build
the learning capacity of all young people to all the partners students, teachers, parents - and to articulate their vision for
learning in a language that is clear and understandable to all.
Schools begin to recognise that the impact that is being
sought in classrooms has implications in all other areas of the
school. Speciﬁcally, they start to look at ways of assessing
learning habits so that students and their parents begin to
understand how to make progress as learners. They are also
required, over time, to implement a programme of CPD that
has student and staﬀ learning as its principal focus.

MIKE HUGHES
Mike made his ﬁrst presentation
to NAPD Conference in 2013.
In the time since, he has
conducted annual series of
Learning & Teaching
workshops for NAPD
nationally, involving
Principals, Deputies and
teachers from hundreds of
Mike Hughes
schools. Mike also works with
individual schools, clusters of schools
and groups in diﬀerent ETBs and regions.
Mike is a proliﬁc author of many celebrated education books –
among the best known are Tweak to Transform, The Main Thing
is Learning, A Policy for Learning and The Magenta Principles.
His Irish Magenta Principles –Na Proinsabail Maigeanta, written
for an Irish context, with case studies and 100+ examples of
lessons devised by teachers in Irish classrooms, was launched
at NAPD Conference in October 2018.
Workshops, which are practical and challenging, are based
on the core Magenta principle that in order to make sense of
information students have to do something to/with it. The
term Magenta Principles has become part of the vocabulary
in many schools and is now regularly referenced in WSE
Reports.

MIKE’S WORKSHOPS
Mike’s workshops are designed around his Magenta
Principles, an umbrella phrase which refers to a range of
ideas that seek to promote engagement, depth and
challenge in lessons. The ideas are based upon the belief
that:

l Learning is the consequence of thinking…therefore our
job is to make students think

l Language is central to learning…therefore our job is to
encourage students to talk

l Learning is an active process…therefore our job is to get
them doing
The programme introduces teachers to a range of ideas but,
crucially, encourages them to explore and develop the ideas
within the context of their own school/classroom. The core
idea behind the Magenta programme is to focus attention on
principles rather than strategies – principles to adapt rather
than strategies to adopt. In this way, classroom practice is
personalised and customised to take into account the unique
context of individual subjects and schools.
Workshops are not designed to provide a range of good
ideas/collection of activities/quick ﬁxes but provide a
framework upon which to build something rather more
substantial. Magenta Principles are ‘not ready-meals’ but that
high quality learning is dependent upon high quality
facilitation.
The programme introduced participants to the underpinning
philosophy and the ‘foundation’ principles. Teachers spend
time trialling and developing these ideas in their classroom.
The aim is for teachers to understand how these principles
work – you cannot use the principles until you understand
them, and you can understand them until you have used
them. The programme explores the implications for
Professional Development and the idea that eﬀective learning
is dependent on eﬀective facilitation.

SELECTED FEEDBACK FROM 2018-19
PARTICIPANTS
The Magenta workshops have easily been the best CPD I
have ever had in over ten years of teaching. This year’s
programme has fundamentally changed my approach to
teaching and learning in my classroom. I have tried out new
methods and the learning within my lessons has increased.
My students understanding and enjoyment has certainly
increased due to the skills I have learned as part of the
workshops.
Activities were constantly asking of your thinking. I loved
how everything was so interactive but on a level you were
comfortable with. No one was pressured to do anything.
This is something that I have made myself conscious of in
the classroom with certain students.
The majority of in service I have done in the last twenty years
was useless - none of it was in any way memorable or worth
remembering. Mike is the exception. Magenta was incredible
and so inspiring. I feel so energized now in the
classroom. Best workshops I have ever done and am using
the techniques in class every day. Mike is a phenomenal
communicator. The memory workshop on day 3 was
incredible. I have taught the techniques to three of my classes
already.
The examples of application are fantastic. Being able to
take the ideas directly into my lessons the very next day
was a great way to keep it fresh. I also loved the links to
the new Junior cycle.
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I liked that it was not speciﬁcally JCT motivated and not
acronym-heavy with unnecessary professional jargon. I liked
that Mike was not peddling the JCT system even though
much of his stuﬀ is very much oriented towards it. I liked that
he was passionate about his work and not “reading from the
script”. I liked that all of his methods are very simple and at
the most require tweaks to the good work people are already
doing. I liked that you could do as much or as little in prep for
a class and still use his methods eﬀectively.
Overall it was hugely beneﬁcial and we are delighted to
have sent our staﬀ to both Mike and Graham’s workshops.
We plan to use their Principles as part of wider focus
groups in the school from next year onwards in an attempt
to make their approaches to learning whole school.
My colleagues and I have met regularly to share ideas and
have observed each other teaching between the workshops.
This would not have happened without the programme. It has
without doubt made us all better teachers.
The workshops were really useful to me in my everyday
teaching and a stepping stone to helping me receive a
leadership role in my school hopefully.
It was great to share resources with teachers from other
schools while at the Magenta workshops. I thought Mike was
fantastic and an enthusiastic and knowledgeable leader of
the course.
Graham is very au fait with our system which makes his
workshops so relevant to the Irish context. It was a great
opportunity to work with colleagues and tease out ideas
and how we could adapt them to our own classrooms.
I have really enjoyed the Magenta days. It has been great to
have the approach reinforced throughout the two years.
Every day has provided me with new ideas while always
reminding ourselves what we want the students to learn.

