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1. Introduction

In the present thesis, multiple relations between concepts of citizenship, ‘teacher beliefs’ and
teaching practices of prospective teachers in the Republic of Ireland are discussed. The main
argument bases on qualitative ethnographic fieldwork that concerns two prospective teachers
for second-level schooling and how their ideas of citizenship form part of their pedagogic
concepts and work. It is regarded in context of the broader landscape of formal public
education in Ireland, the role of the public community and discursive power relations. The
meanings of the common terms public education, state, public service and citizenship are
discussed and put into relation with each other on basis of a selection of theoretical concepts.

The following chapter introduces major ideas of the thesis and the basis of the research, by
presenting the research question, the theoretical framework, the methodological approach and

the structure of the thesis.

1.1 Research Topic and Research Question

When I was doing fieldwork, I often felt like a student teacher myself: Attending lectures at
the university, getting up early to travel to the school of placement, sitting in a staff room,
chatting with teachers, observing classrooms, teachers and students and writing protocols.
This is what student teachers in Ireland do at the very beginning of their Initial Teacher
Education (ITE) to qualify as teacher in public schools in Ireland. However, I was a
researcher and there were many experiences I could not make, such as teaching and taking the
responsibility to manage a room full of young students, diverse in character, background,
learning ability and motivation. Yet, I learned through my researcher’s perspective about
challenges and beauties of learning to teach in the specific context of Irish second-level
schools. Britzman (2003:6) writes: ‘There is (...) no single road to becoming a teacher (...).
Nor is there a single story of learning to teach’. Throughout my research I was becoming
aware that for both of my research partners, who were ‘learning to teach’, this process meant
non-stop negotiation between conflicting ideas of what is expected from them by schools, the
public, the Government guidelines, their own educational concepts and what they expect from
themselves as ‘good teachers’ (Devine et al. 2013) (comp. Britzman 2003:2f). The close
research contact with these prospective teachers — one student teacher in the first year and one
newly qualified teacher — allowed me to grasp patterns of the ‘conflictive’ (ibid.:3)
negotiation processes of daily interactions in classrooms that contribute towards forming their

teacher identities. Tutors and induction programmes are supposed to soften the blows when
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college students face difficulties in the classroom. Yet, as this thesis indicates, those structures
are not always provided, not always sufficient or not fitting students’ individual needs.
However, newly qualified teachers — and to a certain degree student teachers — are supposed
‘to assume full professional responsibilities from the first day they enter a classroom’
(Killeavy 2006:168).

By means of this thesis, I argue that in this context citizenship can contribute a relevant
collection of concepts for anthropological discussion. Citizenship, as open concept, is able to
unify and contrast ethical, political, legal as well as neoliberal conceptions (comp. Neveu
2008). In this sense, citizenship can be positioned between political anthropology and
anthropology of education, which enables a critical anthropological interrogation of the
multiple roles citizenship can play in the teaching and learning context (comp. Levinson
2011). Very specific in this case is the research focus on prospective teachers who find
themselves in a transition phase of being a citizen to becoming a public servant for the state
and the public; And from being taught to becoming a teacher (comp. Cook-Sather 2006). This
allows examining what citizenship implies for the broader relational framework between
prospective teachers, public community and what is regarded as the state. In the present case,
situated in Ireland, specific historic and recent socio-political and economic developments led
to a tense situation with regard to this broader relational framework of prospective teachers.
On the one hand, there is the historic development of the formal education sector that
represents an enduring process of religious struggles for power as a consequence of
colonialisation, independence and liberalisation of the Republic of Ireland. On the other hand,
at the time of research from September 2015 until May 2016, the Irish State went through a
phase of transformation. The exceptional and still lasting period of austerity since 2007, when
the Irish banking system crashed, has implied financial cutbacks in Government expenditures
and thus has heavily affected the public service including the education sector. The Irish
national elections took place in February 2016 and led to a state without government for the
on-going time of research. Meanwhile, the Irish education system was in the midst of vast
modifications concerning the second-level curriculum and the Initial Teacher Education (ITE)
sector. These correlations of factors implied professional and economic insecurities for my
research partners. Those insecurities form part of a general neoliberal tendency of the
globalised Irish economy. And as my research data indicate, it directly affects the public
education and those who participate in this system, including (prospective) teachers.
However, the (prospective) teachers’ work directly affects the society: Its members consume

the public education service and have expectations towards the quality of education,
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especially in times of crisis, when education epitomises the possibility of improvement of
socio-economic conditions (comp. Britzman 2003). Therefore, teachers who work in public
schools in Ireland occupy a contested space in society that is situated between public and
private constraints or rather between State and society. Prospective teachers are about to
gradually trespass a threshold to step into this contested space. Moreover, in Ireland they
encounter an intensified situation subsequent to the financial crisis.

In this thesis, I outline carefully the interwoven socio-political relations in which my two
main research partners are situated and situated themselves throughout the time of research. A
recurring theme is the enduring state of austerity in Ireland and the so-called ‘casualisation of
the teaching profession’. Yet, with focus on my two main research partners, the key question
of the thesis interrogates, what aspects of citizenship are of relevance for prospective teachers
concerning their situation of transition into becoming a teacher within these socio-political
relations. Accordingly, the ethnographic description shows how their understanding of the
situations and the roles they take is connected to their ideas of citizenship, primarily with
regard to education in the schooling context. Further it describes to what extent their concepts
of citizenship are involved with their developing teaching practice and ‘teacher beliefs’
(Razfar 2012; Devine et al. 2013). On a macro-level, the thesis comprises structural
characteristics and developments of the Irish education system, how these influence the
situation of the prospective teachers, and what role citizenship takes in second-level schools.
After all, these interrelations expound the problem of demarcation between citizenship
contents and neoliberal ideals in the context of education.

To sum up, this ethnographic work provides profound insights into teaching as a craft that
needs to be learned through practice and which is deeply related to personal and professional
‘beliefs’, passions and attitudes towards the state and society. The thesis introduces into
prospective teachers’ individual understanding, valuation and embodiment of citizenship as
educational practice. It does not mean to judge over good or bad teaching. Instead, it enhances
the relevance of ethnographic research in educational settings — for anthropology and for
educational sciences. While ethnographic practices in schools such as classroom observations
and field-diaries are used and recommended in the teacher education sector and in educational
sciences (Arthur et al. 2012; Gordon 2014), the formal education sector, including teacher
education, is a rare field for ethnographic research (Stafford 2012; Gonzalez 2004; Pole and
Morrison 2003). Yet, educational scientists and anthropologists agree upon the necessity of
qualitative (ethnographic) research in the teaching sector. Devine et al. (2013) argue with

regard to research on the quality of teaching and teachers’ effectiveness that ‘more in-depth
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research (...) which also includes observation of pedagogical practice in the classroom’
(ibid.:86) is needed to grasp teachers’ perspectives and practices; and further, that these
practices need to be regarded in relation to the broader context such as curriculum, social
values, professional development and educational policies as indicated by James and Pollard
(2011) (Devine et al. 2013:84, 103, 105). Jewett and Schultz (2011) advise anthropologists to
work closely with teachers ‘to understand more deeply the educational processes’ (ibid.:439)
that are interwoven with ‘larger sociocultural, economic, political, and historical contexts’
(ibid.) and affect teacher practice as well as ‘conceptions of teachers and teaching’ (ibid.).
Accordingly, the qualitative ethnographic approach of this thesis responds to this deficit and
provides manifold data for further discussion in the field. This thesis aspires to give
significant incentives for further ethnographic research on teacher education and citizenship
and strives to contribute to the merging fields of Political Anthropology, Anthropology of

Education and Educational Sciences.

1.2 State of the Art: Education, State and Citizenship

Both, the role of public schooling and of teachers as public servants in the ‘modern state’
(Weber 2008), are controversially discussed by sociologists, political scientists, philosophers
and not at least by anthropologists. A recurrent critique — also in anthropology — is the power
a state obtains over its citizens through a centralised education system. It implies that from a
very early age on children are exposed to the pedagogical influence shaped by state ideology
with teachers as the state’s pedagogics (Spindler 1997). This reproductionalist argument
criticises the state to manipulate its citizens according to its national-economical agendas
through schools and teachers that obtain the state’s mandate to teach — or indoctrinate —
students according to the state curriculum. This approach however universalises the state,
public schools and its participats. (Lynch 1989)

In contrast, philosophers like Antonio Gramsci and Michel Foucault consider a more mutable
system, although they share some key arguments of the reproductionalist approach. Given the
precondition of mutability, I argue that their approach can serve as a major point of departure
to look empirically at practices of teachers and students in public education and the therein-
entangled relations between state and citizens. Citizenship as a ‘signifier’ (Lacan 1977; 1988)
in these relations (state-citizen) serves in the present case of my research as a supplementary
angle for ethnographic research by analysing and putting into relation the various ‘signified’

(ibid.) of my research partners in the context of public education and discourses in ITE.



As outlined above, the terms education, state and citizenship as well as their cohesive
relations are of main theoretical concern for this thesis. All three terms vary widely in their
meanings. The following subchapters delimitate the thesis’ theoretical framework. Thus, I
introduce the field of Anthropology of Education and specify my use of the terms education
and schooling, I outline key ideas on the state, its relation to education — schools in particular
— and the role of teachers as public servants. Finally, I clarify correlating concepts of

citizenship and discuss their implications with regard to the relation between state and school.

1.2.1 Notes on Education and Schooling

In ‘A Companion to the Anthropology of Education’, Levinson and Pollock (2011) write:
‘Educational processes pervade the everyday conduct of social life’ (ibid.:1) because these
capture all practices of everyday formal and informal learning and teaching ‘anywhere’ (ibid.)
and ‘at any age’ (ibid.). Vice versa, Erickson (2004:31) argues ‘everything in education
relates to culture — to acquisition, its transmission, and its inventions’. It follows that
education is crucial for social and cultural practices. So, aspects of education can form part of
all anthropological work. Yet, these might not be its main focus or not be referred to explicitly
as educational processes, but for instance as forms of ‘cultural transmission’ (Stafford 2012).
(Levinson and Pollock 2011)

With regard to the development of an Anthropology of Education, before the mid-20"
century, education in anthropology was mainly described in informal settings because
research used to be conducted among social groups without formal education systems
(Stafford 2012; Roberts 1976:3). Yet, at the turn of the century, Franz Boas had explicitly
dealt with education in anthropology in his work (see Boas 1898; 1928). Later on, his students
Ruth Benedict, Edward Sapir and Margaret Mead supported his disciplinary focus and even
more the related field of Anthropology of Childhood through their ‘culture and personality
movement’ in the 1930s (Levine 2007:249). Mead, in particular, expanded her interest in US-
American teaching and schooling and related it to her fieldwork experiences from abroad (see
Mead 1942; 1951). From 1950 on, George Spindler practiced ethnographic work in schools
‘at home’ in the United States of America. So he strengthened the meaning of the field and
became known as the ‘father, or grandfather, of educational anthropology’ (Spindler
1982:21). Now, decades after the first steps had been taken in Anthropology of Education,
Levinson and Pollock (2011) define its central interest in the interrogation on ‘how people of
any age learn and teach others to organize behaviour, in any setting’ (ibid.). Although

recognising the variability in anthropologists’ specific dedications, they outline ‘young
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people’ (ibid.:1), ‘enculturation and socialization’ (ibid.:1f) processes and ‘relationships of
power that are taught and challenged in schools as cultural sites’ (ibid.:2) as specific subjects
of interest in this field. According to that, this research topic is oriented in the field of
Anthropology of Education., The thesis focuses on young persons that are dedicated to learn
to become professionals in the teaching sector and who find themselves in power relations
that are interwoven both on a micro level in the school and university context and on a macro
level in local, national and global socio-political and economic practices that affect their
teaching and learning practices, Nevertheles, I enhance the crossing points of this thesis’
intersection with Political and Economic Anthropology and an the Anthropology of
Educational Policies (comp. Mifiana Blasco and Arango Vargas 2011).

In this thesis, I refer to education as a variation of on-going, multiple and intertwined formal
and informal teaching and learning practices. The educational settings of the research are
complex in that they encompass formal — in terms of institutionalised — second- and third-
level education as well as informal educational practices of prospective teachers, such as
‘learning by doing’, ‘spontaneous teaching’ or ‘learning by observation’. The informal
educational practices however are also contained within these formal settings. Further, I
regard schools not only as places for students’ learning but also for prospective teachers’
learning. According to my research schedule, I conducted the main part of my research in
schools so that the majority of observed practices are located within school settings and
schooling practices. In this thesis, the terms schooling or school education refer explicitely to
teaching and learning practices that take place in schools and in accordance with the
institutionalised state curriculum. The term school includes fee-paying and non-fee-paying
schools and recognises their variation according to location, socio-political and economic
conditions, the school-type and a school’s philosophical, political or religious orientations. It
excludes other educational institutions as well as home schooling practices. Further, I refer to
schools mentioned in the research context as historically developed institutions within the

specific context of the Republic of Ireland (see chapter 2).

1.2.2 State, School and Public Service

As indicated above, schooling as formal educational practice is generally regarded as part of a
state’s mandate and defined as ‘common good’ of its citizens (Mifiana Blasco and Arango
Vargas 2011:370). Yet, educational policies should not be limited to state power, but need to
be regarded in the broader context of local and global discourses such as recent global

neoliberal trends that replace former ideas of public sector organisation with private sector

6



rationalities (ibid.: 2011:371ff; comp. Shore and Wright 1999). In the following, I introduce a
selection of basic theoretical positions that are concerned with the idea of the state in relation
to public service — specifically the role of teachers — and public schooling, in order to clarify
the theoretical context of this thesis. It encompasses Max Weber’s classical state theory,
Pierre Bourdieu’s constructivist and Michel Foucault’s post-structural constructivist
approaches to the state and Antonio Gramsci’s conception of the state in a Marxist tradition.
In 1919, Weber (2008) gave a ‘clear and authoritative’ (Novak 2015:55) definition of the
‘modern state’ in his lecture ‘Politics as a Vocation’. Here, he describes the state as
historically developed form of ‘human community’ (Weber 2008:156) and ‘an institutional
association of rule’ (ibid.:160) that maintains the ‘monopoly of legitimate force’ (ibid.:156)
‘within a defined territory’ (ibid.). No other subject — if not acting under the order of the state
‘leaders’ (ibid.:160) — is allowed to make use of physical force (ibid.:156). He describes the
democratic legitimacy of those ‘in positions of executive power’ (ibid.:160) as the one
positive development. According to him, public servants are the state’s ‘intellectual
workforce’ (ibid.:165) and the ‘modern officialdom’ (ibid.) that administers the bureaucratic
realm to uphold a state’s functioning power. Yet, public servants do not possess the
‘resources’ (ibid.:160) they control. Weber refers to this as a form of ‘expropriation’ (ibid.)
similar to the ‘development of the capitalist enterprise’ (ibid.), which detaches the worker
from property and products (ibid.:159, 160). But as the state depends on its servants as
administrators, they need to be loyal to the state and its ‘leaders’ (ibid.:161). This loyalty is
guaranteed through their ‘belief in the validity of a legal statute and (...) rationally created
rules’ (ibid.:157) and through the ‘material reward and social honor’ (ibid.:158) such as
‘salaries for modern civil servants (...) and the honor of the official’ (ibid.:158f), which they
receive from the state and distinguishes them from other workers (ibid.).

According to Novak (2015:54), ‘the long and darkening shadow of Weber’ is still affecting
today’s academic debate on the state, whereas he points out to Bourdieu and Foucault as
probing ‘dissenters’ (ibid.) from Weber’s definition. In this sense, Bourdieu (2014) critically

reformulated parts of Weber’s state definition:

‘If I had to give a provisional definition of what is called “the state”, I would say that the
sector of the field of power, which may be called “administrative field” or “field of public
office”, this sector that we particularly have in mind when we speak of “state” without further
precision, is defined by possession of the monopoly of legitimate physical and symbolic
violence.’ (Ibid.:3f)



For Bourdieu this ‘symbolic’ aspect of violence is not subsidiary, but a basic principal of
‘physical force’ (ibid.:4): ‘The most brutal relations of force are always simultaneously
symbolic relations. And acts of submission and obedience are cognitive acts (...)" (ibid.
1994:12). Thus, ‘normalization’ (ibid.:2) of state acts — ergo submission and obedience of the
citizens to the state — is achieved through ‘symbolic violence’ used by ‘bureaucracies and
their representatives’ (ibid.). The ‘symbolic violence’ is executed on two levels (ibid.:3f):
First, on the objective level within ‘organizational structures and mechanisms’ (ibid.:4);
second, on the subjective level within ‘mental structures and categories of perception and
thought’ (ibid.). In summary, the state is able to ‘produce and impose (especially through the
school system) categories of thought that we spontaneously apply to all things of the social
world — including the state itself” (ibid.:1) — in ‘an act of doxic submission to the social order’
(ibid. 2014:173). Thus, what we call the state is an ‘illusory reality’ (ibid.:10) that is
‘collectively validated by consensus’ (ibid.) because ‘people believe that it exists’ (ibid.).
Moreover, according to Bourdieu’s theory of capitals, the state emerges as a conglomeration
of ‘different species of capital’ (Bourdieu 1994:4) and this constitutes the specific ‘power’
(ibid.) of the state. These ‘species’ of capital are the ‘capital of physical force’, the ‘economic
capital’, the ‘informational capital’, as well as the ‘symbolic capital’. Their amalgamation
gives the state ‘power’ (ibid.) over the various capitals, their ‘reproduction’ (ibid.), their
‘fields’ (ibid.:4) and ‘the rates of conversion between them’ (ibid.). This constitutes the state’s
‘field of power’ (ibid.:5) — the ‘capital étatique’ (ibid.:4). (Ibid.:4f)

For Bourdieu ‘the school system’ (ibid.:5) holds an important role in these considerations:
Schools secure the continuous ‘reproduction’ (ibid. 1998:19) of the ‘cultural capital’ (ibid.)
because schools allow the ‘heirs of the old blood-line nobility’ (ibid.:22) to turn ‘noble titles’
(ibid.) into ‘academic titles’ (ibid.) and become ‘state nobility’ (ibid.) (this includes public
servants (ibid.:22f)), whereby ‘holders of inherited cultural capital’ (ibid.:20) are favoured
over ‘those who lack it’ (ibid.). Thus, the school system reinforces ‘social differences’ (ibid.).
Schools as state ‘institutions’ also represent and reinforce state structures and categories
(ibid.:23). Bourdieu concludes: The ‘state nobility (...) had indeed to create the state in order
to create itself as holder of a legitimate monopoly on state power’ (ibid.:22). In order to better
comprehend ‘the symbolic dimension of the effect of the state’ (ibid.:58), Bourdieu appeals

‘to analyse the genesis and structure of this universe of agents of the state’ (ibid.:58):

‘[They] have constituted themselves into a state nobility by instituting the state, and in
particular by producing the performative discourse on the state which, under the guise of
saying what the state is, caused the state to come into being by stating what it should be — that
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is, what should be the position of the producers of this discourse in the division of labor of
domination.’ (Ibid.:58; ed. M..S.)

In conclusion, Bourdieu departs from the Weberian physical power of the state and opens up a
new perspective: The state and its physical force are an ‘effect’, which is constituted through
symbolic violence. For the ‘state nobility’ the state is an end in itself: It reproduces their
inherited legitimacy for instance by means of publicly institutionalised schools and titles. This
reproductionalist argument equals Marxist approaches such as by Antonio Gramsci (as
follows). Yet, Bourdieu (2014) differentiates: For him the state exists ‘through its effects’
(ibid.:10) and by way of ‘collective belief’ (ibid.), whereas in Marxist terms the state is
‘subject of actions’ (ibid.) — and so is agent on its own terms.

Indeed, for Gramsci the state — as subject — exercises hegemonic power over its population.
Yet, similar to Bourdieu’s approach, this hegemony is not secured by physical force alone,
but by consensus of the population. The school is one of the major institutions that generates
this consensus and also reproduces socio-economic differences. With regard to my research
topic, Gramsci’s work is relevant because of his comprehensive writing on odds and prospects
of school organisation, the role of teachers as part of the hegemonic state and the democratic
schooling as prospect for political change. Gramsci proposes basic assumptions for his
approach, which are relevant in this context: (1) The general intellectuality of all human
beings (Gramsci 1992:9); (2) a universal ‘educational relationship’ (ibid.:350) between
human beings that permeates society because everyone is teaching and taught and ‘every

teacher is always a pupil and every pupil a teacher’ (ibid.); (3) all persons! are
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philosophers™ (ibid.:323), because the common acts of speaking, thinking or religious

practice are philosophic acts (ibid.); (4) all persons are ““political beings™’ (ibid.:265) and in
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this sense ‘“legislators” (ibid.), because everyone ‘contributes to modifying the social
environment’ (ibid.). So, for Gramsci, everyone has basic abilities to perform leadership and
there is no a-priori classification of social or intellectual groupings within society or
domination of one over the other (ibid. 2000:194, 205). Therefore, when it comes to
democratic organisation, Gramsci argues that ‘[democracy] must mean, that every “citizen”
can “govern” and that society places him, even if only abstractly, in a general condition to
achieve this’ (ibid. 1992:40; ed. M.S.). A specific role in achieving this takes the ‘democratic

school’ (ibid.). Here, everyone’s possibilities and options are equal, regardless for example of

cultural capital (to speak in Bourdieu’s terms) (ibid.). Gramsci argues, the ‘vocational school’

1 Gramsci writes ,all men’ (Gramsci 1992:323).



(ibid.) in the early 20™ century Italy appeared ‘democratic’ (ibid.) because it allowed
‘diversification’ (ibid.) within different types of labour. Nonetheless, it separated and
classified pupils in a way that maintained the social stratifications for the dominating social
group’s benefit (ibid.:40f; 2000:305f). (Ibid. 2000:194, 205, 306)

Further, Gramsci (2000) distinguishes between ‘“domination” (ibid.:249) and ‘“intellectual
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and moral leadership™ (ibid.): The ‘“leadership™ is a precondition of ‘“domination” and
must be upheld throughout a ‘governmental’ regime in order to secure hegemony (ibid.).
Hegemony is ‘the combination of force and consent’ (ibid.: 1992:80) in a ‘parliamentary
regime’, which means that the use of ‘force’ (ibid.) by the governing is legitimised through
‘the consent of the majority’ (ibid.). The ‘leadership’ principle as basis of ‘governmental
power’ bases on Gramsci’s assumption that a ‘relationship of “hegemony” is necessarily an
educational relationship’ (ibid.:350): The ‘dominant class’ (ibid. 2000:380) inculcates the
‘subaltern classes’ (ibid.:197) with its ideology by means of the educational relationship
through all forms of direct or indirect communicative patterns between the dominant class and
subaltern classes that possibly have an impact on the ‘public opinion’ (ibid.:381) such as ‘the
press’ (ibid.:380), ‘schools’ (ibid.:381), ‘clubs’ (ibid.) or forms of ‘architecture’ (ibid.) and
design (ibid.:380f). It follows, that ideology is an ‘instrument of government of dominant
groups in order to gain the consent of and exercise hegemony over subaltern classes’
(1bid.:197). For the implementation of ideology, the dominant requires ‘intellectuals’ (ibid.:
1992:12) as assistants. The intellectuals have a ‘subaltern function’ (ibid.) for the hegemonic
government by permeating society on different levels (ibid.:14f). They are diverse in their
professions and ‘political influence’ (ibid.:15). The vertically specialised school system —
with teachers as intellectuals themselves (ibid.:14) — ‘is the instrument through which
intellectuals of various level are elaborated’ (ibid.:10). Further, the intellectuals embody the
separation between ‘“civil society” (...) called “private”, and that of “political society” or “the
State”” (ibid.:12), because in their function they enforce ‘“‘spontaneous” consent (...) of the
population to the general direction imposed (...) by the dominant fundamental group’ (ibid.)
as well as ‘discipline on those groups who do not “consent” (ibid.). So for Gramsci, the
separation of the public and the private is artificially created by the political intellectual
practice that permeates the assumed private life and this separation legitimises the hegemony
of the dominant (ibid.:261, 271). He argues: °(...) ideologies for the governed are mere
illusions, a deception to which they are subject, while for the governing they constitute a
willed and a knowing deception’ (ibid.:2000:196). Gramsci, in the Marxist tradition and in the

name of ‘political struggle’, calls for a disclosure of these ‘ideologies’ as ‘historical facts’ and
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‘instruments of domination’ (ibid.). His aim is ‘transcendence’ (ibid.1992:41) of the hierarchy
between governing and governed (ibid.). He suggests a democratic ‘common basic education’
(ibid.:27) to achieve this (ibid.:27, 33). He envisions it to give students autonomy over
‘learning’ (ibid.:33) in their last year in school so that they can develop ‘independent
responsibility’ (ibid.:32). The learning is supposed to be a collective interaction between
teachers and students without ‘hypocritical and mechanical discipline’ (ibid.:31).
Furthermore, education needs to address ‘“rights and duties” (ibid.:30) of citizens and
aspects of ‘the State and society’ because these constitute ‘primordial elements of a new
conception of the world which challenges the conceptions that are imparted by the various
traditional social environments’ (ibid.). Thus, in this Gramscian school model, education
functions as a basis for independent thought and action (ibid.:29) instead of learning only
subject contents and ‘reading, writing, sum’ (ibid.:30).