As a special educational team co-ordinator, I am excited at
all the opportunities to diﬀerentiate which were part of the
3 days.
I loved talking with colleagues about student learning – it has
forced me to look at my teaching to see how I can put more
emphasis on student learning. A wonderful programme
delighted to have attended. I have changed the way I teach
Graham was excellent as always. He is a true professional
and so approachable. I am a real advocate of his work and
delivery of the workshops
I really enjoyed the experience of the Magenta workshops. It
was energetic, professional and imaginative. It made me
think, so that can’t be a bad thing!!!!
I really loved the fact that the workshops weren’t
‘subject speciﬁc’. This meant that I could apply my newly
gained knowledge to both of my subjects.
I really enjoyed the workshops. In general, they were very
good. The half-day workshops are long enough and having
four of them is much better than say 2 full days.
It has been the best cPD I have ever engaged with. I liked
the mix of listening to Mike and group work. The time given
for reﬂection was very important.
It was very interesting to hear Graham’s approach and
passion for learning particularly around the idea of emotional
engagement. I genuinely felt that these were worthwhile
seminars.

This was an engaging and insightful experience. I gained
many useful techniques for engaging my classes and have
changed my own thinking process as a teacher. I think you
can agree this is high praise!! This gratitude is coming from
both me and my students

It really made me think outside the box and it doesn’t take
that long to do an activity that will help the students
remember. Sometimes people think that it will take a lot of
preparations and planning, but it really doesn’t. It really
made me stop to think that small changes in my lesson will
make a massive diﬀerence.

I have enjoyed meeting with teachers from other schools and
hearing how they have used Magenta. It has been the best
experience I’ve ever had on any course.

I got it (eventually!) – it’s about making students talk more.
Thanks for helping give an old fogey the courage to try new
things and make class more interesting for my students!

I have successfully adopted many of Graham’s techniques,
especially visual stimulation to engage the students. It
allows the students to see the topic in context, this has
been particularly helpful when introducing Physics topics
and was commented on as exemplar practice in a recent
WSE/MLL. The students have become much more
involved and I can see them developing into more curious
learners (albeit slowly). As long as the question have been
well engineered in the lesson planning stage, this does
work very well in engaging students.

I have always struggled to keep my senior students
involved within the art history classes. This has given me a
very clear set of ideas, plans to go ahead. I will be forever
grateful for the inspiration.

I found all 3 workshops very useful and an excellent
opportunity to reﬂect on teaching and learning. My favourite
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aspect was how simply a teacher can implement some of the
strategies. You do not have to spend time printing oﬀ lots of
documents etc. They are small changes which have the
potential to make a signiﬁcant diﬀerence in teaching and
learning.

It was also refreshing to have it cover a half day only. It was
beneﬁcial to me as it allowed me time to digest the
information and come up with my own ideas on the way
home and through conversations with other staﬀ.
I really enjoyed the simple nature of the Principles – it was
practical and simple.

Learning & Teaching Workshops 2019-2020
The 2019 – 2020 Programme comprises 4 diﬀerent strands

Mike Hughes Workshops

Graham Powell Workshops

Strand 1

Strand 3

New Participants –
Series of 3 workshops in choice of 3 locations.

New Participants –
Series of 3 workshops in choice of 2 locations.

cOST: €650 per school (up to 4 participants)

cOST: €650 per school (up to 4 participants)

Galway

Kilkenny

Workshop 1 12 November 2019

Workshop 1 26 November 2019

cork

Workshop 2 21 January 2020

Workshop 2 5 February 2020

Workshop 3 3 March 2020

Workshop 3 24 March 2020

Workshop 1 14 November 2019

Portlaoise

Workshop 1 28 November 2019

Workshop 2 22 January 2020

Workshop 2 6 February2020

Workshop 2 4 March 2020

Workshop 2 26 March 2020

Workshop 1 15 November 2019

Dublin

Workshop 2 23 January 2020
Workshop 3 5 March 2020

Strand 2
continuing Participants
(will have attended Hughes
workshop previously) –
1 workshop in 2 locations
Choose either Kilkenny or Dublin

Strand 4
continuing Participants
(will have attended Powell
workshop previously) –
Series of 2 workshops in 1 location
cOST: €130 per participant
Portlaoise

Workshop 1 27 November 2019
Workshop 2 25 March 2020

cOST: €65 per participant
Kilkenny

Workshop 1 13 November 2019

Dublin

Workshop 1 29 November 2019
Places are limited and will be ﬁlled on a ﬁrst come basis, with a max of 4 participants
per strand per school.

Because of the nature of the Strand 2 workshop (Mike Hughes continuers) there will be a strict limit on
the number of participants.
New schools to the programme should,
where possible, include the Principal or Deputy.
Registration can be made by Principal or Deputy via the NAPD website (Professional Learning tab).
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School
Improvement
What truly are our school values
and what should we really want
for our student communities?
asks John Gorman
John Gorman, Principal of Rosses Community
School and formerly education advisor to a
UK-based recruitment company, draws on his
experiences in the Rosses to explore the theme of
raising school performance.

T

his is one of the most important reflective
questions any school or organization can ask
itself, but generally it is left to chance. This is
the first step on the school improvement journey.
What are our values? What do we stand for? Why are
we here?
The All Blacks are held to be the best rugby nation in the
world, period. Their dressing room and organizational
mantra is to leave the jersey in better shape than you
found it; build and draw on the legacy of your ancestors
and those who wore the jersey before you. Nobody is
bigger than the team.

In order to truly answer this question we have to look at
our particular cultural context. Who are the communities
that we represent and how can we serve them? For is
that not the whole reason for our being, to meet the
needs of our students and parents?

The key reason why many people end up on the streets.
Meeting a system that doesn’t understand them and
further adds to their lack of self-worth. The league table
celebrates one form of educational success only,
pathways to Third Level. We, as schools, have come to
be led by such benchmark. In some instances
celebrating 100% pathway to Third Level. Do we truly
believe that in some social communities and contexts
that apprentice and further education and training
students don’t exist? Or is it that it is not allowed to exist
or something to avoid? Fr McVerry has asked us to
reconsider these values. He asserts that if we do we will
preempt many of the serious issues around
homelessness.

Fr Peter McVerry recently challenged principals and
school management teams at the ACCS Education
Conference, about slavishly following and being driven

Our values, as drawn up by teachers, students and
parents as evidenced below were crafted over a series
of four school improvement cycles, inform all aspects of

We, as schools, get lost in the minutiae and do not retire
to the gallery to reﬂect on our purpose. We are drowned
in the initiatives and day to day pressures. We do not get
the chance or take the time to consider why we are there
and what do we hope to achieve? How can we serve our
school communities and really reﬂect their needs?
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by the league tables and some of the devastating social
and mental health results of this approach. He also
asserted that the key causes of the homelessness
epidemic is loss of self-esteem and self-worth, as well
as the various social inequalities in Irish life. Many young
people lose their way to drugs and poverty due to their
lack of focus in life and their lack of self-worth. A feeling
of not being cherished and valued. He asserts that this
very often is cultivated and ﬁnds its roots in the school
system.

CORE VALUES
Respect

However, as a result of examining our
values and purpose based on the 3rd level
analysis, last year yielded 22% to the
apprentice and further education and
training programmes.

Encouragement
Collaboration
Kindness
Accountability
Celebrate Achievement
Student Centered
Best Practice
school life. The most recent sea change has come about
on reﬂection of our progression rates.
As a school community in the Rosses, we produced, on
average, for close to eight years, an 85% progression rate
to Third Level. However, our cultural context is heavily
rooted in construction and ﬁsheries for over 100 years.
Why then this sudden move to Third Level?
Two key reasons: the death of ﬁshing industry in the
Northwest and European regulation of same and the
mass hysteria and infatuation with points and the Leaving
Certiﬁcate race. Something that to this day is still a
central media focus.
Three years ago, after a study by careers and senior
management of a three-year cycle and examination of
those who had progressed to Third Level, the analysis
proved that, similar to national statistics, upward of 20%
of this cohort had dropped out of Third Level, or
transferred courses. On further examination of the proﬁle
of student identiﬁed, they were our practical, hands on
kids. We then had to consider through our ‘Attendance,
Progression and Attainment Committee’ how we might
deal with this? This committee is one of 9 key teams
created in our planning process for SSE.
Early on in discussion and reﬂective workshops there
was clear concern that to change tactic could mean a
greater reduction in percentage to 3rd level. Where
would this 20% go instead?
The ﬁrst key issue that had to be answered was – are we
looking after the league placing or the needs of the
students?

Simple answer to this, but nevertheless there could and
would be consequences if we changed course and
direction. However, did we really have any option? To do
nothing meant that we would be slavishly sending 20%
of our 3rd level students to the slaughter. Which leads
to a huge levels of debt with no end product, a kick to
self-esteem and a body blow to self-worth.
Last year in 2018 the stats changed from 85%
progression to Third Level to 62%. A further 10% had to
forgo any Third Level position due to severe ﬁnancial
constraints. Leading to upwards of 2 years out, if ever,
even though this cohort had results ranging from 320
points to 520 points. This accounts for 72% of 2018
Leaving Certiﬁcates.
However, as a result of examining our values and
purpose based on the 3rd level analysis, last year yielded
22% to the apprentice and further education and training
programmes.
The league table won’t reﬂect that but the real life reality
is that 95% progressed to where it’s likely they should be.
The statistics for the coming year are the same give or
take a percentage or two: 23% heading or already
secured apprentice places; 72% heading and likely to
achieve Third Level places and, as always, about 5% to
world of work.
A further advance this year to our work is that, by the end
of June, we believe the 5% will be placed in work and the
23% in apprentice programmes. If as last year 10% have
diﬃculty ﬁnancially we may not register on the times
league table.
Should we honour the unique gifts of our students or
focus on the narrow lens of success which the tables
espouse? The answer is easy really if we are a truly
values driven education system or school Community.
A school or any public organisation cannot develop a
plan until it truly knows its values are and what it stands
for. As Fr McVerry points out, the impact of not looking
after the individual can have catastrophic social
consequences, leading to lives not lived or half lived.
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The Leader Reader
He and his colleague, Michael T O’Connor, chart their espousal
of collaborate professionalism in terms of a one year research
project with the WISE Foundation which brought them into
contact with new models of practice in the diverse cultures of
Hong Kong, Colombia, Norway, Canada and the u.S. Paciﬁc
North West. According to the authors, professional
collaboration delineates how people work together, but
collaborative professionalism is ‘deeper and more rigorous’ and
refers to how members of a team actually work together rather
than ‘talking, sharing and reﬂecting’ on what has been
accomplished. It is characterised by ‘deep and sometimes
demanding dialogue, candid but constructive feedback and
collaborative inquiry’. The ﬁve case studies provide the
evidential basis for this theory.

Title:

Collaborative Professionalism

Author

Andy Hargreaves & Michael T O’Connor

Publisher

Corwin (2018)