In summary, Gramsci’s work not only gives an additional perspective on the hegemonic
power relations and the role of public education, but provides a broad theoretical link between
public schooling, social equality, citizenship education and school organisation. These
interrelations become more groundbreaking with regard to the importance of the concept of

citizenship that I will elaborate on in chapter 1.2.3.

The above-presented ideas on the state all vary from one another. But they have in common
that the state — or the state ‘effect’ in Bourdieu’s terms — is portrayed as an entity, which at
least in theory can be explained in universal terms. For Michel Foucault (2010), in contrast,

the state’s static universality is not given. He explains his argument:

‘(...) I must do without a theory of the state (...). The state is not a universal nor in itself an
autonomous source of power. The state is nothing else but the effect, the profile, the mobile
shape of a perpetual statification (étatisation) or statifications, in the sense of incessant
transactions which modify, or move, or drastically change, or insidiously shift sources of
finance, modes of investment, decision-making centers, forms and types of control,
relationships between local powers, the central authority, and so on.” (Ibid.:76f)

In the Foucauldian sense, the state stands for continuous interrelated processes and relations
of power. Foucault takes various, sometimes conflicting approaches to analyse these in his
extensive work. In ‘The Archaeology of Knowledge and the Discourse on Language’
Foucault (1972) focuses specifically on the processes of knowledge formation — the
‘discursive practice’ (ibid.:74). He describes it primarily as linguistic practice. However, he

amplifies this because apart from grammar and vocabulary, a ‘statement’ bears meaning that
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is only approachable through a ‘system of formation’ (ibid.), which is defined by the
linguistic ‘regularity of practice’ (ibid.) that he calls ‘the discourse’ (ibid.:49, 66, 74, 89, 118).
The discourse is intrinsically and extrinsically restricted by multiple power relations, which
continually (re-)define the accessibility of the discourse (ibid.:223), its “principles’ (ibid.:220)
and what is recognised as scientific ‘truth’ (ibid.:219). So, it is a ‘complex and unstable
process’ (ibid. 1995:94) that might be ‘an instrument and an effect of power’ (ibid.) as well as
‘a hindrance, [...] a point of resistance and a starting point for an opposing strategy’ (ibid.).

In his genealogical work, Foucault analyses these ‘relations of power’ more concretely. He
refers to the ‘dispositif” (ibid. 1975:21), which is also translated as ‘apparatus’ (ibid.
1995:17). It includes ‘discursive practice’ and forms its ‘strategies’ to operate and employ

‘relations of forces’ (ibid. 1980:196). More precisely a ‘dispositif” is:

‘(...) a thoroughly heterogeneous ensemble consisting of discourses, institutions, architectural
forms, regulatory decisions, laws, administrative measures, scientific statements,
philosophical, moral and philanthropic propositions - in short, the said as much as the unsaid.
(...) The apparatus itself is the system of relations that can be established between these
elements. Secondly, what I am trying to identify in this apparatus is precisely the nature of the
connection that can exist between these heterogeneous elements. (...) In short, between these
elements, whether discursive or non-discursive, there is a sort of interplay of shifts of position
and modifications of function which can also vary very widely.” (Ibid.:194f)

The school as an institution forms part of the elements of the apparatus. In his work
‘Discipline and Punish’, Foucault (1995) conceptualises school particularly as an institution
of discipline: ‘prisons resemble factories, schools, barracks, hospitals’ (ibid.:228), whereas
disciplining is the apparatus’s strategic employment of ‘power relations’ (ibid.:190). In these
institutions, discipline is enabled by the virtue of the panoptic ‘gaze’ (ibid.:195) embodied in
architectural forms and the individual’s awareness or insecurity over the possibility of
permanent observation. Following Foucault, teachers equal ‘technicians of behaviour’
(1bid.:294), who are in charge of disciplining subordinates. Thus, students — equal to prisoners
or workers — experience enforcing measures in case of misbehaviour (ibid.:178). This
‘anatomo-politics of the human body’ (ibid. 1978:139) concentrates on the ‘body as machine’
(ibid.) trained to serve the strategies of the apparatus. The generated knowledge of the
population through disciplining measures allows ‘to insert the power to punish more deeply
into the social body’ (ibid.:82) than physical ‘punishment and repression’ (ibid.) could, so that
it guarantees ‘obedience of the people’ (ibid.:196) to the apparatus. In Foucault’s (1978) later
work, the first volume of ‘The History of Sexuality’, he develops the concept of ‘a biopolitics

of the population’ (ibid.:139) and ‘governmentality’. It adds a more strategic and regulative
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moment to these ‘power relations’. The political regulation (governmentality) of the
population implies ‘the controlled insertion of bodies into the machinery of production and
the adjustment of the phenomena of population to economic processes’ (ibid.:141).
Concerning these relations, Foucault (2010:77) writes: ‘The state is nothing else but the
mobile effect of a regime of multiple governmentalities.’

From the biopolitical perspective, students in a school are ‘bodies’ within the productive
machinery. Yet, the schools’ function is not only to turn the human body into an object of
oppression that is shaped by the ‘apparatus’ for efficient economic and political schemes
through disciplinary and regulative measures, but to positively integrate the human body in
the modes of production, so that the subject turns from the ‘docile body’ (ibid. 1995) into a
‘selt” (ibid. 1986). Furthermore, Foucault includes the possibility of ‘resistance’ (ibid.
1978:95) in his analysis of power as ‘the multiplicity’ of bounded and fragmented ‘force
relations’ (ibid.:92). It becomes even a conditional part of strategic force relations and he
describes it as diffuse as the ‘power network’ (ibid.:95) itself. Resistance bears a tactical
feature and therewith a chance for actual transformation — a ‘revolution’ (ibid.:96).
Concerning the ‘self’, Foucault (1990) argues that the individual can become an ‘ethical
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subject’ (ibid.:28) constructed through ‘“modes of subjectivation” (ibid.) and ““practices of
the self”’ (ibid.). This implies a ‘relationship with self” (ibid.) and the legal and social ‘reality
in which it is carried out’ (ibid.), through ‘a process in which the individual delimits that part
of himself [or herself] that will form the object of his moral practice’ (ibid.; ed. M.S.). The
‘ethical subject’ is a precondition for ‘moral practice (ibid.:28). ‘The Care of the Self” (ibid.
1986) in turn is a ‘mode of behaviour’ (ibid.:45) related to the ‘self-respect’ (ibid.:41) of the
ethical self. Subsequently, Foucault’s distinctive argument implies that the individual is
subjected (‘assujettissement’ (ibid. 1990:27)) and subjectivated (ibid.:28) by power relations,
but moreover is an ‘ethical subject’ and therefore subject to his_her own practices.

What this amounts to, is that the Foucauldian approach describes power relations instead of a
universal state concept. These envelop the individual in discursive modes of articulation and
thinking, that are diffuse but omnipresent and that discipline and subject the individual in
institutions (such as public schools). However, there the individual is also subjectivated as a
productive part of the population and is simultaneously an ethical subject, which can care for
itself and is able to define and pursue moral goals. This tension between subjection,
subjectivation and the self as an ethical subject is the moment in which mutual influences of

the diverse elements of the dispositif and its power relations become relevant. Of particular

interest here is the role of public schools: In schools as ‘containers and conveyors for culture’
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(Levinson and Pollock 2011:4), these tensions are constantly negotiated — not only between
students and teachers but also among (prospective) teachers and between (prospective)
teachers, state politics and the public (comp. Ball et al. 2012). Although Foucault does not
extensively describe the role of public servants, Foucault’s conceptions of ethics of the self as
well as his refusal of a universal state-theory allow a differentiated and more comprehensive
perspective on schooling as part of power relations and the implicated roles and possibilities
of individuals, rather than only depicting them as subjected to the state ideology and the
dominant class as the before-mentioned reproductionalist theories of Bourdieu and Gramsci
tend to do. Thus, Foucault’s approach to the power-school-citizen relation is particularly

relevant for the micro-level perspective, which I take in the ethnographic research.

All in all, Weber’s definition of the state as monopoly of physical force and his interpretation
of the role of the public servants is clear and still shapes theoretical considerations. The
further works I presented by Foucault, Bourdieu and Gramsci however challenge Weber’s
static picture of the modern state. Their diverse considerations that concern dynamic relations
of power (Foucault), state effects and symbolic violence (Bourdieu) as well as relations of
hegemonic pedagogy (Gramsci) present diverse vantage points for my research where state
mandates and education merge in daily school practice. Bourdieu’s and Gramsci’s theories
both indicate that symbolic power through the pedagogy of an apparently emancipating
schooling system actually enforces a one-dimensional reproduction of cultural capital and
thus the domination of one social group, which constitutes the state on its behalf. Although
Bourdieu in contrast to Gramsci clearly speaks of the effect of the state instead of the state as
subject, Gramsci’s hegemony offers a more relational and thus a less static approach (through
pedagogy) to the issue of public education. Moreover, although Gramsci definitely focuses on
social classes, his basic idea of general intellectuality and political activity of human beings —
similar to Foucault’s approach towards the ‘ethical self” — provides the opportunity to
consider the individual and its actions as a relevant factor in an analysis of (pedagogic) power
relations that are negotiated in schools.

Gramsci’s and Bourdieu’s contributions enrich the education-state debate in educational as
well as anthropological writing. However, Bourdieu and Gramsci tend to be lumped together
and reduced to their reproductionalist tone. The works of Paul E. Willis (1977:2f, 128, 163,
185) ‘Learning to Labour’ and of Michael W. Appel (1990:10f) ‘Ideology and Curriculum’
show how school is taken as a model for the whole society and is then (ab-)used to explain

macro-social issues in a universalist (neo-)Marxist argument (comp. Marcus 1986:174f).
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Kathleen Lynch (1989), student of Appel, criticises this universalist school-ideology
argument. In her work ‘The Hidden Curriculum’ she examines the relation between Irish state
and Irish schools in reference to Bourdieu and Gramsci (amongst others) and argues for a
more dynamic and multi-layered comprehension of the reproductionalist argument
(ibid.:118). According to her, ‘educational systems are not the clones of the capitalist state’
(ibid.) and capitalist ‘influence’ (ibid.) on education differs in each society due to historical
implications and negotiations between participating stakeholders. Moreover, schools differ
also within ‘a particular society’ (ibid.): Schools are ‘universalistic and particularistic in their
reproduction of educational individualism’ (ibid.) because of external factors like curriculum
and teacher education that are predetermined by the state, and internal features like school
ethos and patrons that differ in each school (ibid.:119). Yet, Lynch does neither include a
more differentiated view on state power in her argument on social reproduction, nor does she
consider Gramsci’s ‘common school’ as a complementary part to his reproductionalist
argument and aspect of resistance against hegemonic relations.

Concerning this aspect in particular, Gramsci’s approach shows similarities with Foucault’s
approach to resistance as conditional part of relations of power. Yet, for Gramsci, the state
centralises hegemonic power and the resistance is always related to the struggle of classes,
whereas Foucault refrains from class struggles and regards the state not as source of relations
of domination.

When it comes to school education, Gramsci is the one who is most direct in his propositions
about schools, teachers and their ideological function in state organisation and that these
correlating aspects can be transformed by means of democratic education to contest the
capitalist order. Bourdieu basically analyses schooling in its reproductional function.
Similarly to Bourdieu, Foucault analyses the function of schools as disciplining institutions
within the apparatus and part of the biopolitical machinery that shapes productive individuals
within relations of power. But besides, he refers to education in relation to the ethical self.
Although he is rather abstract in this regard, his concept on discursive practices as well as his
late and unfinished work on identity and self-determination gives a starting point for
considering educational practice (in schools) and particularly teachers not only in their
disciplinary function but — as for instance the work of Gail McNicol Jardine (2005) shows —
as possible contributors to ‘transform our own understandings and power relations’ (ibid.:21).
Ball et al. (2012) show how relational power in Foucault’s terms plays a role in teachers’
professional life and what role teachers can take in this regard. Therefore, Ball et al. describe

educational policy as ‘discursive processes’ (ibid.:3) and teachers as ‘subject to and objects’
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(ibid.) of it. So, teachers hold a key role within ‘creative processes of [policy] interpretation’
(ibid.; ed. M.S.) and the active ‘policy enactments’ in schools.

However, Foucault’s early emphasis on schools as disciplining institutions, repeatedly leads
to one-dimensional interpretations of his contribution to educational issues. Dympna Devine
(2011) in ‘Immigration and Schooling in the Republic of Ireland’ refers to Foucault in order
to substantiate her argument on how institutional classification and disciplining in Irish
schools lead to racism in society. Although she includes the concept of resistance within
power relations, she interprets it as an effect ‘arising from these disciplinary practices’
(ibid.:19) in schools and does not consider the possibility of resistance as ‘moral’ contribution
of the self (ibid.:17ff). Maura Parazzoli (2013) draws a similar argument in her ethnography
on ‘School Inequalities’ in Dublin. Instead of referring to Foucault’s remarks on the ‘self’, she
applies Foucault’s concept of discourse in terms of the ‘will to truth’ and his disciplinary and
biopolitical perspectives on school and subsequently interprets school in reproductionalist
terms as ‘an enormous power over the kinds of citizens it will produce’ (ibid.:16) (ibid.:90f).
But most problematic, and exemplary for the discussion of Foucault’s work in the school

debate, is her confusion of Foucault’s concept of schooling with that of education:

‘Foucault (...) was critical of the idea that education [sic] could in any way produce free
subjects and autonomous thinkers. From this point of view, it may be argued that Foucault
reaches the same disillusioned conclusions as Bourdieu [referring to social reproduction
through school], although via a very different route.” (Ibid.:91f; ed. M..S.)

Indeed, Foucault’s analysis of ‘school’ is related to ‘disciplining, training and normalisation
of the body’ (ibid.:91). Yet, as explained above, in terms of ‘education’, Foucault’s later work
offers another perspective on the possibilities of education in relation to the ‘self’.

The conceptions described in this chapter are of relevance for discussing basic relations
between state, teachers, schooling and education that are central to this thesis. Whereas
Bourdieu’s and Weber’s work are important to discuss and delineate my research results, the
Gramscian and the Foucauldian concepts provide also a basis for my research topic with
regard to methodological questions and for approaching the issue of citizenship because they
both take into consideration the political capabilities of persons and the mutability of relations
of (hegemonic) power. This approach allows the look at the tensions between micro- and
macro levels of schooling practices in public institutions. It allows me to develop a relational
perspective on micro- and macro-level aspects of my ethnographic research in order to

prevent a simple projection of micro-level studies on macro-level issues or vice versa.
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Further, I want to refer explicitly to the Foucauldian (non-)concept of the state. In the
following I understand the state neither as a uniform concept, nor source of power, but as a
dynamic and complex effect of relations of power. Yet, I accept the practical relevance of
applying the term ‘state’ in the research context as an expression for this effect. Further I will
refer to the ‘State’ in reference to the particular case of the Republic of Ireland. I do also
recognise that a ‘state’ is not equitable with a ‘nation-state’ and a public community is not
equitable with a nation-state community (comp. Appadurai 1996). But according to article
two of the Constitution of Ireland (Government of Ireland 2015), all people who are ‘citizens
of Ireland’ are ‘part of the Irish Nation’. It follows that from the legal perspective, the
Republic of Ireland regards itself as a nation-state and the Irish civic community is put on par
with its national community. Since the research concerns parts of the public education system
of the Irish nation-state, I will refer to the public community in reference to the nation-state
community of Ireland but also include persons that participate in the formal education sector
in any form without being a national citizen by law. Furthermore, I refer to the Government as
a set of political institutions in charge of the governmental office in the Republic of Ireland
and take into account that its political orientation depends on the elected composition of the

Irish parliament.

1.2.3 Citizenship in the Making

In the following subchapter I clarify interpretations of citizenship that relate to the analysis of
my research data. I examine how the term citizenship, in particular in social and cultural
anthropology, can be linked to concepts of the state and forms of education in schools.

Riesenberg (1992) describes a central issue that the term citizenship discloses in general:

‘Although it is one of the oldest institutions in Western political thought and practice, it is not
one of the easiest to grasp in a single comprehensive thought. (...) There is no single office in
which its essence is defined. It has no central mission, nor is it clearly an office, a theory or a
legal contract.” (Ibid.: XVI)

Although it lacks precise definitions, there are influential interpretations of the term. One of
them gave Thomas H. Marshall (1950), who defines it as ‘a status bestowed on those who are
full members of a community’ (ibid.:28). Those members are ‘equal with respect to the rights
and duties with which the status is endowed’ (ibid.:28f). The limits of this definition, which is
based on a juridical status and social in- and exclusion, are increasingly discussed particularly
in anthropology. In this academic field, citizenship tends to be interpreted as an individual or

collective open-ended cultural, social or political process rather than a fixed juridical status
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(see Clarke et al. 2014; see Ong 2005; see Lazar and Nuijten 2013; see Werbner 1998; see
Neveu 2008:200; see Caglar 2015). However, Marshall’s citizenship interpretation has been
influential in evoking an intimate correlation between the citizenship ‘status’ and the nation-
state concept (comp. Rose 2007:131). Indeed, Catherine Neveu (2005) even argues that
“modern citizenship” was born with the nation-state’ (ibid.:199) and Rainer Baubock (2001)
refers to the French revolution as the introductory moment of citizenship as status of political
participation based on a constitutional right of ‘popular sovereignty’ (ibid.:1). Although a
nation-state is guarantor for ‘most of the rights linked to citizenship’ (Neveu 2005:199),
Neveu emphasises the danger of blurring the boundaries between these non-interchangeable
concepts that vary in their ‘legal and political nature’ (ibid.). She argues, historically,
nationality has not always implied citizenship, for instance French female nationals until the
mid-20™ century had no citizenship rights (ibid.). Moreover, citizenship is not an exclusive
status to nation-states, because states that are not defined as nations define their inhabitants as
citizens with citizenship status as well (Levinson 2011:281). Further, ideas of citizenship
move more and more into the realm of trans-national spaces and human rights claims (see
Ong 2005; see Clarke et al. 2014; see Werbner 1998). Consequently, a differentiated view on
the (non-)relation between state, nation-state and citizenship is important to consider when
discussing aspects of citizenship.

In Marshall’s interpretation of citizenship there is also a root that can be traced back to an
ancient idea of citizenship in Greek city-states. As Riesenberg (1992) describes, citizenship
initially meant a ‘mark of belonging’ (ibid.:3) to the ‘political community’ (ibid.:5) of a Greek
city-state (polis). It was reserved for a ‘minority’ (ibid.) consisting of property-owning free
men who were honoured with ‘certain rights and privileges’ (ibid.:3) and in return gave their
‘service’ to the small states (ibid.). From 700 BCE onwards, citizenship attained more
meaning as a ‘central political issue’ (ibid.:4) in city-states (ibid.). Adaptable citizenship laws
decided upon membership so that citizenship became more and more a means of
‘discrimination and distribution’ (ibid.). The philosophers Plato (428/427-348/347 BCE) and
his student Aristotle (384-322 BCE), both part of Athens’ citizenry (ibid.:39), describe in
detail what the status of citizenship should ideally imply for the polis. Both agree that (moral
and physical) education is indispensable for forming ‘good citizens’ (ibid.:43) and it needs to
take place in the public and not within the family (ibid.:40, 42f). Furthermore, the ‘political
activity’ (ibid.:44) is crucial for being a citizen (zdon politikon) in contrast to being a

‘subject’ (ibid.). For Aristotle a citizen’s ‘political activity’ is associated with democracy as
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‘that form of government [which] depends upon the political activity of many’ (ibid.; ed.
M.S.). So, ‘the citizen par excellence is the citizen of a democracy’ (ibid.).

In the twentieth century, Hannah Arendt (1998) refers particularly to Aristotle’s work on
citizenry and ‘political activity’” when she describes the categorical division of ‘human
activities’ (ibid.:7) and their qualities for ‘the human condition’. She differentiates between
‘labour’, ‘work’ and ‘action’. In contrast to the acts of survival (‘labour’) and creation
(‘work’), ‘action’ implies ‘acting and speaking’ (ibid.:179). It obtains value only when it is
heard and seen and thus through the public manifestation of the plurality of ‘unique personal
identities’ (ibid.) (ibid.: 180, 188). It follows that ‘action’ is unconditioned, unpredictable, and
irrevocable (ibid.: 178, 236). Therefore, it implies a ‘moral code’ (ibid.:238), which is ascribed
to the public ‘faculties of forgiving and of making promises’ (ibid.). ‘Action’, in this sense, is
politics as practised by the polis’ citizens as indicated by Aristotle (ibid.:194). For Arendt it is
the one ‘human condition’ that is necessary for being human (ibid.:176): ‘A life without
speech and without action (...) has ceased to be a human life because it is no longer lived
among men.’ (ibid.). Morover, Arendt regards the human political activity as related to being
a citizen because it means having ‘the right to have rights’ (ibid. 1979:296) and ‘to belong to
some kind of organised community’ (ibid.) in terms of having the possibility ‘to live in a
framework where one is judged by one’s actions’ (ibid.).

In her writing on the ‘human condition’, Arendt (1998) formulates also a critique on the
‘modern age’ (ibid.:28) and its political organisation: the ‘nation-state’ (ibid.). She argues, the
crucial line between ‘public’ (polis) and ‘private’ (oikos) is no longer clear-cut (ibid.) and

hence the epitome of ‘freedom’ (ibid.:31) — the citizens’ ability to leave the oikos and to
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participate in the polis amongst ‘“‘equals” (ibid.:32) notwithstanding nationality, religious
orientation or alike — is alienated (ibid.:31f). So, the ‘capacity for action’ (ibid.:323) as
implied in the ‘human condition’ is diminishing (ibid.:323f).

In my account, Arendt’s critique on the political economy of the modern state and its
impossibilities of political freedom in the aftermath of Word War II has not lost its relevance.
Although we were able to enter the era of ratified human rights on a global level, which
Arendt contested (ibid 1979:298), we are still far from complying with them. However,
Aihwa Ong (2006) argues that citizenship mutates by means of its re-articulations in
globalised spaces, which is linked to a global spread of neoliberal principles and human rights
standards (ibid.:499). Therefore, her analysis of ‘mutations in citizenship’ and her perspective
on appropriated citizenship claims on local levels are ground-breaking (ibid. 1996; 2006). She

criticises Arendt’s scepticism towards globalised citizenship possibilities by emphasising the
19



importance to resolve the ‘opposition between citizenship and statelessness’ (ibid.:499)
instead of staying within a nationalised scope of citizenship. Nevertheless, Ong recognises
also endangered ‘citizenship entitlements’ (ibid.:502) caused by neoliberal re-articulations of
elements of citizenship (ibid.501f): On the one hand, these neoliberal re-articulations imply
inequalities in citizenship meanings due to varying neoliberal interpretations of citizenship,
which are conditioned by different ‘political environments’ (ibid.:502); on the other hand,
these re-articulations imply inequalities in the access to citizenship. She explains: ‘Especially
in hyper-capitalist zones, those who cannot scale the skills ladder or measure up to the norms
of self-governing are increasingly marginalised (...)” (ibid.). This analysis of global re-
articulations of citizenship and neoliberal effects is especially relevant in the context of
neoliberal Ireland. But, I assume it is inevitable then to incorporate Arendt’s (1998)
perspective on the political nature of citizenship and the claim that it should not be interfused
with economical logics because this prohibits equality, which is the premise for the political
realm (ibid.:32), in Ong’s approach.

Besides, Ong’s work demonstrates the relevance of explorations of qualitative ethnographic
approaches to meanings of citizenship. Concerning citizenship studies, Neveu (2008)
identifies the strength of anthropology in the observation of the ‘social and political
“manufacture” of citizenship’® (ibid.:295) by means of empirical studies (ibid.:295f).
According to her, ‘citizenship(s)’ (ibid. 2013:205) need(s) to be regarded in its ‘horizontal or
“deep” dimensions’ (ibid.) because citizenship is also negotiated in a social process between
individuals and not only on a vertical level between society and state (ibid.).

Another important aspect concerning anthropological research on citizenship, in particular in
relation to education, is its correlation with identity and identities. In this subject, I refer to
Stuart Hall’s (2011) concept of identity. He regards questions of identity fundamentally
linked to ‘agency’ (ibid.:2) and ‘politics’ (ibid.). Second, he refuses to focus on ‘the subject’
as a nodal point for identity (ibid.), but — in reference to Foucault’s work — to the process of
‘identification’ (ibid.) as ‘subjectification’ (ibid.) and related to ‘discursive work’ (ibid.:3).
This involves the ‘binding and marking of symbolic boundaries’ and always ‘requires (...) its
constitutive outside’ (ibid.). So, identities are ‘never singular’ (ibid.:4) and ‘never unified’

(ibid.) but are in a ceaseless ‘process of change and transformation’ (ibid.):

‘They [identities] arise from the narrativization of the self, but the necessarily fictional nature
of this process in no way undermines its discursive, material or political effectivity (...). (...)
[I]dentities are constructed within, not outside, discourse, (...) produced in specific historical
and institutional sites within specific discursive formations and practices, by specific
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enunciative strategies. Moreover, they emerge within the play of specific modalities of power,
and thus are more the product of the marking of difference and exclusion, than they are the
sign of an identical, naturally-constituted unity (...).” (Ibid.; ed. M.S.)

With regard to the effect of identity on citizenship and education Neveu (2008), citing Déloye
(1994:28), talks about a ‘civil identity’ (Neveu 2008:297) as produced by means of schooling,
because school education embodies the state’s ‘pedagogic role’ (ibid.) for its citizens. She
argues, public schools create an ‘individual-citizen who agrees to be governed and who is
able to discipline his own acts and passions’ (ibid.). In this way, citizenship as linked to
identity in reference to Foucauldian governmentality ‘manifests a complex dialectic between
subjectification and collective membership’ (ibid.:299) in the state. Levinson (2011)
concentrates more on the educational perspective and refers to Hall’s (2011) definition of
identities in order to indicate that ‘all education, in and out of school, constructs identities and
orients moral conduct for group life’ (Levinson 2011:280) and ‘much, if not all, education is
still citizenship education’ (ibid.). So, he regards school not as the only place for providing
citizenship education; and he questions a clear demarcation between education and citizenship
education. Further, he asks to interrogate, how (if at all) citizenship education then determines
a relation between identity and state and ‘membership’ (ibid.) in a public community. Besides,

he asks to differentiate between ‘citizenship education’ and ‘education for democracy’:

‘Indeed, citizenship under democracy often connotes a kind of active participation that is
contrasted with the more passive “subjecthood” of authoritarian or monarchical regimes;
indeed, the terms “political socialization” or “national identity formation” have often been
applied to such authoritarian regimes, whereas “citizenship education” implicitly invokes
democracy. [Though] (...) contemporary non-democratic regimes still construct a kind of
citizenship, and at times that construction can be quite active as well.” (Ibid.:281)

Similarly to Neveu’s note on blurred boundaries between nationality and citizenship caused
by historical ‘sedimentations’ (Clarke et al. 2014:174) in citizenship terminology, Levinson
warns of regarding citizenship education as solely applicable to democratic ideals. According
to him, citizenship is not reserved for democracies and citizenship education is mostly
equivalent to education. Thus, (citizenship) education always contributes to a process of
identification within any (civic) community. In conclusion, I point to the work of Clarke et al.

(2014) who underline the above argumentation:

‘Citizenship is one such keyword, having acquired sedimentation and accretions through its
mobilisation in political-cultural projects over generations. Each effort to rework it, to attach it to
new projects and possibilities, both draws selectively on these historic sedimentations and
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attempts to create a new “crystallisation” of meanings. The accumulated accretions of meaning

make “citizenship” an object of political-cultural desire for many — both in everyday life and in

political projects.’ (Ibid.:174f)
Thus, citizenship is a signified in the making, which is (re-)articulated through discursive
practice and determined by it. As a result, I depict citizenship in the context of teacher
education and second-level schooling in the Republic of Ireland as a rhetoric container for
future projections and sedimentations regarding the socio-political value of education for
citizens of a state as well as citizens of the world. In the above compendium I introduced
major ‘sedimentations’ of citizenship that indicate the tensions between an ethical-political
citizenship definition, global and local citizenship appropriations in the shade of neoliberalism
as well as the issue of citizenship in relation to the nation-state and to education and that of
citizenship (education) in relation to democracy. In the further chapters of this thesis, I will
deepen the discussion on the presented literature in order to determine how and which of
these aspects of citizenship, on theoretical as well as practical levels, are (re-)articulated by
my research partners in their role as prospective teachers. Therefore, I include in my analysis
Levinson’s as well as Neveu’s critical perspective on the threefold relation between identity,
citizenship and education and complement it with the concept of ‘teacher beliefs’ as applied
by Razfar (2012) and Devine et al. (2013). This discussion implies also an examination of the
tension between subjection, subjectification and technologies of the self as outlined by
Foucault (see chapter 1.2.2). The works of Neveu and Ong who exemplify the relevance of

empirical case studies on citizenship provide a methodological orientation for this approach.

1.3 Research Methodology

As indicated above, the main research question for this thesis concerns aspects of citizenship
for prospective teachers with primary focus on my two research partners, Josh and Catriona.
These aspects are to be seen in relation to their specific situations: Josh as student teacher and
Catriona as newly qualified teacher in Ireland in 2016. In reference to the emphasis on
qualitative research methods in the both fields, education and citizenship studies (comp.
Devine et al. 2013; comp. Jewett and Schultz 2011; comp. Neveu 2008), I decided to conduct
qualitative ethnographic fieldwork by using a variation of ‘primary’ and ‘secondary fieldwork
methods’ (Jeffery and Konopinski 2014) to cover the multiple aspects of the research question
in the field. These aspects encompass the professional field of my research partners Josh and
Catriona in schools as a place of working and learning, the university as a place of studying,

political and administrative institutions that regulate their profession and the public discourse
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on public education in Ireland. Thus, I did not focus on a particular social group or an
institution, but rather examined a situation within professional development of two persons on
horizontal and vertical levels: On the one hand, I focused on how they experience and practice
their situations as related to the term citizenship; and on the other hand, how this situation is
experienced and (mutually) influenced by professional stakeholders and the broader public
discourse in the field.

Gupta and Ferguson (1997) explain: “The field” is a clearing whose deceptive transparency
obscures the complex processes that go into constructing it’ (ibid.:5). Therefore, I clarify my
understanding of the field as basis for my approach, before delineating the research
methodology: The power of ethnographic writing and understanding can turn fieldwork into
the origin of cultural stereotyping or even racialisation (comp. ibid.:38). With my writing, I
refrain from such tendencies. When using the terms ‘fieldwork’ or ‘the field’, I abandon a
‘Malinowskian archetype’ (ibid.:11, 39) of research ideology, which tends to represent the
field as opposing the self to ‘the ethnographic “other”” (Robben and Sluka 2007:9) and
depicts cultural entities as homogeneous in itself but separate from others. Still, I apply
ethnographic fieldwork as a methodology because of its strength and uniqueness for gathering
qualitative data (comp. Amit 2000; comp. DeWalt and DeWalt 2011:110f); and base it on a
partnership approach (Robben and Sluka 2007:21f). Moreover, 1 argue that my field is
constructed around ‘epistemological and political issues of location’ (Gupta and Ferguson
1997:39) instead of ‘hounded fields’ (ibid.:38). So, I understand the field as dynamic, my
‘experience (...) [as researcher] tied to a specific time and place’ (DeWalt and DeWalt
2011:125; ed. M.S.) and my position in the field as political because I am active in that I take
part in and construct the field (comp. Amit 2000).

Before the field stay, I developed a theoretical and empirical concept focusing on public
schooling in the Republic of Ireland and its confrontation with an unfamiliar influx of
immigrants. At the beginning of my stay in the field, from September 2015 until January
2016, I dedicated my time to preparatory work, for instance getting in contact with possible
research partners, obtaining research permissions and gaining more insights into the on-going
educational discourse in Ireland by talking to people, reading newspapers and reviewing local
academic literature. It was a complex process of empirical and theoretical reflection, which
resulted in a shift of focus from the general topic of schools to the specific focus on
prospective teachers and from the migration topic to the citizenship topic. These changes
allowed me to examine an angle of the topic, which was in the focus of current discussions in

the politics and in the media and still lacks academic attention and discussion.
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When [ started participant observation (PO) in mid-January, I continued this process of re-
evaluation of the research outline also by means of a reflective field diary. These evaluative
activities are a necessary part of ethnographic research, and PO in particular, because
interactions in the field modify the quality of information and contacts to research partners.
These developments then determine the details of the research’s outcome and might even
impede the planned research process. (Breidenstein et al. 2013:46, 49f; Jorgensen 1989:18)
Despite alterations in the details of my research project, I was able to follow my main
research focus and its methodological concept. The methodological toolkit for my research
encompassed two segments: The ‘primary fieldwork methods’ (Jeffery and Konopinski 2014)
to capture data in direct research contact and the ‘secondary fieldwork methods’ (ibid.) to put
my primary data in the broader public context.

The major elements of my primary fieldwork were qualitative interviews (see Appendix I)
and PO (see Appendix II). This was appropriate to collect data for my descriptive and open
research approach (comp. DeWalt and DeWalt 2011:124{f). My main research partners were
two prospective teachers: Josh as student teacher and Catriona as newly qualified teacher. The
initial amount of main research partners was three to five prospective teachers. However, |
realised soon that the time in the field was not appropriate to handle more key research
partners who would have implied an unbearable logistical and organisational effort. Thus, this
research has not the aim to ensure representativeness, but to give deep insights into the
understanding of my research partners’ ‘perspectives and interpretations depending on their
individual experiences and places in the social system’ (ibid.:129) and thereby to open the
discussion on the issue of citizenship in learning and teaching environments.

I learned about Catriona through a personal contact in January 2016 and met her for the first
time in early February to discuss the research proceedings. She had studied the one-year
programme called Professional Diploma in Education (PDE) at the National University of
Ireland Maynooth (NUIM) two years prior, which since then had been replaced by the two-
year Professional Master of Education (PME). After graduating, she went abroad to pursue
another Master’s degree and came back in autumn 2015 to start working as a newly qualified
teacher in a second-level school. The term newly qualified teacher describes the status of a
teacher after graduation in the first employment as teacher. These teachers are registered on
conditions, which they have to meet in order to become a qualified teacher thereafter. The
school Catriona found her first employment in, was a recently founded community college in
the Dublin region. She graduated to teach Irish and Classical Studies in post-primary

education. Yet, she taught her tutor group also in Ethics and Civic, Social and Political
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Education (CSPE). She did not work full time in this school. So, during the time of fieldwork,
Catriona additionally started teaching a few hours per week in another second-level school
nearby. Yet, I conducted PO with her only in her principal school.

The student teacher Josh studied the PME at NUIM in the first year at the time of research.
We met after I had presented my research in a first-year PME lecture in early February 2016
to ask for participants. Apart from the PO in his school, I visited various first-year PME
lectures at NUIM with Josh. Before this, I met with the Head of the Education Department
and with the two PME coordinators. All three of them were a rich source in terms of
background information and contacts. Subsequently, I obtained consent to use the data of
eight of the lectures I had attended, which cover five of the seven compulsory subjects for
first-year students. Both, the first-year students and the lecturers were informed about my
research project. I used to sit in, take part, observe and write protocols. During these
observations I was not necessarily in contact with Josh as he told me that he was under
constant pressure with no time left to spend on research purposes during college time. The
school that he was placed in was also a recently founded community college situated in a
town in one of the neighbouring counties of the Dublin Region. Josh studied the PME to teach
English and History in second-level. In the first year of the PME he was supposed to spend
two days a week in this school and the other three days at NUIM in lectures and seminars.
This means that both schools in my research were newly founded with only two year-groups
(first- and second-years) at the time of research. In terms of the research, this was coincidental
but it is representative of demographic trends in Ireland that require new schools to open
particularly in and around Dublin (see chapter 5.1). After having obtained research
permissions of the two principals, I visited Josh and Catriona in their schools in March and
April 2016. I spent five days with Catriona and four days with Josh. I made visits on different
days of the week, so that I was able to experience the variations in their routines and observe
them teaching different groups and subjects. Both explained that they, as well as the pupils,
were used to having observers sitting in the class, namely inspectors or other teachers. During
the visits I spent most of the time with Josh and Catriona in their classrooms, observing their
lessons and writing protocols. I spent the breaks in the staff room with the research partners,
or without them in case they were busy with other duties, as for instance supervision during
breaks or lesson preparation. In the staff room I was introduced or introduced myself as a
researcher to the other teachers. I easily got in contact with them by use of small talk, which

sometimes implied forms of ‘informal interviewing’ (DeWalt and DeWalt 2011:137ff) over a
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tea or coffee. In both cases the staff was very young, with many newly qualified teachers. In
Catriona’s school there were two student teachers, while Josh was the only one in his school.
Concerning interviews with Catriona and Josh, I conducted two formal semi-structured
guided interviews with each. This form of interview allows the interviewee to associate and
answer questions openly and additionally provides the possibility for the interviewer to react
to and incorporate statements made by the interviewee (Schlehe 2003:79). The second
interview, as a follow-up, provided the opportunity to delve deeper into topics addressed in
the first one and to further interrogate new topics that had (intentionally) not been brought up
in the first interview or that had emerged in the on-going research process. Additionally, I
included ‘informal interviewing’ (DeWalt and DeWalt 2011:137ff) methods during PO or
meetings with the research partners. With Catriona I conducted the first formal interview,
which took seventy minutes, in mid-April in her classroom at the end of a research day in her
school. This location was convenient because we could easily relate our conversation to
objects and actions in the classroom. With Josh I conducted the first one at the beginning of
May. This one took sixty-seven minutes. Although it was planned for the beginning of April,
we had to postpone it due to his busy schedule and an accident on my part, which was
followed by a hospital stay and temporal immobility. As it was convenient for the two, we
met on the NUIM campus for the interview. These two formal interviews allowed me to
clarify questions arising from the PO and to anticipate topics relevant for my research, such as
their motivations and ‘beliefs’ as prospective teachers, their issues and achievements as
learners and teachers, and their attitudes and perceptions towards the ITE programmes, the
state, and the public community. The follow-up interview I conducted with Catriona at the
end of May. It took eighty-two minutes and this time we met at NUIM, which brought up
memories of Catriona’s time as student. With Josh I also met on campus in mid-May for the
second interview, which lasted fifty-eight minutes. The follow-up interviews took place right
at the end of the fieldwork, so that I had time to pre-analyse the different research threads to
focus on specific issues that still requested empirical examination. So, in these interviews we
dealt with school life and its relational aspects (student-teacher relations and relations among
the staff), their approach to education and reflections on their teaching practice as well as their
concepts and ideas about citizenship in general and with regard to education and schooling.
Apart from the two main research partners, I interviewed three experts and stakeholders in the
second-level schooling sector and conducted a small-scale PO with one of these. Two of those
were representatives of the two second-level teacher unions in Ireland: The Education and

Research Officer of the Teachers’ Union of Ireland (TUI) who had been a practising teacher
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before he took office; and the Assistant General Secretary of the Association of Secondary
Teachers in Ireland (ASTI) who was responsible for the Education and Research sector. She
has a professional background in social sciences. The TUI-interview took place in January
2016. It was a semi-structured guided interview and lasted ninety minutes. The semi-
structured guided ASTI-interview took place in February 2016 and lasted fifty-five minutes.
The third interviewee was Cormac Mahony. He was a stakeholder and expert in the formal
citizenship education sector in Ireland. Amongst others, he taught the PME ‘Teaching and
Learning Seminar’ for CSPE at NUIM. I conducted PO in two of his seminars at NUIM in
April and May 2016. Following the PO, I interviewed him in mid-May. This semi-structured
guided interview lasted seventy-five minutes.

The secondary fieldwork captured the broader discourse on the topic through a structured
media observation. The media observation dealt with the topic ‘education in Ireland’ and was
conducted on a daily basis on four online-published Irish newspapers. At the beginning of the
fieldwork, I scanned the two major Irish newspapers Irish Independent and Irish Times for
articles on educational issues in order to find out more about the discussions in the issue. Yet,
the more I talked to teachers and student teachers, I realised that these articles influence
(prospective) teachers’ public image and their self-understanding. Therefore, I included a
structured media observation in my fieldwork from December 2015 until April 2016. All in
all, T reviewed and analysed 276 articles published on ‘irishtimes.com’, ‘independent.ie’,
‘irishexaminer.com’ and ‘thejournal.ie’ (see Appendix III). The Irish Times and the Irish
Independent as major national daily newspapers have a separate link for educational topics,
which facilitated the selection of relevant articles. The Irish Examiner is a small national daily
newspaper and The Journal is an online-based newspaper for Ireland. In both cases I reviewed
all published articles each day and selected those that were concerned with the topic
‘education in Ireland’. I decided to include these two newspapers besides the two biggest in
order to be able to capture a broader range of different perspectives and arguments.

The analysis of the fieldwork data implied a multi-step process: I constantly pre-analysed the
collected data by use of a field diary. After ending the fieldwork, I applied two different forms
of analysis: On the one hand, I qualitatively analysed the newspaper articles, by use of an
open code system through inductively developed coding categories (comp. Mayring
2002:115-117) (see Appendix 1V). This allowed me to create a structured overview over the
quality and quantity of content and the comparative perspective on the newspapers’ differing
positions. On the other hand, I qualitatively analysed all the other fieldwork data — namely the

transcribed formal interviews and the PO protocols at NUIM and the two schools. I defined a
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system of categories and codes following Mayring’s (2002) approach to ‘Konstruktion
deskriptiver Systeme’ (see Appendix V). This systematic process enables coding of
qualitative data by balancing theoretical considerations and empirical material. It also allows
a comprehensive interpretation of the material by structuring the qualitative content according
to predetermined and yet flexible categories (comp. ibid. 2010:98).

The Social Research Ethics Sub-Committee of Maynooth University approved this empirical
research project. Therefore, I successfully underwent the Garda Vetting procedure in order to
be permitted research contact with children as vulnerable persons. I did not obtain additional
consent from parents because I did not focus on the children in school, but on my research
partners Josh and Catriona. Thus, the principals’ permission and research partner’s written
consent for the research project was appropriate. In order to protect my research partners and
(vulnerable) persons related to them, I anonymise my research partners in this writing and do

not name schools’ names and their exact geographical positions in this thesis.

1.4 Organisation of Thesis

Departing from this setting of theoretical and methodological considerations, the following
chapters respond to the research question to elaborate a comprehensive ethnography.