ISBN

9780399590504

Price

[From] €12.44

Reviewer

Patricia Bourden

T

he sea change which Irish education has undergone
since the beginning of the millennium is particularly
evident in the movement from the perception of the
teacher as a sole agent presiding within the closed door of the
classroom to the collaborative model in which teams of
teachers work together to critically evaluate practice in the
interests generating the best possible learning opportunities for
students. Oﬃcial recognition was accorded to collaborative
practice with the publication of Looking at Our Schools (2016)
where ‘Teachers’ collective/collaborative practice’ was
identiﬁed as one of the four domains under Teaching and
Learning. In this volume, Andy Hargreaves, who has been
promoting the virtues of collaborative practice for the past thirty
years, now proposes a model of ‘collaborative professionalism’
which is more sweeping and radical than the ‘professional
collaboration’ which Irish educators have become accustomed
to. He characterises the latter as ‘rooted in inquiry, responsive
to feedback and always up for a good argument’.
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At Fanling Kau Yan College, on the outskirts of Hong Kong,
visitors are invited twice a year to observe classes which are
the product of the close collaboration of teachers and run
according to meticulously timed activities aimed at developing
students’ ability to engage in self-regulated learning. What is
particularly interesting about this model is the fact that lessons
are designed by a number of teachers and the feedback is
managed in such a way that the focus is more on task and less
on personality with clearly delineated protocols. The Principal,
Veronica Yau’s mantra is ‘No one is perfect but the team can
be’. Arising from the culture of shared ownership, criticisms are
not taken personally. As each teacher in the school teaches one
open class every year, this forms part of ongoing CPD and
encourages everyone to constantly seek to improve the
collective eﬀort.
Hargreaves and O’Connor consistently highlight the importance
of contextual and historical factors in the implementation of
change. In the case of Fanling, a new Principal was able to build
on existing collaborative practice, increasing the focus on how
teachers learn together so as to bring about a paradigm shift.
The degree of contrast between this environment and our own
is exempliﬁed by the recruitment practice whereby all teachers
are involved in the process as candidates observe classes and
are evaluated on the basis of their critical reﬂections following
this and on their capacity for innovative engagement. All
teachers are invited to make recommendations to the board in
relation to appointments.
Overcoming the paralysis of isolation in small schools in the

Andy Hargreaves
rural u.S. led teachers and principals from 27 districts to
creatively respond to the need to ﬁnds ways of collaborating.
This involves ﬂying from areas as far away from each other as
Alaska, Idaho, Oregon and Washington to meet and work
together on areas of common interest such as developing
lesson plans and units of work to increase the engagement of
students challenged by poverty and disadvantage.
Collaborative planning teams and peer feedback across
schools using digital technology makes shared professional
learning available to participants. Schoology has proved
particularly useful in providing a virtual digital space for sharing
resources. A signiﬁcant reﬂection by one of the participants was
that ‘teachers working with teachers is the most eﬀective way
that you can improve schools so that, once the ﬂame hits’
support and scaﬀolding is no longer needed. Even more
interesting was the suggestion that the most successful
planning ideas were completely teacher and not principaldriven as teachers ‘were inspired by their students rather than
directed by their principals.’
Aronsloekka Primary School, 45 kilometres from Oslo, applies
the co-operative learning model used with students in the
classroom to interaction and learning amongst teachers. The
authors were ﬁrst brought into a classroom to view students
engaging in learning activities based on the work of u.S. expert
Spencer Kagan which involved students discussing the goal
of the lesson but also how they would co-operate to progress
learning thereby providing an example of metacognition in
action. They then attended a staﬀ meeting run on similar lines
to what they had seen in the classroom where teachers also
worked in teams to focus on particular aspects of school life
and share strategies. The principal, Lena Kilen, explained that
the application of the Kagan methodology school-wide
enables teachers to become ‘leaders and big picture thinkers’
who are deeply involved in envisioning the direction of the
school at all levels. Signiﬁcantly, this is richly resourced in
terms of time allocation as teachers are allowed 9 hours per
week for planning and another 4 at the discretion of the
principal.
The transformative power of collaborative initiatives is visible

in the Escuela Nueva (new school) movement envisioned by
Vicky Colbert forty years ago and recipient of the 2013 WISE
Prize for Education, to provide for children in rural Colombia.
Hargreaves and O’Connor visited a one-teacher school high in
the Andes where students from six year groups learn together
with the surrounding countryside used as a teaching resource
and backdrop to learning activities. The vision here is ‘cooperative, relevant, engaging, experiential, ﬂexible and
personalised’ so that students ‘learn at their own rhythm’. To
counter the isolation of a decentralised education system
ranging over a vast area, the system has evolved around initial
training workshops with follow-up occurring via micro-centres
where pedagogical demonstrations can take place in addition
to networking beyond the centres. The features of embedded
collaborative professionalism identiﬁed in Escuela Nueva
include candid dialogue and feedback from colleagues,
collaborating with students rather than only for them and a lived
belief among the teachers involved in the purpose and
meaning of the endeavour.
The Keewatin-Patricia school district, comprising 17 primary
and 6 secondary schools in northwest Ontario, provides an
example of how the model of Professional Learning
Communities (PLCs), ﬁrst developed in the 1990s, embodies
the principles of collaborative professionalism. Some of the
schools in the region have up to 80% of students coming from
First Nations, Metis and Inuit backgrounds with considerable
educational challenges but teacher-led Professional Learning
Communities have made signiﬁcant progress by focusing not
only enhancing scores in maths and literacy but by prioritising
student wellbeing. The key to successful change was
developing curriculum based on the experience of the native
population so a hockey academy served to address
attendance issues, build self-esteem but also, make
connections with science and maths. For Hargreaves and
O’Connor this constitutes a good example of collaborative
professionalism in action as teachers choose the focus as they
are closest to the students’ experience and concentrates on
the whole student rather than only on academic scores. The
other key element of the PLCs is that conversations between
teachers do not shy away from hard questions in relation to
teachers’ practice. The Canadian government actively
promotes the PLCs and resources are available for
disseminating ideas and sharing best practice so that all
schools have videoconferencing equipment with high
resolution screens which facilitates critical inquiry which is now
embedded in teachers’ work in 27 districts.
While the ﬁve narratives outlined above are fascinating and
inspiring, it could be felt that their contexts are too particular
and unique to make them applicable to contemporary Ireland.
The authors take account of diﬀering contextual factors by
delineating the ‘Four Bs of Collaborative Professionalism’:
Before, Betwixt, Beside and Beyond and assert that these
factors are crucial. They acknowledge that schools exist in
systems and that superimposed initiatives are doomed to be
short-lived and hollow. Illustrative charts are used throughout
the text to highlight key points such as one towards the end
which identiﬁes seven factors which distinguish ‘Professional
Collaboration’ from ‘Collaborative Professionalism:
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Central motifs running through this volume are the high
importance of supportive principals and school leaders who
are utterly committed to the enterprise whereby ‘everyone
gets the big picture’, the impact of increasing student
engagement in their own learning and the importance of
looking outward in order to deepen our knowledge of what
practices are working in other contexts and cultures.
Towards the end, Hargreaves and O’Connor convert the 10 key
characteristics of collaborative professionalism into 10
questions which would form a useful and revealing school selfevaluation tool and enable school leaders to estimate what
stage their school is at on the journey towards collaborative
professionalism:

l Are you able and willing to make signiﬁcant professional
judgements together?