Chapters two and three introduce background information concerning second-level schooling
and ITE in Ireland to provide an overview and to indicate principal issues relevant for the
further argument. In chapter two, the focus lays on second-level schools in Ireland from a
historical angle as part of the developing formal public education system. This was elaborated
under colonial and post-colonial conditions and so it relates to the Irish nation-state project.
Further, I present the construction of second-level school forms, the complex setting of
stakeholders in the second-level sector and its implications for the economic development of
Ireland from the 1960s onwards. In chapter three I delve into the details of Catriona’s and
Josh’s situations as prospective teachers. I therefore introduce the organisation of their ITE
programmes and outline the challenges they face as student teacher and newly qualified
teacher who teach and are taught at the same time — on the one hand within the formal ITE
apparatus and on the other hand in the specific situation in Ireland under austerity.

The following chapters four, five and six then discuss aspects of citizenship in relation to this.
In chapter four, the official institutional basis of citizenship in second-level schooling as part
of the subject CSPE and originating from this on a whole-school level is introduced. In
chapter five, the more immediate aspects of citizenship are addressed. I relate these directly to

Josh’s and Catriona’s teaching practices as part of the specific characters of their schools.
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Here, I describe three aspects in relation to citizenship: The teaching and learning approaches,
the form and depth of professional cooperation among teachers and the issue of hierarchies in
schools through the ideas of authoritative or democratic teaching. Based on the correlations
between aspects of citizenship in their schools and Josh’s and Catriona’s understanding of
citizenship, in chapter 5.4, 1 introduce the concept of ‘teacher beliefs’. I analyse its
significance with regard to Josh’s and Catriona’s concepts of citizenship and the challenges
they are confronted with to put their ‘citizenship related teacher beliefs’ into practice. In the
sixth chapter, I deepen this approach by including external factors that hinder them to
implement these ‘teacher beliefs’ in their teaching. I analyse tensions between the roles of the
teacher as a person and as a public servant with specific regard to the effects of the neoliberal
austerity measures taken by the Government. In the final chapter seven, I resume the research

proceedings, pull the different threads of the argument together and discuss its findings.

2. Second-level Schooling in Ireland

Before going into the details of the second-level sector in Ireland in this chapter, I shortly
introduce the basic structure of the formal education sector in Ireland (excluding further and
higher education): Formal education is compulsory from six to 16 years of age (DES 2017a).
Before the age of six, children can be enrolled in pre-primary programmes. Then they attend
primary school for six years (ibid. 2017b; 2017c), which is usually followed by five or six
years in second-level school? (six years with the optional Transition Year in year five).
Second-level is divided up in three years of Junior Cycle and two or three years of Senior
Cycle. At the end of each Cycle students take the State Examinations. In the other years they
take school-based summer exams. This simple structure conceals a broad net of stakeholders
and school forms particularly in the second-level sector. Following the literature and my
research partners’ explanations, the historical process of the construction of public education
in Ireland needs to be taken into account to grasp its complexity and its relevance for present
structures and practices in the sector. Thus, in this chapter, I shed light on the historical

formation of Ireland’s formal public education structure with focus on the second-level sector.

Z The term ‘second-level’ instead of ‘secondary’ is used because ‘secondary school” applies to a specific form of
second-level schools in the Republic of Ireland (see chapter 2.3.1).
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2.1 Creation of a Public System — Between Colonialism and Independence

Schooling in Ireland has been a field of disputes for centuries. The Catholic Church has
assumed a notable role in this matter. Disputes in Irish formal education go along with
centuries under colonial rule, the struggle for Irish independence and nationhood, followed by
recent globalising effects on Irish economy and society. The British rule in Ireland implied
politics of cultural and religious assimilation and resulted in long-lasting conflicts between
Catholic Church and Anglican Church. The involvement of the Catholic Church in formal
education in Ireland can be traced back to the sixth century (Raftery 2014:11). From the 16™
century onwards, increasing Tudor dominance impeded this by imposition of the Penal
Laws3. The Penal Laws prohibited all Catholic influence on formal education in order ‘to
harness schooling in the support of Protestantism and loyalty to the crown’ (ibid.). Yet, the
Catholic Church kept its influence through the famous illegal ‘hedge schools’ (ibid.:12). Even
when the Penal Laws were increasingly attenuated over the centuries (Catholic Encyclopedia
2012), these schools persisted and became a regular form of schooling (Raftery 2014:15). In
1831, the first state-funded system was established to provide ‘multi-denominational’* (Alvey
1991:107) primary-level schooling for all under the British rule (Raftery 2014:12, 18).
According to John Coolahan (1981), the aim was to endorse the Irish economy and to achieve
‘political loyalty and cultural assimilation’ towards the Colonial rule (ibid.:4). Besides, David
Alvey (1991) indicates that the establishment of free primary schools was meant to promote a

national ‘identity’ (ibid.:107) to replace the church-oriented ‘sense of social identity’ (ibid.):

‘Britain’s object in fostering a sense of nationality in Ireland was not, of course, to make
Ireland separatist, but to make it governable as a democracy. (...) [A]nd therefore they acted
in Ireland to displace the religious feuds by fostering national democracy.’ (Ibid.:108; M.S.)

Yet, the reform fostered ‘Irish nationalism’ (ibid.) other than expected: On the one hand, a
Catholic movement opposed the school system as such (ibd.); and on the other hand, the
‘Young Ireland movement’ (ibid.) supported it — yet, to foster a nationalist sentiment to
oppose the British unionist ideas (ibid.). Consequently, the ‘National Education’ (ibid.)

project implied an enduring conflict that led again to a denominational system by the mid-19"

3The British rule enforced the Penal Laws in Ireland (as in Great Britain and its other colonies) in varying
degrees from the 16™ to the 19"/20™ century. The Penal Laws imposed punishment, including death, ‘for
participation in Catholic worship’ (Encyclopadia Britannica 2017).

4In other literature it is referred to as ‘non-denominational’ (Coolahan 1981:5; Raftery 2014:18). But I use the
term ‘multi-denominational’ (Alvey 1991:107) as the intention was to provide religious education, however
according to the children’s denominations in separate groups (Coolahan 1981:5).
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century (Coolahan 1981:14). The denominations insisted on separate schools to uphold their
‘pastoral care’ (ibdi.:5) and claimed financial support from the Government (ibid.:5, 14,16f).
Still, the Parliament had ‘final authority’ (ibid.:13) over the public school system and it was
administered by un unpaid ‘board of commissioners’ as ‘local’ (ibid.) representatives to
generate ‘public confidence’ (ibid.). In 1868, Ireland’s first teacher union, the Irish National
Teachers’ Association (now: Irish National Teachers’ Organisation (INTO), representing
primary school teachers only), was founded (ibid.:31). It played a major role with regard to
teacher contracts, pensions and abolition of the ‘payment-by-result’ scheme (ibid.:32).

Two years after the independence of the Irish Free State in 1922, the Government established
a Department of Education, which took over the commissioners’ tasks. The Government did
not invest in major reforms for the following decades. Although this shows the Government’s
laissez-faire attitude and its ‘subsidiary role’ (Coolahan 1981:46) in school provision (ibid.),
the new Government used the schools to poromote one major interest: The ‘revival and
extension of the Irish language and the Gaelic culture’ (ibid.:39). British ‘assimilation
policies’ (ibid.:21) had inhibited Irish traditions and the use of the ‘Irish language’ (ibid.).
Now, these were regarded as the ‘hallmarks of nationhood and the basis for independent
statehood’ (ibid.:38). The new ‘native Irish government’ (ibid.) — motivated ‘by the ideology
of cultural nationalism’ (ibid.) — turned schools into ‘prime agents’ (ibid.) of the ‘cultural
revolution’ (ibid.:39): Irish language was compulsory for one class each day and was meant to
be the language of instruction (ibid.:40). The First National Programme of Primary Instruction

exemplifies the role subjects, such as history, took for the new formation of the nation:

‘One of the chief aims of the teaching of history should be to develop the best traits of the
national character and to inculcate national pride and self-respect. This will not be attained by
the cramming of dates and details but rather by showing that the Irish race has fulfilled a great
mission in the advancement of civilization (...).” (Department of Education 1992a:94)

This means that the subject’s content implied a clear nationalist agenda (Coolahan 1981:40).
The focus on Irish culture and language caused problems for teachers since only a minority
was able to teach Irish or provide instruction in Irish. Although the INTO soon expressed
concerns (ibdi.:41), the Government’s emphasis to raise a basis for Irish national identity
through public schooling was accomplished for the following five decades (ibid.). To be able
to comply with the demands, teachers sought for private partners such as the Gaelic League to

learn the alienated Irish language and traditions (ibid.:36, 41).
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To conclude, I assess the following theoretical aspects towards the construction of the Irish
public school system between colonialism and independence: First of all, the denominational
influence on formal education in Ireland and its dependency on the governmental power
(under the British rule Protestant schools benefited and Catholic schools were to large degrees
forbidden, whereas under the Irish Government the Catholic schools benefited) indicates that
formal education is of relevance for the elites of a country (in this case the conjoint political
and religious elites). This reflects Bourdieu’s and Gramsci’s concepts of cultural reproduction
and legitimisation of power by means of schooling. Furthermore, the change of British
colonial politics from Penal Laws to a multi-denominational public school system in order to
gain the Irish population’s loyalty and to facilitate economic prosperity goes along with
Foucault’s (1995) analysis of rising governmentality in Europe, which implies the shift from
executive power over death towards a biopolitical power over life through disciplining
(amongst others through schools) instead of torture. Moreover, the implementation of the
school system in Ireland as an agent of nationalism — first for British and then for Irish
nationalism — relates to Benedict Anderson’s (2006) analogy of nations as ‘Imagined
Communities’. He argues that a nation, which is constituted as ‘inherently limited’ (ibid.:6)
and ‘sovereign’ (ibid.) is always ‘imagined’ (ibid.). Following Anderson, this sense of
nationalism is created by means of nation-wide media and educative programmes. Whereas
the British educational assimilation politics did not achieve to create the intended nationalism,
the subsequent Irish Government, which was supported by the Catholic Church, did succeed.
As Anderson indicates, ‘nationalism’ not only evolves from ‘large cultural systems’, but also
to oppose such (ibid.:12). In the Irish post-colonial context, nationalism was created explicitly
against preceding British colonial power and the formerly imposed Protestant religion. Thus
according to Anderson, the imagination of the Irish Nation was not only helped by the
national school system but by having its adversary embodied in the former British rule.
Although Anthony Gellner (1994) similarly approaches nationalism by enhancing its relation
to national education and the ‘created’ or ‘invented’ nature of nationalism, his concept is only
partially applicable to the Irish case. For Gellner, nationalism through public education is
created to achieve industrial prosperity. Industrialism was based on an organically working
population and therefore needed a common national education with specialised training
opportunities. This was a relevant aspect for the colonial government when it created a
national primary school system in Ireland. But it did not succeed in fostering nationalism, nor
industrialism. Then the independent Irish Government used the school system on purpose of

creating a national identity, but it did not enhance its function as an accelerator for industrial
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growth during the first decades of its rule. Ireland de facto never passed an era of great
industrialism as other European nation-states did. Instead, from the 1960s onwards the Irish
Government enforced an immediate shift from an agriculture-based economy towards
becoming a prospering market for globalised economies. Although this shift is linked to the
Government’s educational politics from the 1960s onwards, as I outline in the following
subchapter and chapter 3.2, it is not part of the nationalist agenda that the Government

pursued in the early years of independence.

2.2 Education Economies in the 1960s

The British Government abstained from establishing a public system for the second-level
sector (Coolahan 1981:52, 57). Yet it introduced a result-based financial support scheme in
1878 for the church-led second-level schools (ibid.:53). At this time, this sector focused

primarily an academic formation. Coolahan (1981) explains this tendency and its effects:

‘The churches (...) concentrated on the humane disciplines as being the formative experiences
in pupil development, a tradition which continued well into the twentieth century. Such a
tradition had a big influence on the shaping of public attitudes and the much greater valuation
of academic education rather than applied education (...).” (Ibid.:84)

After independence, the newly founded Department of Education officially administrated the
second-level sector and the financial support for the schools was now provided according to
student numbers (ibid.:74). The Department also directed the vocational sector and
established the Vocational Education Committees (VECs) consisting of local representatives
to form and manage ‘non-denominational’ (ibid.:97) vocational schools (ibid.:92, 96f).

Although under severe restrictions imposed by the Catholic Church (ibid.:97f), these
developments indicate a change of attitude towards public education. It was from the 1960s
onwards, 40 years after independence, that these slow developments turned into an enormous
process of restructuring second-level education as part of overall social transformations
(ibid.:131). These went along with a change in the political attitude in Ireland. I refer to these
transformations in a Foucauldian sense as the movement from ‘anatomo-politics of the human
body’ (Foucault 1978:139) towards ‘a biopolitics of the population’ (ibid.). According to
Foucault, this development implies ‘the controlled insertion of bodies into the machinery of
production and the adjustment of the phenomena of population to economic processes’
(ibid.:141). This process describes precisely the substance of change in Irish political
economy of the 1960s: The concept for Ireland’s ‘economic and industrial development’
(Coolahan 1981:131) was published in the 1958 ‘White Paper on Economic Expansion’. It
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regarded the educated population as economic resource on which the ‘prosperity of a modern
technological society depended’ (ibid.). Thus, education became part of the focus for State
‘investment’ (ibid.). This change of perception towards educational provision by the State is
to be seen with regard to the Government’s prospering relations to supranational organisations
(ibid.:132) such as the Organisation for Economic Co-operation and Development (OECD)
and the European Economic Community (EEC). In 1962, the then Minister of Education
Patrick Hillery followed an OECD recommendation to conduct a survey on Ireland’s ‘long-

term educational needs’ (Department of Education 1992b:30), acknowledging:

‘Such a survey seemed particularly opportune at a time when the Government is preparing its
second programme for economic expansion and when the prospects of Ireland’s association
with the European Economic Community are becoming more immediate. (...) Education is
now accepted as an investment of national resources. (....) A country that allows its “human
capital” to lie fallow will, if I may mix my metaphors, be left behind culturally as well as
economically.” (Department of Education 1992b:30f)

Thus, the Government’s initiative to invest in education was motivated by the options to
expand Ireland’s economic activities and to join the EEC, which succeeded in 1973
(Coolahan 1981:131f, 138). The conducted survey as well as other research projects that had
been undertaken on behalf of the provision of education in Ireland from the 1960s onwards,
correspond with governmentality strategies that implement biopolitical forms of observation
and regulation. These concern ‘the relationship between resources and inhabitants’ (Foucault
1978:140) to shape a population according to political and economic prospects. The key
findings of the survey, presented in the report ‘Investment in Education: Ireland’ (Department
of Education 1966), indicate a lack of central management in the second-level sector, high
numbers of school-leavers after primary school and subsequent a low degree of participation
in second-level. Further, it exposes that the demographic setting as well as separate school
provision according to sex and religious ethos caused an uneconomic set up of educational
facilities. Besides, these small schools provided only a basic set of courses with almost fifty
per cent of classes spent on English and Irish language. Concluding, the report analyses
upcoming deficiencies in competent workforce for the expected Irish economic development
and recommended immediate measures to be implemented. (Coolahan 1981:165-168)

The measures taken by the Government on grounds of these results led to enormous changes
from primary to higher-level education in Ireland with long-lasting influences on the present
form of public education in Ireland (ibid.:138). But with regard to the thesis’ purpose, I only

go into the details of the second-level sector: The Government immediately established a new
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and fully publically funded second-level school form in 1966 called ‘comprehensive school’
(Colley 1992:262). It offered ‘academic and vocational disciplines’ (ibid.) to all students in
the surrounding area of such a school (ibid.). This new form of school aligned the curricular
content of Catholic secondary and vocational schools. Because according to the then Minister
for Education George Colley (1992), the ‘separate systems’ (ibid.:260) could not provide
adequate education for the varying abilities of students. This implied a loss of student
potential and subsequently a waste of economic potential (ibid.:261). He argued that ‘our
national survival demands the full use of all the talents of our citizens’ (ibid.). To further
enforce a unification of the system, the ‘Intermediate Certificate Examination’ (ibid.) for
completion of the first three years in second-level became mandatory for all school forms and
included a synchronisation of their syllabi (ibid.). In 1967, the ‘Free Education’ scheme for
second-level education along with the ‘school transport scheme’ (Coolahan 1981:139) was
introduced to generate a higher participation rate. In 1972, the mandatory age for school
attendance was raised to 15 years (Department of Education 1992c¢:48) and an additional
second-level school form, called ‘community schools’ (Coolahan 1981:218), was founded as
a further step towards ‘a unified post-primary system of education’ (Department of Education
1992d:270). It aimed also the ‘equality of educational opportunity’ (ibid.) and efficient use of
resources (ibid.), ergo the use of school facilities for community activities (ibid.:271f). This
focus on mutual benefits between community and schools was further manifested through
private companies’ engagement in schools (Coolahan 1981:195f).

Apart from these consequences within the system, another major shift promoted by the report
was the actual reference to the ‘Irish educational system’ (Department of Education 1966).
This means, the Irish State recognised the economic potential of formal education and
pursued its unified regulation and centralisation. The measures taken by the Government led
to a significantly higher second-level participation rate on a national level from the late
19060s onwards (see Appendix VI). This describes the process of institutionalisation of
schools by the state to supplement the technologies of biopower for economic prosperity. It
turned the population into a subject of production by means biopolitical measures.
Concerning school education, those measures, such as the survey, included the organised and
broad studies of the population and the school facilities. It identified the deficiencies in a non-
regulated system and its measures provided the path to its regulation by the State, as outlined
above. Furthermore, upcoming mass media from the 1960s onwards spread ideas of the socio-
economic meaning of education and the possibility of accessible education for all among the

population (Coolahan 1981:132). Subsequently, schools became recognised as mechanism for
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the people to attain economic productivity with the prospects of fruitful national economic
growth (comp. Britzman 2003). These proceedings appear as though the new economist
oriented Irish Government would have overcome ‘Catholic hierarchy’ (ibid.:134) in
schooling. However, the formation of the new school forms in this era did not lead to a
centralisation of the system through the adoption of school management structures by
Government institutions; instead it led to a controversial system that up until today consists of
a confusing variety of school forms and a obscure setup of stakeholders in the school sector in
Ireland. The developments in the second half of the 20™ century, might formally indicate a
centralised system, but it implied the reinforcement of intertwined power relations nourished

by eroding discrepancies between stakeholders’ interests, as I substantiate in chapter 2.3.

2.3 Stakeholders

According to the above writing, the complexities of formal second-level schooling in Ireland
are deeply related to the roles Irish Governments have given schools in correlation with Irish
independence and nation-state formation, denominational dependencies, and prospects for a
globalised national economy. These processes resulted in a multiplicity of stakeholders in this
sector and the manifestation of the biased role the Irish State has taken in public education —
between supporting denominational interests and unifying and centralising the system. At the
momentary stage, the Government is the main financier of public education, it mandates
school legislation as well as the curriculum and yet it is neither administrator of schools, nor
employer of teachers. In 2016, the Minister for Education and Skills positively commented
the situation: ‘Education is delivered in a spirit of partnership with other key stakeholders’
(DES 2016b:6). Academics interpret this partnership situation rather as ‘competing’ (Devine
2011:23) market between stakeholders, as ‘trade-off” (Lynch 1989:130) relationship between
Catholic Church and Irish State and as ‘lack of transparency’ (Darmody and Smyth 2013:156)
that complicates school provision for principals and managements (ibid.:151). The
controversial situation includes impediments for the teaching practice and is even aggravated
by the neoliberal educational politics in Ireland under austerity — which affects in particular
prospective teachers. Yet, before amplifying these details in the following chapters, I outline
the role of selected stakeholders (according to the research focus) to demonstrate the issues of
interdependencies and their effects on teachers and the running system in the next
subchapters. The selection of stakeholders includes the owners and management structures in
chapter 2.3.1; the different statutory bodies and teacher unions in chapter 2.3.2 and the role

private industry takes in the school sector in chapter 2.3.3.
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2.3.1 School Forms, Owners and Management Structures

Five school forms for regular second-level schooling exist in Ireland. Four of these I
introduced in the prior chapters: Voluntary secondary schools, vocational schools,
comprehensive schools and community schools. The fifth school form is the ‘community
college’ (DES 2016b:18). In its form it is similar to the community school, but by means of
the patronage model it belongs to the VECs (Coolahan 1981:196).

These school forms can be categorised in three groups according to their type of patronage:
(1) Voluntary secondary schools; (2) vocational schools and community colleges; (3)
community schools and comprehensive schools. On behalf of the Department of Education
and Skills (DES), all have an identical ‘management structure’ (DES 2016b:18): All have ‘a
patron, board of management and a Principal teacher’ (ibid.). Yet, the definitions of these
structures leave significant space for variations. According to the Education Act (Oireachtas
1998), patrons of second-level schools can be ‘trustees’, a ‘board of governors’ or ‘the owner’
of a school (ibid.:8.(1)(b)). The patron names a board of management and its members are
representatives of the following stakeholders: ‘patrons of schools, national associations of
parents, recognised school management organisations, recognised trade unions and staff
associations’ (ibid.:14.(1)). But the concrete ‘composition of a board’ (Darmody and Smyth
2013:51) is not defined. Instead it is an ‘arrangement between the relevant stakeholders’
(ibid.) that varies according to the school form. The agreement of a board’s members is
supposed to guarantee a ‘spirit of partnership’ (Oireachtas 1998:14.(1)), which defines a
school’s ethos and through which any school shall be managed ‘for the benefit of the students
and their parents’ (ibid.:15.(1)) and in compliance with the Government (ibid.:15.(2)). In the
daily school management it is the Principal’s duty to manifest a school’s ethos
(ibdi.:23.(2)(a)) to ‘uphold (...) the characteristic spirit of the school as determined by the
cultural, educational, moral, religious, social, linguistic and spiritual values and traditions’
(ibid.:15. (2)(b)). The board of management functions as employer of all staff in school
(23.(5); 24.(3),(7)). But the main financier of school employees is the State. Furthermore, the
Minister defines, how many financial resources a school is provided with (24.(2)). This
implies financial imbalances because of the different patron models.

For the voluntary secondary schools exists no joint patron body. A patron of secondary
schools can be a ‘Bishop, religious order(s), Boards of Governors or Education Trust
Companies’ (Darmody and Smyth 2013:48). In 2015/2016 out of the 375 secondary schools,
344 are of Catholic denomination (DES 2015a). Boards of management are ‘represented’

(ibid.) by the Joint Managerial Body (JMB). The ‘buildings and land’ (ibid.:115) are usually
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private property (ibid.). Although a board of management is mandatory for schools, some
‘mainly lay/family owned’ (ibid.:52) secondary schools are managed by a sole person (ibid.).
The Government does not financially support the patrons’ work of secondary schools
(ibid.:114). 52 of the secondary schools run as fee-paying institutions (in 2015/2016) (DES
2015b). The Government does not support school ‘running costs’ (Darmody and Smyth
2013:112) for these and provides teachers’ salary only for a pupil-teacher ratio of 23 (under
the ‘free education scheme’ (ibid.) the pupil-teacher ratio is 19). So fee-paying secondary
schools pay some teachers (who then are not public servants) on their own behalf (ibid.).

The 265 vocational schools and community colleges (out of which three are of Catholic
denomination (DES 2015a)) are owned by local Education and Training Boards (ETBs)
(former VECs) (ibid.; Darmody and Smyth 2013:115). The patron work of ETBs is financed
by the Government (ibid.:114) and they are represented by the Education and Training Boards
Ireland (ETBI) on a national level (Oireachtas 2013:2.). These receive a Government budget
and disburse it to the schools’ boards of management and to the schools’ staff (ETBI
2015a:section c, 2.(4); Oireachtas 1998:12.(4)).

In contrast to the other school forms, the 95 comprehensive schools and community schools
are owned by the State (DES 2015a; Darmody and Smyth 2013:115). All schools in this
sector are nationally represented by the Association of Community and Comprehensive
Schools (ACCS) (ACCS 2014:4). The State allots a yearly budget for schools’ cost of running
to the boards, but remunerates teacher pay directly (Darmody and Smyth 2013:113; DES
2016a:85). The patronage for these schools is divided: For community schools it is transferred
to a ‘Joint Trusteeship” (ACCS 2014:6) that may consist of religious patron bodies and/or
local ETBs and/or (since 2014) the organisation Educate Together (Educate Together n.d.).
For the 14 comprehensive schools, which are no longer built, only religious patrons (two
thirds Catholic) are in charge (ACCS 2014:12). Patrons in this sector do not receive public
funding (Darmody and Smyth 2013:114).

Concluding, the management and ownership models of Irish second-level schools allow a
variety of private partners such as religious and non-governmental organisations to be
important stakeholders in the sector and to distinctly shape teaching practice by enhancing a
particular school ethos. The main share in patronage has the Catholic Church and this implies
that 47 per cent of second-level schools uphold the Catholic denomination (DES 2015a).

The school forms’ peculiar structures show that no general management structure to all of the
five school forms applies, contrasting the statement of the Minister for Education and Skills.

Between the three school sectors show a high variability and flexibility in how the actual
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ownership and management is interpreted and how the ethos is practiced. Throughout the
research, I noted that most of the people I asked about school forms were confused about the
structures or were not even aware of the differences although they once were students or now
worked as teachers. My interview partner from the teacher union ASTI for instance explained
the school forms, but got confused (ASTI, interview, 2016:Q43, Q44). She dismissed the

details and said, it was mainly a historical dimension with no actual effects on teaching:

‘But all the teachers in each of those three types of schools are teaching the same curriculum,
preparing students for the same exams, follow the same rules from the state and the
Department. And the teachers have the same qualifications.’ (Ibid.:Q42)

Her perspective, however, ignores that school provision and teaching practice is to a certain
degree shaped by financial resources as well as by a school’s ethos, which both is intimately
related to the school form and its patronage model. Further, there are other dividing forces,
such as teacher unions themselves, that enforce differences for teaching practice in relation to

school forms as I describe in the following.

2.3.2 Statutory Bodies

In this subchapter I introduce two major statutory bodies that act on behalf of the DES and
have major influence on second-level politics and one of them also on ITE programmes. But
first of all, I describe the role of the two teacher unions that are applicable for the second-level
sector and have a major representation in these statutory bodies.

The two teacher unions are the ASTI, founded in 1909, and the TUI, founded in 1955 as
Vocational Teachers Association (Coolahan 1981:243). Both represent teachers of four out of
the five school forms: ASTI is the only one representing teachers in voluntary secondary
schools and TUI is the only one representing teachers in vocational schools (as well as
employees in the higher education sector). So, the historical division in second-level
schooling between academically oriented secondary schools and vocational schools is still
represented in the organisation of the teacher unions. According to them, at least 90 per cent
of Irish teachers are teacher union members (TUI, interview, 2016:Q26; ASTI, interview,
2016:Q40). In most schools, teachers are either ASTI or TUI members (particularly in
secondary and vocational schools). Yet, there are also schools with mixed staff memberships.
In their function as trade unions for post-primary teachers and as members in statutory bodies,
ASTTI and TUI can advocate their positions on educational policies such as rights, duties and
salaries for their members. They do not always share the same positions. So conflicts arise

and can lead to issues between teachers in schools with mixed memberships. This happened
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during the research concerning the introduction of the new Junior Cycle curriculum: The
ASTI prohibited its members to teach under the new curriculum (ASTI 2016), whereas TUI
finally decided to cooperate with the Government (TUI 2015). In such a case of disagreement
between the teacher unions, they can act as a dividing force between school forms and within
a school and cause inequalities for students and teachers. Therefore, I disagree with the ASTI
representative who argued: It is ‘kind of a sideshow which union they [the teachers] join’
(ASTI, interview, 2016:Q42; ed. M.S.).

Furthermore, union politics influence the teaching profession because they are represented in
two major statutory bodies for educational policy-making, the National Council for
Curriculum and Assessment (NCCA) and the Teaching Council.

The Teaching Council began its statutory work in 2006 (Teaching Council 2017:8). It consists
of 37 members (see Appendix VII) including representatives of the Government, school
management bodies, the business sector and a majority of 22 teachers of which six are
nominated by teacher unions (ibid.:39). It has to ‘promote and regulate the teaching
profession’ (ibid.:8) through forms of teacher education, insertion of standards and measures
of accountability (ibid.). It is also in charge of keeping records of the teachers. Therefore, the
teacher registration process was enforced in 2014 (ibid.:8, 12).

The NCCA was founded in 1987 and became statutory body in 2001 (NCCA 2008:5f). It
comprises 25 members (see Appendix VIII). These represent a variety of stakeholders
including seven nominees of the teacher unions (ibid.:7; ibid. 2016a). As statutory body it is
mandated to counsel the Minister on processes concerning curriculum and assessment and
aims to ‘support innovation in schools and other educational settings’ (ibid. 2016b).

The ASTI representative referred to ‘the teaching profession in Ireland’ (ASTI, interview,
2016:Q7) as ‘self-regulating’ (ibid.), because of the teachers’ direct say in political decisions
on their profession through their representation in these statutory bodies — in case they are
union members. She also positively enhanced that educational policy-making in Ireland was
‘shaped by consensus’ (ibid.:Q4) and ‘engagement with each other’ (ibid.) through the union
politics. Furthermore, student teachers and newly qualified teachers can become union
members (ibid.:Q38) and so have an impact on their ITE through the self-regulation
mechanisms (ibid.:Q34, 45; TUI, interview, 2016:Q65).

However, the ITE structure and the above-mentioned issue of conflicting union politics
impede students to join a union: Both unions argue, teachers would ‘join whichever union is
largest in the school they’re based in’ (ibid.:Q31; ASTI, interview, 2016: Q40). But students

in the two-year PME programme are in two different schools on placement so they would
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have to change their membership to avoid issues. Furthermore, newly qualified teachers have
trouble getting jobs since the economic breakdown (see chapter 3.2). If they get employment
at all, they are usually on short-term and part-time contracts (TUI, interview, 2016:Q40; Josh,
interview 2016a:Q47). So, they have to teach in various schools at once and/or have to take
another short-term contract in another schools after a year. Catriona described how she and

her young colleagues deal with this situation:

‘I think two people out of the entire staff are in a union. (...) Which most other schools you go
to, everyone will be in a union, except maybe one or two people. But most of us are newly
qualified. So none of us joined the union, because they [the teacher unions] were the ones (...)
who signed up the terrible pay deals. (...) And to be honest, it’s hard enough to get a job. And
it’s hard enough to keep a job without the school finding out that you’re not going to be taking
part in the new Junior Cert. So, I think a lot of people are holding off on joining unions (...).
Cause no one wants to be the one person in the staff room who’s going on strike.” (Catriona,
interview, 2016a:Q32; ed. M.S.)

This statement reflects the insecurity new teachers face since the austerity and how critical the
teacher unions’ conflicts are for prospective teachers in these times. Also Josh described me

that he was critical towards the role of the unions and that he was not sure about joining one:

‘I went thinking, like, okay, their stand-up for teachers is really important, you know. Then, I
went thinking, okay, (...) they don’t really care about students [in the schools]. (...) So rather
than reform, you know in the case of the Junior Cycle, they just want whatever is the less
work. (...) So I thought they could be bad. But now I’'m thinking of like the more practical
aspects, you know, you probably will join one anyway, because you know, they do stand up
for you as far as contract disputes are with the school, or (...) if anything should occur. And,
without it you’d be lost (...) but it’s kind of a balance between, you know, too much of an
interest group where they’re not really interested in education or the society as whole. It’s just,
what’s best for teachers. So like pre-, you know, 2010, and 2008 they were all for these
(laugh) salaries and now we can’t pay.’ (Josh, interview, 2016a:Q55; ed. M.S.)

In contrast to Catriona, he as student teacher did not worry about the actual impossibilities of
joining a union. He was more critical towards their educational ideals and politics, including
their contribution towards unsustainable pay deals before the crisis, which also Catriona
mentioned as critical point. But Josh also considered the advantages of a union membership in
terms of having a certain protection and representation as employee.

Apart from their reluctance towards teacher unions, Josh and Catriona also expressed a sense
of discontent towards the two statutory bodies Teaching Council and NCCA. Catriona

explained me her critical opinion on the NCCA in relation to the new Junior Cycle:
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‘I think [the new Junior Cycle] it’s a step. It’s a well-intentioned, poorly executed (...). It’s
this idea of people who don’t teach, trying to come up with an idea like a teaching system and
then not listening to the people who are saying, this will not work (...). Uhm, I think, it’s
going to be a massive failure.” (Catriona, interview, 2016a:Q96; ed. M.S.)

So she took the position of a teacher, who has to deal with the practical issues of reforms and
sees issues coming up for her teaching practice. Josh (interview, 2016a:Q69) contrasted her
view by positively recognising the new Junior Cycle as promising step for second-level. But
he regarded it as ‘compromised’ (ibid.) between stakeholders: ‘It’s kind of half one half the
other’ (ibid.) and this would imply issues for the practice in schools.

Concerning the work of the Teaching Council, both Josh and Catriona were very frustrated
and argued they were working unprofessionally (Catriona, interview, 201a:Q61, Q62, Q73).
Especially Catriona disagreed with the PDE and PME contents and argued, there was too
much focus on theory lessons that were not relevant for the teaching job (ibid.:Q69, 70).

So, both critiqued the statutory bodies and the teacher unions. They were not satisfied with
the work of the statutory bodies that regulate their ITE programmes, their profession and the
content of their teaching. Furthermore, in contrast to the ASTI perspective, neither Catriona
nor Josh were convinced of joining a union in the near future and sceptically regarded their
controversial politics although a membership would have implied the possibility to have a say
in these politics. But for Catriona a union membership even appeared to make matters worse
for her employment possibilities. Concluding, the teacher union politics in correlation with
their representation in the statutory bodies implies controversies for its members as well as
non-unionised teachers. According to my interviews with the union representatives, the
unions do not even recognize that their politics on the Junior Cycle causes troubles for these
new teachers’ membership and employment prospects. Apart from that, the implementation of
both statutory bodies, the Teaching Council and the NCCA, correlate with the biopolitical
idea that enhances the need for a central regulation and standardisations so that the regulative
body can employ its knowledge to form the productive citizens for a neoliberal economy — in

this case teachers.

2.3.3 Corporate Ireland

In the Irish ‘education community’ (ASTI, interview, 2016:Q1), there are also business
partners that influence education politics for instance through their representation in the
statutory bodies. The ASTI representative names the so-called ‘Corporate Ireland’ (ibid.),
which stands for the Irish business sector, as ‘one of the biggest influences in education

policy’ (ibid.). Since ‘Corporate Ireland’ includes many ‘multi-national companies’
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(ibid.:Q2), its voice in public education means not only negotiation of private and public, but
also of national and global interests concerning the role of education for economic growth in
Ireland (see chapter 3.2). According to my research data, neither the reviewed newspaper nor
my research partners question the apparent role of business interests in Irish public education.
So, the ASTI representative described the relationship between business and education as
complex field with ‘quite a lot of influences you have to mediate and to be aware of” (ASTI,
interview, 2016:Q2). Though, she called the business sector’s ‘engagement with education’
(ibid.) as ‘very professional’ and ‘sophisticated’ (ibid.). The TUI representative did not
directly refer to the involvements of private companies in formal education. But he argued for
more financial investment in education to be able to provide quality in education. The quality
was demanded also by business partners and expected from the Government to secure the job
opportunities through the investments of international companies in Ireland. Therefore, the
TUI representative claimed, the Government had to raise the cooperation tax in Ireland in
order to have more financial resources. However, this supposedly would impede the
international companies to invest in Ireland.

The media analysis, which I will expound further in the following chapter 2.4, indicates that
the cooperation between business sector and formal education is not regarded negatively. In
contrast, I found two main threads in this relation that favour the interest of business partners
in education: One is the role major international companies such as Intel, Google or Lego play
in providing resources for schools and teacher trainings (for example in coding). The other
one emphasises the necessity to adapt public education to the needs of global business
partners in order to maintain their interests and thus their foreign direct investment in Ireland.
In this case, the engagement of business partners in teacher training and resource provision
offered is seen as adequate pay-off for both sides. (see Appendix IV, codes: ‘funding by
industry’, ‘foreign direct investment’, ‘education partners’, ‘google’, ‘private industry’).

The direct and open relation between the school sector and economic interests endorses again
the Foucauldian biopolitical argument. Moreover, with reference to Arendt, the fusion of
private economic forces and the public political realm is a constraint for the political freedom
and delimitates the implied ‘moral code’ and equality among citizens in the public political
sphere. Foucault’s analysis of neoliberal practices and Arendt’s analysis of the ‘human
condition’ reinforce the need for critical interrogation on the interdependency of the Irish state
and private stakeholders (including the religious partners) in Irish education as demonstrated
by Devine (2011) as well as Lynch (1989) and as I will do in this thesis concerning its

underlying effects on prospective teachers in relation to the idea of citizenship.
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2.4 Media Analysis

After having introduced historical as well as current political implications to the second-level
school sector in Ireland, I now give an overview of the results of the media analysis and so
into current topics that have been discussed in the media during the time of the research.
These discussions and public reactions on it affected my research partners’ understanding of
their job and their role in society and in these relations also the meaning of citizenship in their
teaching as I will describe in chapter six. The following results of the media analysis concern
the articles of four newspapers that I reviewed from December 2015 until April 2016. First of
all I provide an overview of the most popular topics according to my coding list (see
Appendix IV). Then, I go into the details of the differences between the four newspapers’
contents. The details of analysis concerning relevant topics will be given in the further
argument of the thesis.

The recurring themes in all four newspapers were ‘issues’ in education in ‘Ireland’ and the
‘developments’ that were either required or in process. The major political stakeholders that
were discussed were the ‘Government’, the ‘DES’ and its Minister and the two teacher unions
‘ASTI” and ‘TUI’. Of central interest were the ‘primary’, the ‘second-level’ and also the
‘higher education’ sectors. The ‘issues’ too large degrees were related to the ‘post-financial
crisis’ situation that led to constant underfunding of the public education sector and put
‘teachers’ under ‘pressure’ concerning their ‘salary’ and ‘employment’ conditions; and
moreover, it affected the ‘quality’ of education. This situation led to teacher union discussions
on ‘industrial action’ also with regard to the special situation of ‘newly qualified teachers’.
But ‘industrial action’ was also present in relation to the conflictive ‘junior cycle reform’,
which led to discussions about ‘equality’ because ‘teachers’ and ‘students’ were victimised by
the difficult situation between the ‘unions’ and between ‘ASTI’ and the ‘Government’.
However, ‘equality’ was also a topic in the ‘primary schools’ debates, because of the
‘discrimination’ that non-denominational ‘students’ experienced due to the denominational
‘admission policy’ many ‘primary schools’ practiced in Ireland and which was supported by
the ‘Government’ policies. Therefore, shortly before the general ‘elections’ in February 2016
the issue became of major importance in the newspapers, when the then Minister of Education
and Skills discussed and then abolished a symbolic rule dating back to 1965 (‘Rule 68’) that
was holding up religion as an essential part of primary school education. Nevertheless, this
was more a symbolic act in the course of the election campaign and did not solve the ‘issue’
of ‘discrimination’. After the ‘elections’, the annual ‘teacher conferences’ took place in

March. Since this was during a time of political vacuum, without a new ‘Government’ formed
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yet (‘lack of Government’), the newspapers used this time to claim the lack of attention to
education during the ‘elections’. They also reviewed again, just as they did towards the end of
2015, the shortcomings of the previous ‘Government’ and what needed to be done (‘need for
action’) in the future to improve the ‘quality’ of education and the situation for ‘students’,
‘teachers’ and ‘newly qualified teachers’. They reported from the ‘teacher conferences’ and
stressed on the one hand the precarious situation of ‘newly qualified teachers’, the issues
caused by the ‘junior cycle reform’ implementation and the overall situation of crisis in
formal education.

In this context, it is relevant to mention the quantity of articles that these newspapers
published on topics related to Irish education during December 2015 and April 2016: The
articles published increased continually and peaked in March and April, which was exactly
this post-election time without Government when the teacher conferences brought up many
issues. In general, the two biggest newspapers Irish Times (91 articles) and Irish Independent
(112 articles) published far more articles than Irish Examiner (52 articles) and The Journal (21
articles). Along with the number of articles, I recognised a difference in the quality of the
articles. The two bigger newspapers published longer and better-informed articles by showing
various perspectives on issues. However, The Journal published some articles on topics like
gender issues or food and health issues related to public education, which the other
newspapers did not. The Journal and the Irish Times were both less critical towards the
Government than the other two newspapers. However, the Irish Independent was much more
critical than the Examiner. So, the Independent was the most provocative with regard to the
Government and called for action to improve the issues. Whereas the Times was more loyal to
the Government and more critical towards the ASTI, which at this time fiercely rejected the
Government policies (the new Junior Cycle). Furthermore, mostly the Irish Independent, but
also the Irish Times, repeatedly reported about the involvement of industry in education as
shareholder and partner that contributes to implementing new subjects, to the improvement of
resources and also teacher education (see chapter 2.3.3).

This overview shows, apart from the issues that I will contest throughout this thesis
concerning second-level, first of all, that the topics I dealt with in my research, with regard to
the second-level sector and prospective teachers, were of major relevance in the public
discourse about education in Ireland (whereas the topic of citizenship had no major public
significance); second, other issues in formal education surrounded these topics; and third, the
discussion on education in Ireland was encompassed by a bigger discourse (elections,

discrimination, economy etc.). These layers mutually influence each other; and as the further
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work shows, these entanglements influence and affect my research partners’ roles as

prospective teachers and how they embody it — also in relation to their concept of citizenship.

3. Prospective Teachers: Being Taught and Learning to Teach

Prospective teachers have to find an individual make-up of theoretical ‘reifications’ of their
professional and practical aspects of teaching to construct their teacher identity (Conway et al.
2012). This unstable process of ‘meaning making’ (ibid.:104) is supported ‘through
experience and interpretation of experience’ (Sachs 2003:15, as cited in Conway et al.
2012:105). This is an act of ‘authoring of a self’ (Conway et al. 2012:104). Prospective
teachers are also ‘constrained actors’ due to external structures and mechanisms of
regulations, which set limits to their self-authoring (ibid.:105). In the following, I refer to
these mechanisms as their ITE programmes and other forms of teacher education that involve
acts of accountability such as assignments, inspection procedures and registration
requirements to guarantee the standards set by the Teaching Council. With regard to these, I
introduce the details of Josh’s and Catriona’s particular situation and organisational
constraints in the following four subchapters: In chapter 3.1, I present their programmes of
study and examine its neoliberal undertone. This becomes also relevant for chapter 3.2, which
concerns the socio-economic and political difficulties of Irish austerity for their role as
prospective teachers. Chapter 3.3 and 3.4 are dedicated to a detailed description of their
phases in ITE each of them was going through at the time of research. Hence, this chapter is
an amalgamation of immediate, yet external factors that shape my research partners’

developing teacher identities, which I will further explore in the chapters five and six.

3.1 PME Structure and Content in Practice

In Ireland, students can chose between bachelor and master programmes to qualify for
second-level teaching in public schools. Both degrees combine the academic focus on
education with subject specialisations and a practical teaching focus including school
placement. (Teaching Council 2015a; Postgraduate Applications Centre CLG 2017a)
According to Josh, the undergraduate programme allows more time for teacher training over
the stretch of four years, whereas he regarded the master’s degree as more theoretical with
less focus on teacher training and practical aspects. In 2014 the two-year PME had replaced
the former one-year PDE to follow cross-national recommendations (Conway et al. 2009:xxi;
Teaching Council 2015a). The PME is primarily taught at the four National Universities of

Ireland in Cork, Dublin, Galway and Maynooth (Postgraduate Applications Centre CLG
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2017a; DES 2017d). Although PME programmes need Teaching Council accreditation
(Teaching Council 2015a; ibid. 2015b), the programmes do vary in content and structures
across the different institutions (comp. Cormac, interview, 2016:Q5).

The entrants to a programme are selected through a ‘scoring system’ (Postgraduate
Applications Centre CLG 2017b) that values ‘academic performance’ over ‘professional
experience’ (ibid.). Throughout the past decade, the numbers of younger students and of male
students as well as that of students from higher socio-economic family background has been
increasing (Clarke 2009:172). The increase of male students is to be seen in relation to
Ireland’s economic depression, which led to a rise of unemployment in male dominated
sectors such as construction; The shift in socio-economic family background can be related to
both the economic depression and the extension of the programme to two years, which
implies a greater burden for students concerning time and money®. Furthermore, the student
cohort is not representative for the Irish citizenry, which legally consists of 88.4 per cent Irish
citizens (Central Statistics Office 2017:50). Contrasting this, the PME entrants in 2014
consisted legally of 99.7 per cent Irish citizens. (Keane and Heinz 2015:289f, 292, 294f)

After graduation, the PME absolvents register with the Teaching Council and then are eligible
for employment in a publicly funded post-primary institution. When they find such an
employment, they are regarded as newly qualified teachers. In this final part of their ITE, they
have to meet the Teaching Council’s conditions to finally become qualified teachers. This
period usually implies the first year of employment (see chapter 3.4).