Patricia Bourden
From

To

Talk or Action

Talk and Action

Narrow Achievement Goals

Learning with Meaning and Purpose

Episodic Meetings

Embedded Cultures

Administratively Imposed

Teacher Led

Comfortable or Contrived

Genuine and Respectful

Conversation

Contrived Dialogue

For Students

With Students

These are interesting to consider in terms of recent
developments at Junior Cycle and plans for change at Senior
Cycle where the focus has shifted increasingly towards
broadening the remit of schools to prioritise the holistic
development of students, embedding conversations about
teaching and learning, embracing teacher-led initiatives and
inviting student voice to the table of education debate and
decision-making. Irish education is clearly at a crossroads on
the journey between these two forms of practice where many
of the initiatives currently being implemented remain at the
‘administratively imposed’ stage leaving some teachers
challenged by the extent of the change agenda. Hargreaves
and O’Connor make the important point that ‘collective
autonomy is not individual autonomy’ and so that, while
schools may design curricula, teachers are now more open to
each other in terms of support and feedback as they engage
in SLARs and arrange CBAs. Other characteristics of
collaborative professionalism which speak to our context
include collective eﬃcacy, the belief that, working together,
teachers can make a diﬀerence to the students they teach and
collaborative inquiry, responsibility and initiative whereby
teachers investigate practice in their own schools to identify
where change is needed, assume collective responsibility for
‘our students, rather than just my students’ and put in place
selective initiatives which they deem to be meaningful and
beneﬁcial. Signiﬁcantly, Hargreaves and O’Connor caution
against initiative overload asserting that ‘In collaborative
professionalism, there are fewer initiatives, but there is more
initiative’.
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l Do you truly believe that all your students can develop
and succeed, and are you prepared to make sure that
they do?

l Do you ask questions about your own and others’ practice
on a regular basis, with a view toward acting on the
answers?

l Do you feel almost as responsible for the children in your
school as you do for your own, and do you take
responsibility with others to help them?

l Do you seize initiative and step forward to innovate, make
a change, or help a colleague in need before you are
asked?

l Do you get into deep dialogue or even heated debate
with colleagues about ideas, plans, politics, or best way
forward to help struggling children who need another
way to move forward?

l Do you have other colleagues you do truly fulﬁlling work
with – inside or outside your school – in terms of planning,
teaching, reviewing, or giving feedback, for example?

l Is your teaching and your own learning imbued with

meaning and a deep sense of moral purpose, and do you
use your inﬂuence and authority to help young people
ﬁnd genuine meaning and purpose in their lives also?

l Do you collaborate with your students sometimes as well
as for them?

l Do you get the big picture of your organisation,
understand how everything is connected to everything
else, and take responsibility for your own part in all of that.

Patricia Bourden has recently retired as Principal of
Mount Anville Secondary School. Prior to that she had
been Deputy Principal of Jesus and Mary College and
teacher of History and English at Cabinteely
Community School. She is currently a member of the
JMB Curriculum Advisory Group and on the Council of
the Catholic Schools Partnership. She is Chairperson
of the BOM of St. Aidan’s CBS, Whitehall and is
involved in teacher training with UCD and Maynooth
University.
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€150,000 LEGAL FEES INDEMNITY
FOR ALL NAPD MEMBERS

At the Annual Conference last year, the Legal Fees Indemnity Scheme for NAPD members was launched and it
has been in operation since November 2018. The bespoke scheme has been developed by a partnership
consisting of NAPD, DAS and Croly Insurance Brokers. Here we chart the history and the development of the
scheme.

Tim Geraghty,
Deputy Director, NAPD

Brendan Little, ACII, Dip FS Ins.,
Head of Sales and Marketing, DAS Group

Rodney Croly,
Insurance Broker
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LEGAL FEES INDEMNITY – THE BACKGROUND
By Tim Geraghty, Deputy Director, NAPD

I

n the normal course of events the actions of the Principal
and Deputy Principal(s) are indemnified by the insurance
provided by the Board of Management/Employer when they
are discharging their responsibilities as Leaders and Managers
of their schools. Principals and Deputy Principals can also avail
and have availed of the protection afforded by membership of
their teacher union.
However, throughout 2016 and 2017, NAPD was becoming
aware that some school leaders were finding it necessary to
avail of independent legal advice to address their personal
professional situations. In the spring 2017, NAPD conducted
a survey of members to establish what level of cost members
had to personally pay for independent legal advice over the last
3-5 years. The survey indicated that members had personally
paid amounts ranging from €200 to more than €20,000 for
what they considered necessary personal legal advice and had,
in some cases, even greater potential exposure. Given the
complexity of legislation impacting on schools it was apparent
that that this risk would increase rather than diminish.
As a result, NAPD began to investigate the possibility of
obtaining Legal Fees Indemnity for the following context
specific professional personal issues where members had
sought independent legal advice.
1. A Principal/Deputy Principal has occasion to initiate a
difficult conversation, reprimand or institute disciplinary
procedures against a member of staff and is accused of
harassment or bullying by the staff member. An employer
may have to take an impartial position in the investigation
and the Teachers’ Union may consider the Principal to be
acting as an agent of management and only provide
support to the teaching staff member.
2. A Principal/Deputy Principal feels obliged to file a
bullying charge against a colleague.
3. A parent may seek to hold a Principal/Deputy Principal
personally responsible when challenging a disciplinary
action against his/her child.
4. A legal action by a staff member, parent, or other party
directed against the Board of Management may be
redirected against the Principal/Deputy Principal.
5. A HR or IR issue arises involving the Principal or Deputy
Principal and the resolution or defence may seek to
broaden the scope of the issue to include the other
member(s) of the Senior Management Team.
6. A Principal/Deputy Principal requires legal advice and
assistance in dealing with social media.
7. A Principal/Deputy Principal requires legal advice and
assistance in dealing with an unsympathetic or hostile
Board of Management.
8. A Principal/Deputy Principal needs personal legal advice
and assistance under current legislation or in the
discharge of their professional roles to protect their
employment or reputation.
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In addition, NAPD was conscious that members were
contending with issues raised by the increasing range of
Legislation governing Education and the operation of Schools.
Below is an indicative but not exhaustive list of some of that
legislation and guidelines.
Legislation governing Education and Schools