Both of my research partners studied their bachelor’s degree as well as their master’s at
NUIM. Catriona had graduated in the (former) PDE in 2014 to teach Irish and Classical
Studies. At the time of research, Josh was studying the PME in the first year to teach English
and History. Formally they studied two different programmes. Yet, according to the research
data, the PME closely resembles the PDE at NUIM in structure as well as content so that my
research partners in the end had mostly attended the same lectures. Though, a major
difference is the increase of time that allows both, deeper involvement with contents and
placement in two different schools (instead of only one). However, the research showed, that
the PME at NUIM is continuously developing in a process of experience. At the time of
research, the first year of the PME was divided into two days on school placement and three

days on campus. It also included a three-weeks period of continuous placement. The students

5 In 2013-14, EU students paid around 6800 € fees for the PDE one-year programme (UCD 2014). For the two-
year PME, EU students pay 10800 € in total (applicable for 2016-17) (Maynooth University 2016).
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had seven hours of lectures, two hours of Teaching and Learning Seminar (subject specific
methods) and two hours of tutorials per week. The lectures concern ‘Curriculum Studies’,
‘Special Educational Needs’, ‘History of the Irish Education System’, ‘Psychology’,
‘Philosophy of Education’, ‘Sociology of Education’ and ‘Managing the Classroom’.
According to my observations, these lectures cover a broad range of foundational studies in
educational sciences. They provide a rough overview, but — at least in year one — no critical
depth. According to Josh and Catriona, practical links throughout the PME were of major
relevance for their improvements as teachers. Yet, only a few of their lecturers (mostly those
who had a teaching background) brought in these practical aspects occasionally (comp.
Managing the Classroom, PO, 2016a; 2016Db).

Due to the focus on my research partners and the limited time in the field, I did not observe
the PME year two. Its formal structure includes three days on placement and two days on
campus. In contrast to year one, it is more project-oriented: One afternoon per month is spend
on ‘Zoom Events’ on topics like ‘Social Justice’, ‘Development Education’ or ‘Arts
Education’. Besides the regular methods seminars, theoretical inputs are given on topics such
as ‘Quality in Teaching and Learning’, ‘Perspectives on Inclusive Education’ and ‘Key
Skills’. The final thesis is organised as group work. It is timetabled as ‘Teacher as Critically
Reflective Practitioner’ (TCRP). This provides time for input, research and group work.

One of the coordinators of the programme introduced the upcoming year two in one of his
first-year lectures. He enhanced that the design of the second year was to put them ‘in a
practitioner and professional space’ (History of Education, PO, 2016:Q2). He particularly
explained the TCRP project and the ‘Discretionary Element’ (ibid.:QS8). For the latter, the
students engage in a community project to allow them to ‘choose what experience you’re
about to build’ (ibid.). He argued, this was important because the students needed to create

their own potentials to get a job (ibid.:Q8, Q9, Q10), as the following quote indicates:

‘I’m sitting on a lot of interview boards and it’s a very competitive market. There are only few
people standing out. Think about the next line in your CV. (...) It’s completely up to you, (...)
but really think about this next line in your CV. It’s about doing something that’s beyond your
so far experiences.’ (Ibid.:QS)

When the coordinator was about to present the TCRP project, the students in the lecture hall
started mourning and expressing their disapproval for this group task (ibid.:Q11). But he

enthusiastically convinced them to take the upcoming challenge:
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‘Working with others! It’s one of the principles of this two-year programme. More and more
schools and teachers are asked to work in a team. You might say, it’s much easier to be just in
control of myself. It’s for you to offer something different. I won’t lie to you, some have really
struggled this year. We recognize the challenge of this! That’s life!” (Ibid.:Q17)

To sum up, he presented their education as ‘competitive field’ (Devine 2011:48), where they
had to take any possibilities to qualify better than others if they want to become a working
subject in economy. So, his attitude corresponds to Lolich’s (2011) description of higher
education in Ireland. She argues, students were appealed to act as ‘moral subject’ responsible
for the self and able to ‘calculate the risks’ as well as to ‘invest in themselves at critical points
of their life cycle’ (ibid.:272). This turns education into a form of investment and produces
‘valuable human capital’ (ibid.:276) for the Irish globalised ‘knowledge-based economy’
(ibid.). Thus, education not only becomes intimately related to neoliberal approaches to
economic success, but also to the implied ‘ethical dimension’ (ibid.:283) of the self.

Concerning ideals and relations to the economy of higher education and in particular the
PME, Josh and Catriona were both sceptical: Josh described the University as moneymaking
machine and assumed this to be the cause for the programme extension in 2014 rather than
quality assurance. Catriona mentioned a paradox imbalance between ITE places and actual
job opportunities for teachers. For her and for Josh, this was a further proof for the
University’s economist attitude and lack of interest in students. Especially with regard to the
fees that they paid for their education, both were disappointed with the quality of lectures and

the lecturers’ lack of ability to educate them to be able to confront the teachers’ challenges.

3.21In the Aftermath of the Tiger

‘We hear about precarity in the news everyday. People lose their jobs or get angry because they
never had them. (...) But most of the time we imagine such precarity to be an exception to how
the world works. It’s what “drops out” from the system. What if, as I’'m suggesting, precarity is
the condition of our time — or, to put it another way, what if our time is ripe for sensing precarity?
What if precarity, indeterminacy, and what we imagine as trivial are the center of the systemacity
we seek?’ (Lowenhaupt Tsing 2015:20)

In her recent ethnographic work, Lowenhaupt Tsing (2015) describes the controversial role of
a mushroom in the capitalist world. Her narrative captures the tensions between human
destruction and survival practices in the globalised world. Following the above quote, she
indicates the stage of precarity not to be an exemption, but the norm in these times. In my
research in Ireland, I dealt with prospective teachers, who, according to the reviewed

newspapers (see chapter 2.4; see Appendix IV), find themselves in a situation of economic

49



precarity. This is first and foremost ascribed to Irish austerity, which is taken as limited
period. In reference to Tsing (2015), I argue that this precarity is not a temporal exception, but
an effect of enduring neoliberal governmentality practices that use insecurities to its
advantages to enforce accountability and therewith prevent the assertion of teachers’ own
‘beliefs’ because they might contradict the hegemonic discourse (see chapter 6). In this
subchapter, I describe the causes of economic precarity in Ireland and the consequences it
implies for my research partners in their situation as prospective teachers.

To recapitulate, I take another step back in Irish history from 19" century onwards: The
decades before and after independence, in particular since the Great Famine in the mid-1840s,
the Irish population was decreasing due to high death rates and waves of emigration (Kirby
and Murphy 2011:15). In the early 20™ century, the Government intended to stimulate the
Irish agriculture-based economy through industrial developments (ibid.:15f). Yet, Irish
neutrality in World War II brought another economic downfall until the 1960s (ibid.:17). Not
before the ground-breaking ‘Economic Development’ paper in 1958 had been published, the
Government started liberating trade policies to attract foreign direct investment and applied
for EEC membership in 1961 (Rees et al. 2009:4). The Government started implementing
recommendations made by international organisations (ibid.:4), which included changes in the
school system (see Chapter 2.2), and became EEC member in 1973 (ibid.:5). Because of
political instability and external debts in response to the international oil crisis, it was not until
1994 that the liberal politics succeeded and turned Irish economy into the rising Celtic Tiger®
(Kirby and Murphy 2011:18f, 71). A stabilised political and financial situation as well as a
well-trained technical workforce in Ireland attracted predominantly global players from the
United States (ibid.:18f). They benefitted from the low corporation tax (12.5 per cent) in
Ireland to establish their local trade centres within the territory of European Union (EU)
(ibid.:19; Coen and Maguire 2012:9f). During the following boom times from 1994 to 2007,
the Government’s involvement in Celtic Tiger processes (capital acquisition, supporting the
industry, mediating politics, initiation of ‘social partnership’ policy) caught international
attention because it ‘seemed to contradict key tenets of the dominant neoliberal development
prescriptions actively promoted by the World Bank at the time’ (Kirby and Murphy 2011:74).

However, the close look on the issue shows that when in 1987 the Fianna Fail (FF)

6 The use of this term in the Irish context was shaped by Morgan Stanley in 1994 (Kirby et al. 2002:2). The term
is adopted from the ‘Asian Tigers’, which had experienced a similar economic expansion in the previous decade
(and a subsequent downfall in 1997) (Bello 2013).
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Government introduced the above-mentioned social partnership to resolve the continuing lack
of employment possibilities, it invited representatives from different business sectors and let
them have major influence on policies resulting in: ‘low corporation taxes, low capital taxes,
low social insurance contributions and a virtually unregulated labour market’ (Begg 2005, as
cited in Kirby and Murphy 2011:36). After first period of economic growth the partnership
expanded for the ‘community and voluntary sector’ (Kirby and Murphy 2011:36) from 1996
on (ibid.). It promised the participants a democratic participation in terms of ‘active
citizenship’ (ibid.:38) on the local level (ibid.:36, 38). Kirby and Murphy (2011) argue that
this approach misled ‘civil society’ (ibid.:37), because the new position included giving up
the sector’s independent role as ‘critical voice’ (ibid.). So, the partnership enabled the
‘effective silencing of alternatives to the dominant (...) paradigm’ (ibid.:38) and created a
‘stultifying narrow consensus’ (ibid.). Yet, as Gramsci puts it (see chapter 1.2.2), not by using
force, but through pedagogical relations, which permeate society and allow the creation of
consensus in favour of the hegemonic ideology.

In neoliberal terms, the social partnership model was a milestone in Irish history. Since the
start of the partnership from the 1990s onwards, Irish economy was shaped by a drastic rise in
foreign direct investment until 2001. This was followed by the expansion of property and
construction businesses until its peak in a share of more than 20 per cent of the gross domestic
product in 2007 (ibid.:80). Possible deficiencies of the partnership or the State such as social
inequalities or underinvestment in social sectors started trickling down only in 2007 when the
international property speculation bubble crashed and hardly hit on the Tiger economy and its
labourers (ibid.:75f, 78). Internal mismanagement and lack of stabilising politics made Irish
economy extremely vulnerable leading towards massive recession and increasing socio-
economic precarity (ibid.:78f). Thus, a negative spiral of internal and foreign causes turned
the Irish economy into one of those hit most by the international financial crisis in 2007/2008.
After the FF-led coalition failed to guarantee for the eroded banks with public money, it
agreed to the ‘European Financial Stability Act’ (EFSF 2010) in July 2010. Subsequently,
international organisations (including the EU and the International Monetary Fond (IMF))
intervened with the national financial politics (Kirby and Murphy 2011:84f). In late 2010 the
Government of Ireland (2010a) presented the ‘National Recovery Plan’ to regain international
economic trust (Kirby and Murphy 2011:87). Instead of rising for instance the cooperation tax
(Government of Ireland 2010a:100), the austerity measures affected mostly those on the lower
and middle income-scale (Kirby and Murphy 2011:87). The measures implied rising the

Value Added Tax (VAT) up to 23 per cent, lowering the level of income that determines the
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benchmark for income tax and cutbacks in the social sector (Government of Ireland 2010a:61,
97, 102). Public servants as one of the main employees in social and welfare services were in
the focus of the Government’s (n.d.) first cuts in public expenditure through the ‘Financial
Emergency Measures in the Public Interest’” (FEMPI) from 2009 until 2013. Those were
supplemented by the ‘Croke Park Agreement 2010-2014" (ibid. 2010b) and the ‘Haddington
Road Agreement 2013-2016°7 (Labour Relations Commission 2013). The FEMPI included
pay cuts of an average 14 per cent (Government of Ireland 2010b:4), ‘pay freeze’ (ibid.),
pension cuts, ‘recruitment and promotion’ (ibid.:2) restrictions as well as additional cuts in
specific sectors. For teachers as public servants, these implied two different pay scales (DES
2011) as well as supplementary hours to be spend on duties such as ‘supervision and
substitution’ and ‘school planning’ (Government of Ireland 2010b:23). In addition to the
general pay cut for teachers, the two pay scales since 2011 were created when the entry salary
for all newcomers to the teaching profession was further reduced by ten per cent compared to
those entering before 2011 (DES 2011). The new recruitment restrictions additionally affect
newcomers due to the now limited job offers to one-year and / or part time posts. (comp.
ASTI, interview, 2016:Q24; comp. TUI, interview, 2016:Q40, Q41).

The newspaper analysis indicates that the issues in Irish education, which are related to the
austerity restrictions and which implies a difficult situation for newcomers to the profession,
has caught public attention. Yet this issue was almost exclusively discussed in March 2016,
when the annual teacher conferences took place and brought many issues in formal education
on the table although — or maybe because of — hitting a political vacuum when there was no
government formed just after the elections in February.

My interview partners from the teacher unions also noted the difficulties and described the
situation for newcomers as ‘insecure employment’ (TUI, interview, 2016:Q41) and
‘casualisation of the teaching profession’ (ASTI, interview, 2016:Q24). Furthermore, the
ASTI representative noted that even the registration process became an issue, when the newly
qualified teachers, who only got part-time and temporary jobs, were not able to meet the
conditions of the Teaching Council (ibid.:Q23).

With regard to my two research partners Catriona and Josh, who both found themselves in
this situation as prospective teachers under austerity restrictions, I noted differences: Whereas

Josh worried about future employment issues, Catriona as newly qualified teacher found

7 At the time of research, the Lansdowne Road Agreement as follow-up to the Haddington Road was heavily
contested and negotiated between Government and trade unions.
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herself already in the middle of the undesired focus of an eroded financial system. During
research in her school, I found out about her moments of exhaustion. Those were caused by
the usual challenges she faced in her first year of teaching with a room full of students, but
were intensified by hours and hours of substitution and supervision duties, the double mental
and physical stress of having two teaching jobs and the insecurities concerning her future
employment after the summer (Catriona, PO, 2016a:Q22; 2016b:Q12, Q30; 2016¢:Q5, QS;
2016d:Q1, Q58, Q73). Still, she was not angry but pleased to have got the jobs at all (ibid.,
interview, 2016a:Q12), saying half ironically, half jokingly: ‘I earn enough to get by, so I
don’t really mind.” (ibid.:Q29). She explained her situation and attitude as follows:

‘(...) I can’t afford to move out of my parents’ home. (...) I drive an awful car (laughing). And
that’s cause I can’t afford anything else. (...) I don’t really care about the money. I like my
job. I like getting up in the morning. (...) I don’t think, oh god, no, not another day. I think,
och, I wish I could have five more minutes but I don’t dread coming to work.” (Ibid.:Q91)

So, besides being lucky to have a job, she was satisfied with her work and rather complained
about the ‘fuzz’ (ibdi.:Q30) around pay issues. She would regard other issues as more relevant
to her daily work and for the children, such as the new Junior Cycle (ibid.:Q30, Q31).

In the staff rooms of both schools I encountered narratives that reflected both, Catriona’s
ironic attitude and her resignation: The young teachers joked about re-applying for jobs each
year and at the same time wondered, if they would see their students and colleagues next year
or not (ibid., PO, 2016e:Q53; Josh, PO, 2016b:Q9). However, Josh was disillusioned about

the uncertain future he was facing:

‘That’s like, you didn’t think about when you wanted to be a teacher, (...) all I wanted to do,
like, was teach in the school here in Ireland. (...) then you read these articles that say, (...) it’s
a one-way path to emigration and stuff, you know (laugh)? My virtue of just want to teach
here in the small town and make this really small contribution, on a really small level, like
having very small ambitions.” (Josh, interview, 2016a:Q44)

This statement affirms Catriona’s worries about the unawareness of student teachers, who
associate the idea of teaching still with ‘a stable job’ (ibid.:Q53) as Josh called it. She said:
‘Like people are like, oh, ya, I know it’s tough. And you’re like, no, in some subjects it’s not
just tough, it’s just not possible. Like, you’re not getting a job’ (Catriona, interview,
2016a:Q66). In particular, she refers to Josh’s subjects History and English, where she found
that there was a ‘huge oversupply’ (ibid.:Q63) of teachers. Yet according to her and the ASTI
representative, this is not only the students’ fault, but is caused by the unregulated student

intake (ibid.; ASTI, interview, 2016:Q23). As outlined in the previous subchapter, the PME
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coordinator addressed this issue by raising the students’ awareness for the competitive market
and concedes them chances if they only tried hard enough and invested in their CVs. But
schools are not allowed to employ teachers on permanent contracts. So, only because one is
doing a very unique TCRP project, one cannot increase job numbers. Thus, it is rather an
increased mechanism of selection under neoliberal conditions (comp. Lolich 2011): On the
one hand it gives responsibility to the students to think about their future and take ownership
of their future; but on the other hand, it provokes an apparent option of choice, which they do
not have on second thoughts. Once they graduate, they experience the pressures of an insecure
job market and employment conditions. This restricts them as teacher in terms of following
their ‘teacher beliefs’ (see chapter 6). Under these pressures, they always have to give their
best and have to accept any situation or workload and cannot or do not want to position
themselves politically. The latter applies on the one hand to Catriona who would not join a
teacher union because of her fear to loosing employment opportunities (see chapter 2.3.2). On

the other hand it applies to Josh, because he feels restricted in his school preferences:

‘So schools vary so much, that it’d be great to have a type of school where you fit in, you
know? So, I (...) apply for a school a type of school called Educate Together, which is you
know, non, non-denominational, no admission policies other than area rather than brother,
sister class. So what we should have. (...) But then you don’t have the luxury of choice, you
know (laugh)? If I got offered, you know, some school that is completely the opposite, you’d
still work there, too. Because there’s no jobs (...).” (Josh, interview, 2016a:Q57)

He was also bothered because of the following years on short-term contracts, which meant
that he would not to be able to settle down and become ‘part of the school’ (ibid.:Q47). He
regarded this as barrier to deploy his teaching creativity and motivations: ‘you can’t really,
you know, do controversial things and things that go against what’s normally taught. Because
the incentive for you to do that is really not there’ (ibid.). So he imagined it in a negative
sense to be ‘like being a student teacher continually’ (ibid.) (see chapter 3.3).

Thus, the Celtic Tiger story leaves its marks in Irish economic policy and therewith in
personal life stories and teacher narratives and practices. The neoliberal trend in Ireland more
and more pervades the teaching sector since the establishment of standardisation bodies, such
as the Teaching Council. This process intensifies with the strict regulative measures under
austerity. The ‘precarity (...) of our time’ (Lowenhaupt Tsing 2015:20) affects the ITE
programme and directly influences prospective teachers’ job perspectives and economic

situations, which however is not regarded as the worst effect. More important for my research
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partners appeared to be the hope to be able to become a teacher after all and then to teach the

way they believed it to be good teaching (see chapters 5 and 6).

3.3 ‘Half In and Half Out’

‘It’s strange I guess being like half in and half out. So you know, you are the teacher, but then
you’re also a student and you don’t really have that place in the school even though you’re there.
So it is unusual in that sense and in the same being like half a student but not really. It’s kind of
weird as well.” (Josh, interview, 2016a:Q26)

This phrase exemplifies how Josh communicated to me the in-between sensation caused by
his contested position as student teacher: Trying to find a balance between the strict schedules
of being taught and learning to teach and trying to handle the oppositions between modes of
how he is taught, how he is supposed to teach and to manage a class meanwhile being subject
of inspections. In this subchapter 1 explicitly describe these aspects of Josh’s life as student
teacher and how he perceives these with regard to his ideas of teaching and being taught.

Josh coped with the stressful student teacher time by preparing things in advance. So, he was
able to prepare lessons, attend lectures and seminars and hand in assignments in time. Living
at his parents place not far from campus allowed him, apart from some sport activities, to
fully concentrate on his studies. On Mondays and Fridays he travelled to his school by public
transport via Dublin. It took him about two hours one-way so he had to get up early and
arrived home late. Notwithstanding, he sometimes wished he could teach in school the whole
week instead of attending lectures the other days. Attending lectures for him felt like ‘being
taken away from the school (laugh) unnecessarily’ (ibid.:Q23). This attitude coincided with
his discontentment over the lack of quality in the PME (see chapter 3.1) (ibid.:Q20, Q21).
Although he was enthusiastic about some lecturers whose he described as helpful because
they gave practice-related inputs (Josh, interview, 2016a:Q23), he noticed a huge gap between
how he learned and how he was supposed to teach: ‘(...) not in all lectures, but some you
have you’re talking about active learning (...), games and activities. But you’re just talking
about, you’re not doing them’ (ibid.:Q20). This lack of authenticity gave him a difficult

standing in professional life:

‘(...) if you’re gonna be a teacher and you’re gonna do all these active learning methods and
there are some people who gonna come and say, but this is all wishy-washy stuff. Like how
can you justify this? (...) [I]f they set the example of doing it rather then tell us about it, we
could be more confident in putting you’re neck out there (laugh) (...).” (Ibid.:Q21; ed. M.S.)
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Yet, Josh was passionate to become a teacher, was positive about learning on placement and
was even happy to do hours on substitution (ibid., PO, 2016b). This passion included his
claim to be considered an actual part of the school, to have a say and in this sense being
remunerated for taking responsibilities and engaging with the school (ibid., interview,
2016a:Q27). He felt welcomed and treated as colleague by the other teachers (ibid.:Q26). But
regarding management, he experienced schools as ‘very hierarchical places’ (ibid.:Q27) with
student teachers being on the lowest level. Further, he perceived a lack of financial
recognition for his work: ‘you’re doing a job but you’re not really doing the job, not getting
paid for it’ (ibid.:Q43). He felt treated unjust compared to others who did apprenticeships and
learned and worked just like him but got paid (ibid.). In contrast, he had to take two student
loans for his degree. He felt not respected for his work in school. Nevertheless, the school was
the place he wanted to be in, instead of sitting in lectures. So, he had the persistent feeling of
not belonging in one place and not being accredited to belong in the other place.

This uncomfortable in-between feeling was reinforced by constant pressures and acts of
surveillance on placement. Throughout the research with Josh, I encountered and discussed
various levels of surveillance mechanisms he was confronted with: The occasional
inspections by inspectors and his university tutor on the one hand; and on the other hand
tutors on placement who observe him in his school during the entire placement experience.
The constant possibility of an inspection made Josh apparently nervous (ibid.:Q8). When I
visited him in his school the first time in early March, he immediately came to the door to
pick me up. Later on, I realised that he had seen me coming because he had constantly been
observing the path to the school from the staffroom window — just as he was doing
subsequently until the first lesson started. Afterwards, he told me that even the possibility to
have an inspection put him under ‘pressure’ (ibid.:Q10) to perform well and made him be
‘scared all the time’ (ibid) (ibid:Q9, Q10). But he also regarded the pressure as positive
‘extrinsic’ (ibid.:Q4) driving force to keep his levels high, because it made him reassesses his
performance: ‘It’s like you have an inspector in your head almost’ (ibid.). So, for Josh the
everyday possibility of inspections internalised ‘that mindset’ (ibid.:Q9). Accordingly, like in
Foucault’s (1995) interpretation of Bentham’s panopticon, the ‘internal mechanism’
(ibid.:202) through the sheer prospect of surveillance and not the physical act of surveillance,
provoked Josh to prepare and teach the way it was expected from him (with methods that are
‘really innovative and creative’ (Josh, interview, 2016a:Q10)). Apart from this disciplining
side of inspections, Josh recognised a learning outcome: He valued for instance the different

perspectives that inspectors brought in to improve his teaching (ibid.:Q12, Q14). He also
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regarded the mental drill as positive to keep his levels high even after the last inspection
(ibid.:Q4), because his ‘intrinsic motivation’ (bid.) was to ‘have a good lesson (...) for the
kids’ (ibid.). Though he admitted: °(...) after he’s [the inspector] gone, you kinda have some
lessons where like literally you just need to cover this (...). And it’s not gonna be bells and
whistles and innovative’ (ibid.:Q10; ed. M.S.). Besides, he said he was ‘more willing to
experiment and try different things’ (ibid.) without inspections coming up.

On school level, the surveillance was more immediate and routine. Josh had two tutors who
were responsible to guide him on placement. He looked up to them, impressed by their
professional performance as teachers since they were in their first years of teaching
themselves. In case Josh had a free hour, he observed their classes. When I was there, Josh
was teaching most classes alone. Only occasionally one of his tutors stayed in supervising,
giving advises or assisting. In these cases, I noticed that it would not make him specifically
nervous. But interruptions by the tutor that interfered with Josh’s instructions for the class
provoked a sense of insecurity (ibid., PO, 2016b); Josh explained that when ‘the other teacher
steps in’ (ibid., interview, 2016b:Q7) overruling the student teacher in front of the class, ‘it
kinda takes away from your authority’ (ibid.) and ‘it can take away from you having your
own relationship with the class and your own identity’ (ibid.:Q8). Then, students might look
at the student teacher only ‘as the other teacher light” (ibid.) and address issues and questions
to the ‘real teacher’ (ibid.). In contrast, if he was alone with the class, he as student had to
take teacher responsibilities for the class. These times alone had helped him to figure out how
to deal with difficult groups (ibid.). He also regarded it as opportunity, when the students
found out that he was not a ‘real teacher’ (ibid.) but ‘just learning’ (ibid.). It gave him a sense
of freedom to experiment and test things (ibid.:Q7). So Josh needed a space to learn and find
ways to build up his teacher identity. But at the same time, he needed a teacher space to build
up a relationship with his pupils.

Thus, placement for him meant living in a ‘strange dynamic’ (ibid.:Q8) not only in the sense
of being ‘half in and half out’ of school and university, but also not having one proper role.
Josh’s learning and teaching situations and experiences were biased: He appreciated the
support of his tutors, inspectors and colleagues. He was willing to learn, eagerly wanted to
practice his teaching skills and coped with PME requirements as well as with the mental drill
of inspections. Yet, at the same time, he depreciated the PME structure, the hierarchies in
school and his non-satisfying role in it. He critiqued the quality of lectures and felt pressured
by inspections and interventions by his tutors. The latter restricted him figuring out relations

with his students and his role as teacher. It functioned as external disciplining and gradually
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turned into intrinsic disciplining. But he acknowledged and accepted its positive aspects for

his advancements as teacher.

3.4 A ‘Trial by Fire’

After graduation, before being able to fully register with the Teaching Council and to teach in
a ‘publicly funded institution’ (ASTI, interview, 2016:Q20) in Ireland, newly qualified
teachers have to meet certain requirements (Teaching Council 2015c¢). During this time, they
are pre-registered with the Council and have to prove 300 hours of ‘Post-Qualification
Employment’ (PQE) and to complete 20 hours of so-called ‘induction workshops’ to finally
qualify as teachers (ibid.; 2015d; 2015¢e). According to the Teaching Council, the aim of the
workshops are ‘to offer systematic professional and personal support to the newly qualified
teacher’ (ibid.:2015d). This is undergoing recent changes: A new induction programme called
‘Droichead’ (the Irish term for bridge) is running as pilot since 2013 until its implementation
in 2018 (Smyth et al. 2016; Teaching Council 2015f). Its multi-level approach promises to
concern newly qualified teachers’ individual school situations by integrating parts of
‘induction’ into schools through school-internal mentors. At the same time PQE hours will be
reduced to 200 hours (ibid. 2016). Nevertheless, Catriona doubted the effectiveness of the

programme due to the momentary precarious situations of schools and teachers:

‘I think it’s worth while but at the same time a lot of schools (...), they’re just signing off to
say they did the eight hours without them actually doing the eight hours. So (laugh) which is
fair, I suppose, most schools don’t have eight hours to give.” (Catriona, interview, 2016a:Q84)

Thus, Catriona shows what she repeatedly disclosed throughout the research process: A
deeply anchored distrust in Teaching Council procedures and competencies, on which she had
to rely on as newly qualified teacher. She was totally disillusioned about the induction
workshops, because they were inadequate to her concerns: ‘just sitting there, watching
someone flick through a powerpoint for two hours’ (ibid.:Q77) about things she just learned
at university, meant an unnecessary waste of time (ibid.:Q77, Q80). When I asked her about

what she thought was of value from her PDE now for her as newly qualified teacher, she said:

‘I think anything valuable I learned, I learned on the job (...) when I was on placement in
college with other teachers helping me (...). Like the theory lessons were, they were just that
they were theory, it’s all very well (...), but unless you can show someone a practical example
of how that fits in their teaching, it’s very hard to conceptualize.’ (Ibid.:Q59)
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She was more appreciative towards the courses she took out of interest on Information
Technology or Development Education (ibid., 2016b:Q48, Q67) because she needed these
now in her school (see chapter 5.1). In this sense, her negative evaluation of the time spent in
lectures as well as the more positive attitude towards the practical parts of the ITE resembles

that of Josh. Contrasting Josh, however, she was furious about inspections:

‘Like my inspector, the last time he was in a classroom, corporal punishment was still legal.
(...) And he was, he was supposed to be inspecting my teaching. And I was like, why are you
here? Surely the people inspecting your teaching should be the people who are relevant in a
classroom now.’ (Ibid., 2016a:60)

Because of this overall lack of preparation in ITE due to shortcomings in the system, she
referred to her year as newly qualified teacher as ‘trial by fire’ (ibid.:Q11). She ascribed this
particularly to the ‘[s]mall things’ (ibid.:Q42; ed. M.S.) of teaching that made her first year as
teacher extremely difficult. These small things included not to know when she was meant to
go home in the afternoon (ibid.:Q42), if she was allowed to ask for refunds in case of
expenses for her classes (ibid.:Q41), or how to handle ‘paper work’ (ibid.:Q43). It made her
insecure and caused ‘a lot of unnecessary stress’ (ibid.:Q39). Apart from these formalities, the
main difficulty for her was the disciplining part of teaching. It was hard for her to judge
misbehaviour, so she constantly asked herself: ‘Do I deal with this? Do I send this to the year
head? Is this bad enough to write a note about?’ (ibid.:Q38). She explained, she did not learn
these things in the PDE nor did anyone in her school explain it (ibid.:Q43, Q44). At the very
beginning, she did not want to make a fool of herself in the new working place (ibid.:Q41,
Q42). Then she paid attention to what her colleagues were doing and observed their lessons
and talked to them and so absorbed many things. She said, she ‘had no other option’ (ibid.:13)
but to get better if she wanted to keep going as teacher (ibid.). Therefore, she was critical to
herself and continuously tried to learn from her mistakes (ibid.:Q39). Although she admitted
in an interview that she succeeded ‘just because you have to’ (ibid.:Q59), she acknowledged
that she had become more self-assured since the start of the year and that she had ‘definitely

improved’ (ibid.:Q11) because of her colleagues help (see chapter 5.1.2).

4. Official Aspects of Citizenship in Schools

In the preceding chapter I roughly described one rather disguised link between ITE and
citizenship. It is a relation constructed through neoliberal orientations in higher education in

Ireland that also affects the postgraduate ITE programme: The individual’s best performance
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in education is regarded as serving the national economy’s and the citizens’ own best. This
turns the quest for education into a ‘moral issue’ (Lolich 2011:283) of the citizen who has to
appeal to him- or herself to comply with these objectives. Therefore Lolich (2011:283) argues
that citizenship in the light of Irish neoliberal knowledge economy acquires always more
meaning (comp. Ong 2006). The more direct link to citizenship in the ITE programme is the
Teaching and Learning Seminar for the Junior Cycle subject Civic, Social and Political
Education (CSPE). This seminar provides future teachers with a methodological toolkit to
successfully handle the CSPE curriculum. For me as researcher, the CSPE methods seminar
and the CSPE curriculum meant the only official relation between citizenship, PME and
second-level schooling. Although neither Josh nor Catriona attended this seminar, CSPE still
becomes relevant for them (and other prospective teachers) because of the role the subject
contents can take for teachers as I outline in chapter 4.1; and because of its relation to the

whole school context as I outline in chapter 4.2.

4.1 Subject Level: Civic, Social and Political Education

CSPE is a mandatory examination subject in Junior Cycle with an allocated time of one hour
per week (DES n.d.:4). It became institutionalised in 1997 and replaced ‘Civics’ that had been
taught since 1967 (Gleeson and Munnelly 2004:3, 5). The former Civics was meant to teach
Irish citizens in ‘civic responsibility, moral virtue, patriotism, and law abidingness’ (ibid.:3).
Yet, most schools did not give much attention to it, because it was a non-examination subject
and because the Catholic Church was not in favour of it (ibid.:3f). CSPE contrasts Civics in
its more active approach towards the ‘exploration and study of citizenship’ (ibid.:7). It means
to foster ‘skills and attitudes/values’ (DES n.d.:8) and to raise ‘knowledge and understanding’
(ibid.:7) of CSPE topics. Those topics are arranged in four units from micro to macro level
over the three years of Junior Cycle: (Unit 1) the individual’s citizenship, (Unit 2) ‘The
Community’, (Unit 3) ‘The State — Ireland’, (Unit 4) ‘Ireland and the World’ (ibid.:4). The
aim ‘to prepare students for active participatory citizenship’ (NCCA 2005:2) is supported by
its examination structure that consists of an unusual minor share of only 40 per cent for the
‘terminal examination paper’ (ibid.:71) and 60 per cent for a ‘Report of an Action Project’
(ibid.). Although the subject’s core is citizenship, there is no explicit definition of it within the
CSPE syllabus. Instead, to support the students’ development of a citizenship concept and
citizenship activities, its definition is approximated through seven key concepts: ‘democracy’
(ibid.:10), ‘rights and responsibilities’ (ibid.), ‘human dignity’ (ibid.:11), ‘interdependence’
(ibid.), ‘development’ (ibid.), ‘law’ (ibid.:12), ‘stewardship’ (ibid.); and three key values:
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‘human rights’ (ibid.:14), ‘individual social responsibilities’ (ibid.), ‘democracy’ (ibid.)
(ibid.:10-14). These directives open a broad range of citizenship dimensions and cover many
of the theoretical aspects, which I brought up in chapter 1.3.3: The dimension of Marshall’s
juridical citizenship that defines rights and responsibilities of a citizen. It enhances the
democratic aspect, which for Aristotle is the best basis for citizenship, yet not the only one as
Levinson indicates. It supports the approach towards global citizenship with concepts
underlying development, human rights / dignity and stewardship (see Ong 2006). Many of
these aspects — stewardship, individual social responsibility, development, interdependence —
also cover a neoliberal citizenship understanding (see Lolich 2011). It is noticeable that these
dimensions do not include a direct link to nationality or patriotism as in the former Civics.
These principles on the one hand leave space for individual definitions and yet, on the other
hand, prescribe the direction of citizenship in its scope, values and contents.

With the gradual introduction of the new Junior Cycle, the subject CSPE is undergoing
changes. A new subject called ‘Wellbeing” will be implemented in summer 2017. This
merges CSPE with ‘Physical Education’ (PE), ‘Social, Personal and Health Education’
(SPHE) and a new curricular approach to ‘guidance related learning’ (NCCA n.d.:44, 48, 50).
The CSPE representation in Junior Cycle further will be supplemented by a so-called ‘short
course’. Short courses are not exam-based and allow schools to further emphasise an
individual school profile8 (DES 2015c:21). The CSPE short course is organised around three
‘strands’ as specification of the present CSPE unit-approach. The strands are: ‘Rights and
responsibilities’, ‘Global citizenship’ and ‘Exploring democracy’ (NCCA 2016c¢:9). CSPE
expert and interviewee Cormac Mahony looked critically at these developments. He feared a
loss of relevance for the subject in schools, because the short course lacks the highly valued
external assessment through the state exam (Cormac, interview, 2016:Q20, Q25). The ASTI
interviewee in contrast expounded present problems of CSPE indicating that CSPE already
had ‘no status’ (ASTI, interview, 2016:Q55) although it was exam-based.

Another curricular development crossed the prospects for CSPE. So far, no formal
continuation of CSPE in Senior Cycle existed. Only since autumn 2016 a new subject has
been introduced called ‘Politics and Society’. However, the ASTI representative told me, this

course was ‘not a follow-on programme’ (ASTI, interview, 2016:Q54) for CSPE because it

8 At the time of writing (February 2017), four out of ten short courses are eligible for schools: ‘CSPE’, ‘Coding,
Digital Media Literacy’, ‘Philosophy’, ‘SPHE’, ‘A Personal Project: Caring for Animals’, ‘Chinese Language
and Culture’, ‘Physical Education’, ‘Exploring Forensic Science’, ‘Artistic Performance’. Schools might
additionally elaborate own short courses. (NCCA 2017)
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was ‘not really citizenship’ (ibid.) but ‘a sociology of ideas and political philosophies’ (ibid.).
Nevertheless, Cormac commented the introduction of Politics and Society as ‘one of the most
important developments in terms of citizenship’ (Cormac, interview, 2016:Q44) for Irish
schools. He regarded it as the first time in Irish education that students were ‘exposed to the
social sciences or the political sciences’ (ibid.) in upper second-level and this had to ‘be
positive for citizenship education into the future’ (ibid.).

These differences in their opinions signal two traits: First, the ASTI representative and
Cormac have to distinct definitions of citizenship; and second, the lack of clarification of the
term ‘citizenship’ in the CSPE curriculum problematises its use in the CSPE context and its
relation to other subjects (see chapter 4.2). From an organisational perspective, Cormac
substantiated his argument that CSPE was located in the proximity to political and social
sciences: One has to have a degree in one of these disciplines together with the CSPE
Teaching and Learning Seminar to officially be able to register as CSPE teacher with the
Teaching Council (ibid.:Q7). However, CSPE as one-hour subject had not provided enough
incentive for graduates in social and political sciences to go for a teaching career — which
might change now with Politics and Society (ibid.). So until now, teachers usually had no
technical qualification to teach CSPE (ibid.:Q8, Q9). Still, some attended the CSPE seminar
to have it in their teacher’s profile (ibid.:QS8). To sum up, the Teaching Council regulations do
not improve the quality of CSPE, but prevent adequate qualification for teaching the course.
Therefore, according to Cormac, CSPE quality in schools depended heavily on how school
managements valued the subject. For him, CSPE, SPHE and Religious Education (RE) were
the ‘three dumping rounds’. Only when subjects like Maths or English were already
timetabled, teachers with hours left were ‘dumped into’ teaching these. But there are other
managements that give CSPE a prior status and selected teachers got to teach it. (Ibid.:Q17)
Catriona was one of those who taught these ‘dumping rounds’ subjects for which she was not
technically qualified: SPHE, CSPE and Ethics (instead of RE because her school was non-
denominational). When I asked her about her CSPE experiences, she laughed and told me:
‘This year was tough’ (Catriona, interview, 2016b:Q49). She explained: ‘It’s the first year
I’ve ever had to teach it. And you know what? I still have no notion what it’s about’
(1bid.:Q50). Sarcastically she added that it was ‘like a joke subject’ (ibid.) to everyone (ibid.).
She was mostly struggling with the deep gap between ideas and practicability of the subject:
On the one hand, the students were about to learn to reason and to give opinions, but on the
other hand, they had to write an exam where grades were given on their opinions, which

means the students’ opinions were either right or wrong (ibid.:50f). So Catriona argued:
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‘(...) I think there’s too much about prescribed thought that goes into CSPE. (...) I don’t like
telling them what is to think. (...) It [CSPE] likes telling them that they have to buy fair-trade
and this is why. (...) I don’t like that. Because it’s like telling some kids and you have to write
down something you don’t agree with, because you want the marks.” (Ibid.:Q51; ed. M..S.)

Instead, she preferred to explore topics with students without the pressure of an exam or
rather with an exam that tolerated a plurality of opinions with grades basing on quality of
reasoning and arguing (ibid.:Q50f). Observing her in CSPE classes, I clearly noticed how
hard it was for her to find a clear line in teaching the subject. She fostered discussions in her
classes and her students gave opinions, drew associations between personal experiences and
theoretical concepts and discovered controversies. Yet, Catriona clearly gave opinions herself
and this shaped the outcomes of discussions and directed opinions in a way she said she
actually did not want to do (see chapters 5 and 6). (Ibid., PO, 2016a: CSPE; 2016e: CSPE)

Throughout my fieldwork with both — Catriona in school and Cormac at NUIM — I noticed an
apparent difference in their notion about CSPE: Cormac valued learning and knowing facts by
heard, such as names of politicians, institutions, states, etcetera (Cormac, PO, 2016a:Q3;
2016b:Q7, Q9f). Although he said it should not dominate the subject, it was basic knowledge
for him and formed the basis for any discussion on CSPE issues (ibid., 2016a:Q3). For
Catriona, as I describe above, the learning of facts had nothing to do with what CSPE should
be about (Catriona, interview, 2016b:Q51). Notwithstanding, both had a similar
understanding concerning the students’ role in CSPE. They were both convinced that in CSPE
a space should be given to students’ opinions. Cormac saw it clearly as the teachers’ own
responsibility to formulate questions and exercises in a way that provided this space (Cormac,
PO, 2016a:Q8f, Q14ff, Q18, Q21). Catriona as teacher, however, saw herself restricted in
doing so through the syllabus and the form of assessment. She regarded even the action
project as an illusion, because students would be passive in these projects. So, in order to be
able to comply as teacher with aims set by the CSPE syllabus to support active and
participatory citizenship, she expected a more emancipatory Gramscian approach towards
CSPE and schooling in general (see chapter 5). Contrasting this, Cormac enhanced the
possibilities the CSPE syllabus and its assessment structure already provided in this sense
with regard to the unique action project and the exam that for him was mostly about reasoning
and giving opinions (Cormac, PO, 2016a:Q3, Q9). After years of experience in the sector,
Cormac was satisfied with having the subject in Junior Cycle. For him, the subjects CSPE,

SPHE, PE and RE were ‘more important than any History, Geography, or English and Maths’
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(ibid., interview, 2016:Q20) because these were subjects that gave children an understanding
of ‘how do I function as person’ (ibid.). So, CSPE meant an education for identity formation
to him. Devine (2002), who conducts ethnographic research in Irish schools, similarly
recognises the value of subjects such as CSPE and SPHE. However, she accredits their
introduction to ‘a moral panic inspired by the increasing globalisation and the perceived
breakdown of traditional affiliation to the one ‘“nation-state” (ibid.:317). Supporting
Catriona’s argument, she claims that still ‘children’s capacities as active agents are
underutilized’ (ibid.:316) in schools. She indicates that this negatively affects ‘children’s
construction of an identity as citizens’ (ibid.). In order to enable children the access to
citizenship, she calls for a whole-school approach that includes students’ opinions in decision-
making processes in schools and asks for transformation that starts with and depends on
teachers, their training and support structures through managements, the DES and other

stakeholders (ibid.:318) (see chapter 5).

4.2 Perspectives on Citizenship in Second-Level Schools

With regard to educational guidelines, Devine’s claim for a whole school approach to
citizenship is already part of the CSPE syllabus. Yet, as I show in this subchapter, it is
conflicting and imprecise and thus leads to ambiguous perspectives on the topic.

Apart from the subject organisation and content, the syllabus refers to CSPE as contributing
significantly to a school’s aims on two levels: First, the relation of CSPE to other subjects:
CSPE encourages ‘cross-curricular work’ (DES n.d.:3) because its contents and issues are
relevant to other subjects. Second, the whole school operation: A school’s ‘“hidden

299

curriculum™ (ibid.) is reflected in its ‘ethos, organisation, extra-curricular activities and
operational structures’ (ibid.). The interpretation of these practices influences and determines
students’ understanding of CSPE values and concepts (ibid.).

But these recommendations are no clear guidelines. Instead, schools are even encouraged to
individually expand CSPE concepts and values in accordance to their own school ‘ethos and
denomination’ (ibid.:15). Thus, although CSPE as part of whole school organisation is given
importance, the responsibility over interpretation and realisation is given to school
managements. This freedom and flexibility can definitely lead to positive engagement. Yet, as
I indicate in chapter two, Irish second-level school structures are pervaded by individualism

through the diverted responsibilities that mainly religious or private organisations maintain.

Consequently, peculiar and contrasting schooling ideologies can lead to contradictory

64



practices also when it comes to citizenship in schools and thus to inequalities in the
educational provision of students and conditions for teachers.