l Education Act 1998

l Education for Persons with Special Educational Needs
(EPSEN) Act 2004
l Education Welfare Act 2000
l Child Protection Guidelines

l Guidelines for dealing with underperformance
l Data protection 1988 and Amended 2003
l GDPR

l Disability Act 2005

l Equal Status Act 2000

l Teaching Council Act 2001

l Safety, Health and Welfare at Work Acts 2005 and 2010

l Vocational Education Act 1930 and as amended in 2001
l Ombudsman for Children’s Act 2002
l Employment Equality Act 1998
l Equality Act 2004

l Protected Disclosures Act 2014

l The Construction Regulations 2013

l Safety, Health and Welfare at Work (General Application)
Regulations 2007 to 2016.
l REACH Regulations 2007

l Chemicals Act 2008 - 2010

l The Building Control Regulations 1997-2013
l The Organisation of Work Act 1997

The AGM 2017 approved the Executive to investigate the
possibility of Legal Fees Insurance for members. Through the
efforts of R.J. Croly & Co. Ltd, Insurance Brokers, a policy was
negotiated with DAS.
DAS specialises in legal expenses insurance, is the leading
provider of Legal Expenses Insurance and is owned by ERGO
which is a major insurer in Europe which is in turn is owned by
Munich RE one of the world’s leading reinsurers.
An unexpected benefit of the policy is the level of day to day
advice provided by DAS to members, detailed in Brendan
Little’s article. Also, should legacy issues arise after a member
has retired, cover remains in place if that issue occurred during
the period the member was insured.

MIGHT NEED A LAWYER?
THROUGH NAPD YOU HAVE ACCESS TO LEGAL HELP
Brendan Little, ACII, Dip FS Ins., Head of Sales and Marketing, DAS Group

L

Insurance Cover
The arrangement provides NAPD members with three types of
insured assistance:

The NAPD executive has now put in place an insurance contract
to provide Legal Assistance for their membership in specific
situations: A ‘solicitor in your pocket’ - but in a good way!

1. Legal Defence could cover…

egal fees can be very costly, and disputes do sometimes
spill over into legal issues, which require professional
help.

What are the benefits to you as a member?
Legal Advice Helpline
The backbone of our support for you as an NAPD member is
our Legal Advice Helpline. Already available, the service is
designed to provide assistance with legal matters associated
with your role as Principal or Deputy Principal, and also covers
personal legal advice on things like moving house, making a
Will, building works related to your home, and matters
concerning GDPR and personal data.
There is a near endless list of legal queries on which you can
seek clarification, and with over 24 years of experience in the
Irish insurance and legal markets, we have probably dealt with
most. And because we understand legal queries don’t just arise
within the core working hours, the assistance helpline service
runs 24/7, with our team’s able call you back at a more
convenient time, so you are never without access to legal
advice.
Counselling Helpline
The other helpline assistance programme is our Counselling
Helpline. Designed to provide the membership of the NAPD including any members of their immediate family who
permanently live with them – with a confidential counselling
service over the phone if they are aged 18 or over (or aged
between 16 and 18 and in full-time employment), the service
also includes, where appropriate, onward referral to relevant
voluntary and/or professional services.

l Legal costs to defend the insured person’s legal rights if
an event arising from the insured person’s work as an
employee leads to the insured person being prosecuted in
a court of criminal jurisdiction.
l Legal costs to defend the insured person’s legal rights in
any claim relating to the insured person’s alleged
dishonesty or alleged violent behaviour arising from the
insured person’s work as an employee.

2. Disciplinary Hearings could cover…

l Legal costs to represent an insured person’s legal rights
throughout a formal investigation or disciplinary hearing
conducted by the Teaching Council.

3. Bodily Injury could cover…

l Legal and Counsel costs to pursue the insured person’s
legal rights following a specific or sudden accident which
causes the death of, or bodily injury to, them. This
includes assisting the insured person to register their
claim with the Personal Injuries Assessment Board
(PIAB).

What does that mean for you, the member?
Well, you may not expect to have to use this type of cover,
similar to motor insurance, you can be claims free for 20 years
then all of a sudden you’re involved in an incident. What do
you do? Without the support of services like this you could find
yourself isolated, and it can be daunting and expensive.
Better to be protected than run the risk.

In summary: Since inception, Nov 1, 2018
No. of Legal advice calls – 109.
Ranging from:

l Employment in the workplace
l Personal Employment
l Education
l Family

l Contract

l Consumer

Cover is automatically available to all members of the NAPD.Use the Legal Advice and
Counselling Helplines services. They are the core of this product and are confidential.
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The Insurance Broker
By Rodney Croly

I

Working today in what can be a pretty high stress
environment, principals and deputy principals don’t need
that additional burden.

In addition to the personal and commercial insurances with
which you are all familiar we also have an interest in the not
for profit sector. For example, the “shoe boxes” sent out
each year to those in need are one of our clients.

As it happens I’ve had a business relationship with the DAS
insurance company for many decades so I said to Tim I know
a company which specialises in providing legal advice by
way of a contract of insurance and it would be worth putting
a proposition to them and that was the beginning of this
journey which has taken 1.8 years to conclude.

’m Rodney Croly and R. J. Croly & Co. Ltd. is a firm of
independent brokers which I set up in 1984. We are
members of Brokers Ireland; I sit on the board and I am
their current president.

Many of you will have been at the NAPD conference in
Galway last October and will remember my saying that the
NAPD Legal Protection Policy was a project I became quite
excited about and that it’s not every project I’d get excited
about, enthusiastic yes, but not necessarily excited!
My Involvement in this project began in March 2017, when
Tim Geraghty and I were having a chat over a cup of coffee.
In the course of the conversation Tim mentioned the
situation which can arise whereby a principal or deputy
principal finds themselves in a position where they are not
supported by a union or a board of management
The picture which that painted in my mind was someone
being cast adrift and ending up in what seemed to me like
a very lonely position, one in which they either had to pay
for their own legal advice and perhaps from a solicitor whose
expertise was not in that area, or else try tackling it
themselves and end up inadvertently heading off down the
wrong road and maybe making matters worse.

During that time there were endless meetings, phones calls,
and emails between myself, Tim and DAS in order to tease
out exactly what the NAPD members need and
communicating that to DAS and in fact Tim and I wrote a
draft policy wording and that has been tweaked and adjusted
to arrive at a specific policy wording for the NAPD.
I believe over the years ahead this arrangement will give
peace of mind to those who are potentially at risk of finding
themselves in such a situation and for those to whom it
actually happens, the access to advice helplines and if
necessary legal advice outside of the school environment
will be a great asset.
I actually think it has the potential to have a positive impact
on people’s lives and so for me is something very worthwhile
being involved in and that’s why I still feel excited about
the project and I’m grateful for the opportunity to be
involved.

NOTE FROM BRIAN HARKIN, M.ED.
STUDENT IN SCHOOL LEADERSHIP
AT THE UNIVERSITY OF LIMERICK
“I am undertaking to study a Masters of Education in School Leadership, through the University of
Limerick, with professor patricia Mannix McNamara. The area that I am looking into is The lived experience
of supports for post-primary principals in times of conﬂict.
I want to base my study on the actual experience of supports that principals have found in dealing with
conﬂict, and for this I hope to interview post-primary principals, either serving, retired or those no longer
in the role.
I am appealing to readers of Leader Quarterly to help me recruit participants for this study. I would like
20 + participants. The study is totally conﬁdential and the identity of interviewees will be kept anonymous.
I have a good insight and working knowledge of principalship as I was a school principal for 6 years.”
If you are willing to be interviewed by Brian Harkin, you can contact him at brianharkin@outlook.com
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DAS has been providing customers across Europe with legal help for
over 40 years. Legal Expenses Insurance itself can be traced back to
1917 and the creation of a mutual company known as Defense
Automobile et Sportive in France. However, it wasn’t until 1926 that
our own company (coincidentally also known as D.A.S.) emerged in
Geneva. In 1996, DAS extended its reach further by opening an
office in Dublin to serve the Irish market. Nowadays DAS Ireland is
the market-leading provider of legal expenses insurance in the
Republic of Ireland, with a market share of roughly 60%.

These are the key contact numbers for NAPD members:
LEGAL ADVICE SERVICE:
Call 1850 670 747
(or 01 670 7474)

COUNSELLING:
Call 1850 670 407
(or 01 881 8047)

LGBTI+ Second-Level Students:

Have Your
Voice Heard

Help make a real change for
LGBTI+ students at school.

belongto.org/survey
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Taking photos
at school events
LEGAL
DIARY

Where common sense
comes into play

T

he Data Protection Commissioner’s
oﬃce (DPC) often receives queries
from schools, parents and even
photographers about taking photographs
at school events. These events range
from concerts and football matches, right
up to sports days, and award ceremonies.
Common questions ensue such as “Do
you need the consent of a student’s
guardian before you can take a photo of a
student?”, “Do you need consent for each
separate school event?”, “Can schools ban
parents from taking photos at school
events?”, and “Can people take photos of
other people’s children without the
guardian’s permission?” The phrase
“Because of GDPR” is also trending of late,
and this context appears to be no diﬀerent
when we hear things such as schools
saying “We can publish a photo of a
student but we can’t name them because
of GDPR” or parents saying “I can’t take a
photo of my daughter in the musical
because of GDPR”, highlighting the real
sense of confusion surrounding this issue.

Back to basics
There is nothing under the GDPR
prohibiting people from taking photos in a
public place. Provided you’re not
harassing anyone, taking photographs of
people in public is generally allowed.
However, whether you can publish a
photograph to a broad-based audience is
a diﬀerent question. In other words, taking
a photo in public is generally ﬁne; it’s what
you do with that photo that can potentially
become a data protection issue.
You’ll notice the repeated reference to
the word “public” above – this is an
important factor to take into consideration
in a school event context. The rules of
engagement for taking photos at a school
play put on speciﬁcally for friends and
family are likely to diﬀer to those applied
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David Ruddy BL,
IPPN President
at a ticketed school
musical open to the
public.

Family and friends taking
photos at school events
“Is it OK if you capture the image of another
student while snapping pictures of your
own?” surface time and time again,
leaving parents, and indeed schools, at a
bit of a loss as to what to do. A lot of the
time, families taking photos at these kind
of events are simply doing so for
reminiscence’s sake and they don’t intend
to post or publish the photos anywhere.
This type of activity falls under the socalled “household exemption” under the
GDPR, which provides that the GDPR does
not apply when a person processes
personal data (for example, a photograph
of someone) in the course of a
purely personal or household activity, e.g.
with no connection to a professional,
business, oﬃcial or commercial activity.
That being said, the ubiquitous nature of
social media means that many photos like

these will inevitably wind up on some
proud parent’s Instagram account. And in
fact, the GDPR doesn’t strictly prohibit this
either, with Recital 18 stating that personal
or household activities could include
social networking. However, if a parent
published a photo of their son/daughter
online that also contained images of other
students, and the parent of one of the
other students was uncomfortable with
this and asked the parent to take the
photo down, common sense and indeed
common courtesy would suggest that
you should take the photo down.
In an eﬀort to maintain a sense of control
over the situation, some schools are
implementing an outright ban on the
taking of photographs by parents/family
at school events. While it is at the
discretion of schools to create their own
policies on these matters for closed
school events, it may be rather diﬃcult to
enforce an outright ban – in the name of
data protection – on taking photos at, for

example, the school’s production
of Grease the Musical which members of
the public can also attend.

Official photography at school
events
Schools often take photographs or hire
photographers to attend school-related
events to capture important occasions, for
example the opening of a new science
lab, a school orchestra’s annual concert,
or the ﬁnal of a football tournament, with
these images winding up on the school’s
website, in the local newspaper, or in the
school’s
monthly
newsletter.
It’s
important to note that in this context,
schools are in a very diﬀerent position to
parents/family/friends
in
that
they cannot rely on the household
exemption. They are acting as data
controllers which brings them into the
sphere of the GDPR and all of the rules
that come with it, for example they must
have a legal basis to process the personal
data (e.g. take and store photos) and they
must provide clear and concise
information about what it is that they are
doing with this personal data, how long
they will be keeping it for, etc.
The DPC recently heard an anecdote
about a school who provided a
newspaper with a photograph of two
students who had won a prize in a
national competition, but claimed they
couldn’t provide the newspaper with the
names of these students because of
GDPR. Processing personal data includes
a multitude of activities such as taking
photographs of students, publishing
these photos somewhere, and naming
students in publications. So if the school in
this scenario had a valid legal basis for
publishing photographs of their students
in the ﬁrst place (for example the school
had obtained the consent of the parents
of the students), it’s unlikely that they
were not in a position to name the
students too.
If a school has identiﬁed that consent is the
appropriate legal basis for taking and
publishing photographs in a particular

context, they will generally need to obtain
the consent of the student’s parent or
guardian to do so, depending on the age of
the student. The threshold for consent is
strengthened under the GDPR and
requires that the consent be freely
given,
speciﬁc,
informed
and
unambiguous. It must also be possible for
the parent or guardian to withdraw their
consent at any time, bearing in mind,
however, that withdrawal of consent
doesn’t aﬀect the previous use of any
photos
taken
of
that
particular
student before the consent was withdrawn.
If a school is requesting consent from a
parent or guardian to photograph a
student at school events, it is vital that the
school provide a clear and accurate
account of the context in which these
photos are going to be taken, for example
the types of school events that
photographs will be taken at, what these
photos are going to be used for and by
whom, where these photos are going to
appear and how long they will be kept for.
It’s also important that parents/guardians
are aware that they have a right to
withdraw their consent at any time to the
future use of such photos.
Schools may ﬁnd it easier to request this
consent from parents/guardians at the
beginning of each school term or year so
that the consent can clearly cover speciﬁc
activities throughout the course of the
school term/year. However, in the event
that the nature and context in which
photographs
are
taken fundamentally changes, for
example the photos are going to be taken
at an event that parents wouldn’t expect
them to be taken, or they are going to be
posted or published somewhere
unexpected, then schools should, once
again, seek consent from parents or
guardians.

photographing large groups
Getting consent to take and publish
photographs of large groups of people
can be challenging, for example what do
you do if one or two individuals in the
group do not give their consent? Take the
scenario whereby a school wants to take
and publish photos at a sports day –
schools could inform parents in advance
that photographs are going to be taken at
this event and could provide diﬀerentcoloured stickers for the students to wear
to signify whether or not they can be
photographed.

Is consent king?
Consent is not the only legal basis for
processing personal data – and there may
be instances where schools may be in a
position to rely on legitimate interest as
their legal basis for taking photographs.
It’s important to note that where a school,
or any other data controller, is relying on
the legitimate interest’s legal basis, this
requires a balancing exercise to make
sure that the rights and interests of an
individual, especially where the individual
is a student, are taken into account and
aren’t unfairly disregarded. For example,
where photos are being taken of school
facilities for a school prospectus and a
very large number of students
collectively appear in the background of
these various photos then it’s reasonable
that the school should be able to publish
such photographs for these purposes,
relying on the legitimate interest’s legal
basis – in other words without having to
obtain consent in respect of each student
whose image may have been distantly
captured in the photo. But if such a photo
captured only one or two children who
were clearly identiﬁable in, say a yard
setting, rather than a crowd scene with a
large number of children in the same
setting, then consent would be a more
appropriate legal basis to publish the
former photo, while it would seem
reasonable for the school to rely on
legitimate interests for the latter. In any
event, schools like all data controllers,
should be able to demonstrate their
assessment of data protection issues and
be able to point to why they have
identiﬁed a particular legal basis as being
most appropriate to a particular scenario
where photos are being taken and
published.

Some final thoughts…
We live in a world where every owner of a
smartphone is a potential photographer.
The GDPR does not provide an exact
roadmap on when it’s permissible to take
and publish photographs in the context of
school events. However, a balanced,
common sense approach will go a long
way towards ensuring that individuals’
rights are respected, while also ensuring
that data protection doesn’t become an
obstacle to capturing and celebrating
signiﬁcant school events.
(Source Blog published by the DPC
on April 19th 2019)
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James Joyce Collage – Creative Engagement project at Blackrock Further Education Institute