Throughout my research, I was facing differing reactions towards the question of the position
and definition of citizenship in second-level schools. Unsurprisingly, no one mentioned to me
the broader levels in schools on which CSPE is supposed to take place according to the
syllabus. But the relevance of citizenship in schools was not negated either. When I
introduced myself to research partners or in schools presenting my research topic, some
accepted it without questions; others started asking further questions or assuming relations to
CSPE. I allowed this definitional breath to pervade my research process to be able to hear
opinions on the issue instead of imposing my understanding of citizenship in relation to
education in public schools. The result is a range of ambiguous voices about the role of
citizenship and whose responsibility it was to enact it. Catriona for example, when we met the
first time discussing the research procedure, told me she taught Ethics and CSPE and assumed
this would be very interesting for my research. Josh in contrast, did not catch up on the CSPE
relation at all at the start, but linked it to the relation between schools in Ireland and children
with non-Irish background and so to the legal citizenship definition and what it implied in
terms of advantages and disadvantages in the schooling context (comp. Banks 2008; comp.
Devine 2011). Others asked for my specific understanding of citizenship and some teachers in
the staff rooms were confused when I explained my topic and they realised I was not insisting
on doing research with CSPE teachers. For example, when I shortly explained my research
about student teachers and newly qualified teachers in relation to citizenship to one of the
teachers in Catriona’s school and then asked him what subjects he taught, he contested:
‘Maths and Science. I don’t know how much citizenship is in there?’ (Catriona, PO,
2016a:Q95). I replied, it depended on what is defined as citizenship and so asked him, what
he regarded as citizenship. After thinking about it, he replied: ‘Well, respect’ (ibid.).
Thereupon we agreed that in this case it would also affect his teaching and he even invited me
to come in to observe classes with him and the student teacher he tutored (ibid.). When I
interviewed the ASTI representative, she was very passionate and unsatisfied that CSPE was
not given enough attention in the educational discussion in Ireland (ASTI, interview,

2016:Q46, Q52f). She explained her perspective on the issue of citizenship in schools:

‘And citizenship, you may not call it citizenship, but being a citizen of the world is implicit in
the lives of our young people. And (...) it will become more so, without having to mention the
global challenges of climate change, the migration crisis. Ah, I mean all of the other issues
(...) even the recession that we’ve suffered as Irish people. Where did this really start? Global
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capitalism. Okay, we had our own bunch of capitalists who, you know, played a very big part
in bringing the economy to its knees. (...) So, citizenship is no longer an option for teachers. I
really do think that teacher education and on-going professional development and whatever
other forces that shape teachers’ identities has to really start to kind of make that connection
between (...) community of the school and what’s happening out there.” (Ibid.:Q49)

So she defined citizenship in relation to global human rights discourses and regarded
citizenship as a sort of salvation from the precarious global capitalist ideologies and practices.
Furthermore, she referred to schools as institution through which society could learn about
citizenship. Therefore teachers had to engage with citizenship and needed to be trained for it.
She acknowledged that teachers might ‘intuitively’ (ibid.) include ideas of citizenship and
globalised society in their teaching. But she complained about teachers’ lack of conscious
commitment to it, telling me: ‘But if it comes down to (...) teachers’ idea of citizenship, you
know what they’d say to you? Oh CSPE. (...) that’s not my problem, CSPE. I don’t do
citizenship.’ (ibid.:Q50). In line with Devine (2002), she demanded to give citizenship a clear
role in schools and asked the DES to take responsibility for it. According to her, one issue in
this regard was that the DES considered citizenship not as part of its scope but as part of the
non-governmental ‘development education community’ (ASTI, interview, 2016:Q51).

When I interviewed Cormac, I asked him as expert on CSPE for his concrete citizenship
definition. He was surprised, telling me: ‘that’s a really hard one (...) I’ve never defined it,

I’ve never written it down’ (Cormac, interview, 2016:Q27). His spontaneous definition was:

‘I think citizenship is about being an active, responsible, engaged citizen, member of society.
(...) Ah, the secondary part of that is being Irish or European or whatever that happens to be.
So, ah, I can understand that for those people who don’t have an affiliation with a place, they
need to be a citizen of somewhere. (...) I’m more interested in that active engagement. (...)
For me citizenship is about that, it’s about that interaction, it’s about, uhm, being respectful,
it’s about people’s rights, it’s about minding people’s rights it’s about being responsible. It’s
about sense of equality.” (Ibid.)

Thus, he recognised two aspects: Citizenship as legal status (comp. Marshall); and citizenship
as related to a subject’s action (comp. Arendt) in a social community and its subjection to
moralities (comp. Neveu). He regarded the former as not as important as the latter without
implying a relation between the two. Concerning the latter, he added that ‘citizenship
education is about enabling young people to experience all of that’ (Cormac, interview,

2016:Q27). For citizenship in the school context, he argued:

‘I think, where citizenship education really thrives in schools, you’ll find there is a culture of
student voice. So students are involved in decision-making. Ah you probably have a vibrant
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student council. And you probably have lots of, uhm, kind of celebratory events happening in
the school. You probably have a very visual rich culture in the school, where you walk in and
you see posters and celebrations of student work and you’ll see tradition of school on the
walls. Uhm, I think you see it in how teachers interact with each other. How the teacher
interact with students, how students interact with students.” (Ibid.:Q31)

Accordingly, Cormac described an ‘emotional climate’ (ibid.:Q32) that is ‘welcoming’ (ibid.),
‘rich in respect’ (ibid.) and ‘people focused’ (ibid.) and which is supplemented and expressed
through ‘extra curricular activities’ (ibid.). Yet, he clearly distinguished these schools from
democratically organised schools. Following him, a ‘school can never really be democratic’
(1bid.:Q33) due to its structure (ibid.). He insisted: ‘They’re not even democratic places for
teachers’ (ibid.). So, Conor’s argument goes along with Levinson (2011) who argues that
‘active citizenship’ mistakenly tends to be confused with citizenship for democracy.

These diverse perspectives on what role citizenship takes in Irish second-level schools show
that there is no consensus on the topic. Furthermore, the blurred promotion of the role of
citizenship and contents in the CSPE syllabus leads to diverse practices and impedes a clear
analysis of its official role and implementation on the school level. The research results
indicate that the topic on school level is relevant for teachers — even if on second thoughts —
yet there is no existing definition that facilitates a coherent argument on the term, nor a stable
enactment of citizenship by teachers or school managements, so that claims for better-

structured approaches in this regard such as expressed by Devine (2002) are manifested.

5. Citizenship for Prospective Teachers: School-Related and

Personal Aspects

After the above description of citizenship aspects in relation to the PME context, the CSPE
subject and school contexts and perspectives on citizenship, in the following, I focus on the
research data that is specifically concerned with Josh’s and Catriona’s teaching practice in
relation to the specific two schools they were teaching in during research. As mentioned
above, in case of Irish second-level schools no central authority clearly defines citizenship or
enforces strict citizenship guidelines for schools. It is incumbent on school managements to
give citizenship an official or unofficial role in school life. In the two schools I conducted
research in, to my knowledge, there were no guidelines or codes of practice that formally
dealt explicitly with citizenship. Thus, in this chapter I describe on the one hand the basis for
citizenship I encountered in the two research schools through observations and in correlation

with theoretical concepts and opinions in the field; and on the other hand, how my research
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partners individually implemented their citizenship concepts in their teaching — which need to
be seen in relation to the basis their schools provide them with. Concretely, 1 analyse in
chapter 5.1 to what extent citizenship aspects can be identified in relation to the two schools’
characters. I develop these school-specific citizenship aspects on three different levels:
Approaches to teaching and learning (5.1.1), forms of teacher cooperation (5.1.2) and
negotiations of hierarchies in schools concerning the student-teacher and staff relations, which
oscillate between authoritative and democratic approaches (5.1.3). Those aspects in the
schools, I relate to Josh’s and Catriona’s interactions, experiences and statements as
prospective teachers. Ensuing from these research data, I elaborate on basis of theoretical
discussion, what aspects of school characters and organisation contribute to forms of
citizenship in these schools and thus influence my research partners’ (citizenship) practice
there. In a second step, in chapter 5.2, I examine how my research partners’ citizenship
concepts, which are related to their schools’ implementations of citizenship approaches as I
show in chapter 5.1, are linked to their developing ‘teacher beliefs’. Furthermore, I describe
how Josh and Catriona try to apply their ‘teacher beliefs’ in practice and what issues they
encounter hereby as prospective teachers on a more personal level (whereas in chapter 6, I

will deepen this aspect concerning the professional and socio-political aspects of teaching).

5.1 Citizenship in Schools and for Prospective Teachers

Josh and Catriona repeatedly made me aware of the special forward attitudes of their schools
compared to other schools in Ireland (Catriona, interview, 2016a:Q47; 2016:Q4). While
outlining distinctive approaches of the two schools in the following subchapters, I emphasise
that the two schools cannot be taken as exemplary cases for all second-level schools in
Ireland. But neither do I want to oppose them to all other schools. I argue, that schools are in
the making, formed by internal and external influences. They are never the same, although
they might resemble another. Particularly in Ireland schools are formed in relation to their
form of school, their patronage and management because these aspects determine to a large
degree a school’s educational, religious or ethical orientations (see chapter 2.3) (compare
Devine 2011:68f; comp. Lynch 1989). Additional factors that contribute towards shaping
schools’ characters in Ireland are the school area and the size of a school (comp. Devine
2011:49f). Therefore, before describing particular aspects of these two schools, which I
identify as citizenship-related aspects, I briefly describe the two schools’ settings.

Both schools were located in the outskirts of Dublin within the Dublin commuter belt. These

suburban areas around Dublin have been rapidly growing since the late nineties when
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immigrants allured by the Celtic Tiger for the first time outnumbered Irish emigrants by large
(until 2009) and found rent options primarily in these newly developed housing communities
around the Irish capital. (Gilmartin 2013; Byrne et al. 2010; Coen and Maguire 2012; Central
Statistics Office 2017:9)

Additionally, the relatively high birth rate (on EU-level) in Ireland contributes to persistent
demographic growth since the mid-1990s (Central Statistics Office 2017:8f) and demands
urgent expansion of school facilities particularly around Dublin (see Appendix IV, codes:
‘demographic growth’, ‘prefabs’). The areas of the two schools were a vivid example of this
socio-demographic development with young population and comparatively high level of
immigrants (Central Statistics Office 2017:22).

Both schools were newly founded second-level ETB schools in their second year of operation.
Therefore only first- and second-year students attended these schools. Both schools were
located at the outskirts of their towns. According to ETBI aims, the schools operated through
‘inclusive enrolment policies’ (ETBI 2015b) and admitted students on basis of the local area
(ETBI 2015a). Because of the small student number, the schools employed only a few
teachers, who were mostly young. Catriona’s school had moved to a newly constructed
building a few months ago. It was still too big for the few students and teachers. Josh’s school
was accommodated in prefabrications, meanwhile a huge building was constructed nearby. In
the provisional building the rooms and floors were narrow. In these new schools, I sensed
progress and innovation, which was visually reflected in posters on the walls telling about
specific school characters. In Catriona’s school fun posters on healthy diet decorated the walls
and in her classroom big posters of the new Junior Certificate and the Ethical Educational
Year Planner hung besides colourful student works (Catriona, PO, 2016d:Q70; 2016e:Q71).
In Josh’s school one wall was dedicated to student awards with categories such as ‘the
happiest student’. In all rooms, posters informed about the school’s specific active learning
focus. But mostly, I noted these schools’ individual approaches to education and school
organisation in their daily practices, in the relationsships and in the atmosphere in the school,

which I describe as follows and in relation to the meaning of citizenship in these schools.

5.1.1 Approaches To Teaching and Learning

With regard to literature on Irish schools, the two schools’ approaches to teaching and
learning set them apart from the vast majority of second-level schools in Ireland (comp.
Gleeson 2012; comp. Mac Mahon 2014; comp. Devine et al. 2013). One approach both

schools followed was the integration of digital technology into everyday teaching and
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learning. All teachers and students had to have an iPad. All had Wi-Fi access and projectors
replaced boards, e-books replaced printed books and exercises, research and homework were
mostly done online. The two research schools promoted their digital approaches as crucial to
let their students acquire skills for modern citizens in a digital and globalised society.
According to these schools, this approach improved communication skills and creativity in a
way the Irish global economy demanded it.° Although there was no course set for digital
teaching on the regular PME schedule at NUIM, Catriona and Josh were able to integrate
digital learning methods in their teaching. Josh always prepared presentations to facilitate the
content of his lesson, whereas his students used their iPads mostly for homework, research
and creative group tasks (Josh, PO, 2016a:Q22). Catriona used the technology mostly for
vocabulary and grammar quizzes with her students. This positively affected the atmosphere:
Students used to hum along cheeringly with the quiz music, the students became competitive
and even weak students achieved great results (Catriona, PO, 2016c:Q13; 2016d:Q13, Q36,
Q42; 2016e:Q17). Catriona happily discussed these effects with her colleagues who reported
similar observations (ibid., 2016b:Q44; 2016d:Q3). I also observed that these digital activities
supported students to acquire technological skills such as download procedures, application
usage, photography and video editing. Moreover, students learned to support their own
learning progress for example by using online dictionaries (ibid., 2016a:Q27; 2016b:Q25) or
by conducting structured online research. Cormac Mahony (interview, 2016:Q16) ascribed the
positive aspects of the digita learning to the technology’s ability to capture students’ intrinsic
motivation to strive for their best (ibid.). Notwithstanding, most Irish schools still ‘banned’
technology and thus negated its capacities.

The two schools’ approaches towards active training of students’ digital skills went along
with the schools’ general focuses on active learning. Yet, their active learning approaches
differed slightly: Josh’s school implemented a specific model, which aimed to strengthen
students’ learning capabilities by actively and systematically fostering key learning skills.
These key skills were reflectiveness, reciprocity, resourcefulness and resilience. Catriona’s
school advocated two specific approaches: ‘assessment for learning’ (ibid., interview,
2016a:Q50) and the ‘ethical curriculum’ (ibid., 2016b:Q46). The ‘assessment for learning’
was similar to the active learning approach in Josh’s school, but was not as specific. It

describes a general concept of enabling students’ active engagement in the learning process.

9 Due to reasons of data protection, I cannot indicate the sources in this case.
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The ‘ethical curriculum’ affected the broader teacher’s ‘planning process’ (ibid.) on a content
level and was supposed to be implemented continually and in all subjects.

In Josh’s school, the first-year students trained their learning skills during weekly
‘Enrichment’-hours. Besides, teachers fostered these skills in the normal lessons. So, Josh
used to make recaps with his students at the end of a lesson, asking what they had learnt or
which of their learning skills they had used. Similarly, he made them reflect on their test
results with tasks such as the following: ‘Have a look at the notes on your test and write in
your test paper: 2 things I did a good job at, 1 thing [ want to get even better at. Take a picture
of your comment on your I-pad’ (Josh, PO, 2016a:Q25; 2016b:Q58). Josh explained to me
that this approach was ‘trying to give them [the students] more and more power’ (ibid.,
2016b:Q31; ed. M.S.) concerning their learning and within school activities. According to
him, this turned students into ‘independent, responsible learners’ (ibid.:Q36), which was ‘a
big step towards being independent and responsible people’ (ibid.). For Josh this was the
direct and overall link between his school and citizenship, although this was not made explicit
in the school’s policies. (Ibid., 2016a:Q41, Q58; 2016b:Q1,Q34-Q37)

Catriona’s implementation of the ‘assessment for learning’ was unobtrusive, because it was
her usual practice to teach through active learning methods like group work and research
exercises instead of lecture-style teaching. She also used methods to encourage students’
reflection on their learning progress and to evaluate group developments (Catriona, interview,
2016a:Q48). The ethical curriculum was about ‘ethical links’ the teachers had to bring in in
all their classes (ibid., 2016b:Q46). When I asked Catriona if citizenship was part of her
school’s ethos, she directly related citizenshhip to the ethical curriculum: ‘We have to make
those things to citizenship in our classes. We would call it (...) ethical links’ (ibid.). Catriona
approached the ethical links mostly through topics related to ‘development education’
(1bid.:Q38). This was one of her personal interests that she had focused on in her PDE and
concerned issues such as global interdependencies or climate change (ibid.:Q48f). She

explained that she varied the ‘links’ according to the subject and the students’ capabilities:

‘Like you’re not going to be able to be like, now we’re going to talk about homelessness in the
middle of your language class. (...) But maybe when they’re older and they have a bit more
grasp on language, (...) you can bring in these citizenship issues. And you can deal with them
through your target language.’ (Ibid.:Q39)

Catriona told me that from the day of her interview the school management pointed out, how

it expected her to teach. It was a huge challenge for her because the conditions in her school
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of placement had been different. Yet, she was enthusiastic and liked the school’s attitude:
‘this is a school that knows (...) what it wants from its teachers and it’s going to demand the
best from them. And I think that’s the best way forward’ (ibid., 2016a:Q50).

For Josh, the placement was his first teaching experience and the school’s approaches shaped
his very first personal identification with teaching and learning. He appreciated this unique

opportunity as student teacher in such an outstanding school:

‘It’s definitely like, it’s kind of like an investment, like you get up at five in the morning. But
it’s so, so worth it (...) like all the things that we talk about that schools should do, you know
in some vague theoretical place, we actually do it, like we actually have active learning and
(...) focus on students getting involved throughout the whole school. And like it’s such a
small, you know, staff that everyone’s involved (...). It’s kinda like, I’'m gonna remember in
the future, okay, this is what a school should be like (...). You know, cause there’s so many
schools that aren’t like that. They’re so resistant to change and resistant to trying things out in
a new way, really resistant to giving students power to do stuff themselves. Whereas in our
school students are really given an awful lot of responsibility (...). And you know, these are
only in their first and second years of school (...).” (Josh, interview, 2016a:Q25)

Whilst pursuing their distinct approaches towards teaching and learning, these two schools
not only set themselves apart from other schools in Ireland, but went ahead of the curriculum
policies: They already had implemented the focus on key skills, which the new Junior Cycle
curriculum was aiming at. On a national level, the curriculum implementation was confronted
with issues due to the teacher union disputes. In the case of the two schools of research, both
committed themselves to teach through the new curriculum as they were supposed to as ETB
schools. In the phase of implementation, the change affected the subjects gradually.
Catriona’s subjects were not yet affected. Josh had to teach through the old curriculum in
History, but through the new one in English. Though, in both subjects he had to incorporate
the school’s focus on active learning. He reported that it was easier to find the ‘balance’
(ibid., 2016b:Q18) in English with the new curriculum. Whereas in History the curriculum
was still ‘95 per cent content’ (ibid.) with a strict focus on the summer exam and did not
provide space for, nor encourage active learning methods as required by his school (ibid.).

To sum up, in both cases, the schools mandated the (prospective) teachers to commit
themselves to their distinct focus on teaching and learning. So, I argue that both schools
contributed to forming my research partners’ teaching skills and shaping their understanding
of these concepts. Moreover, the ‘ethical curriculum’ in Catriona’s case and the specific focus
on active learning in Josh’s case are those features that the two directly linked to citizenship

in the context of their schools. For Josh the approach provides a basis to learn how to become
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engaged and responsible citizens. For Catriona, the ethical links enable students to capture a
comprehensive view on global issues related to their lives and responsibilities as citizens in
Ireland. Although they did not refer to the digital learning approach as part of it, I include it as
outstanding characteristic of their schools that features the active learning and enhances the
schools’ focuses on enabling modern and economically valued forms of educating citizens by
means of modern skills. However, this focus on skills that are primarily of economic value for
the students as Irish citizens indicates an issue of demarcation between educating citizens to
allow economic participation in society and educating citizens to allow their ethico-political
participation in society. This issue arises because, as Arendt claims, in national economies

political and economical aspects are necessarily related to each other.

5.1.2 Formal and Informal Teacher Cooperation

Cooperation among teacher colleagues can be assessed in two dimensions: The ‘collaboration
for teaching’ (Gleeson 2012:7) and the ‘professional collaboration’ (ibid.). The first describes
cooperative practices concerning information and material exchange, whereas the second
means profound ‘team’ collaboration including mutual classroom observations and ‘team
teaching’ practices (ibid.). The OECD Teaching and Learning Survey (TALIS) for Ireland
2008 reports a general lack of ‘professional collaboration” among Irish teachers (Gilleece et
al. 2009:170f). Research by Kiely (2003, as cited in Gleeson 2012) identifies this lack as
caused by prevalent forms of operation and organisation of schools and teachers’ preferences
for independent forms of planning. Killeavy and Moloney (2009) indicate that lack of
professional cooperation is especially problematic for newcomers to the profession because
they needed ‘in-school support and mentoring’ (ibid.:206), which in Ireland used not to be
provided for in PQE and induction programmes (comp. chapter 3.4).

Josh and Catriona both felt welcome in their schools. Yet, the process of learning to teach was
mentally and emotionally exhausting for them. As I describe in chapter 3.4, Catriona had a
difficult start in her school with many insecurities but full responsibilities as newly qualified
teacher and missed support through her teacher education programme. Josh as student teacher
was taken care of by tutors who supported him but also challenged his newly developing
forms of teaching (see chapter 3.3). Both, Catriona and Josh, had colleagues who were open
to let them observe their classes. So, whenever Josh had a free hour, he learned fromt he other
teachers in their classes. They also gave him support and extra attention, sharing his
excitements while remembering their own recent student teacher moments (Josh, PO,

2016¢:Q16). Also in Catriona’s school the observation practices were usual — but not only for
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student teachers. For Catriona as newcomer, it was an especially helpful: ‘(...) I’ve definitely
made a point of sitting in on other people’s lessons and picking up as much as I can from
them and talking to other people and seeing what works for them’ (Catriona, interview,
2016a:Q13). She adopted their methods for classroom management and used to consult them
for issues concerning student behaviour, group dynamics and assessment (ibid.:16f, Q18).
Apart from observation practices that I categorise as informal ‘professional cooperation’, I
encountered institutionalised forms of ‘professional cooperation’ in both schools. In Josh’s
school, the weekly ‘Enrichment’ classes for the first-years were a team teaching event. Most
teachers were present and three or four of them were responsible to lead a session. Josh told
me that initially he had not expected teaching to be such ‘a team thing’ (Josh, interview,
2016a:Q24). He was surprised by his colleagues ‘collaborative’ (ibid.) spirit, and appreciated
this new experience (ibid., 2016b:Q32). In Catriona’s school there was no official team
teaching, but she told me: ‘we’re big into our sharing’ (Catriona, interview, 2016a:Q54). It
was formally facilitated by a structure for ‘collaboration for teaching’ — an ‘online sharing
folder’ (ibid.:Q51) that provided teachers with access to their colleagues’ digital materials.
Although such a high degree of professional collaboration is unusual for Irish post-primary
school teachers, in case of these two schools it was made possible because of two accruing
levels: First of all, on an informal level, there was a general open and helpful attitude among
colleagues. They were not afraid to teach in front of colleagues and formed a supportive and
knowledge-sharing community that was especially convenient for my research partners as
newcomers. Second, on a formal level, professional collaboration was established through
school structures, as in Josh’s school through team teaching events and in Catriona’s school
through an online sharing space. My two research partners ascribed their positive learning
outcomes as prospective teachers to a high degree to these opportunities for professional
cooperation, which their schools and colleagues provided. So, despite the many insecurities
and challenging new situations, both improved their teaching abilities to their satisfaction.
Again, this result indicates that these two schools were ahead of other schools and the
educational policies in Ireland because they already applied to a certain degree what was
about to be implemented with the upcoming induction and PQE programme Droichead (see
chapter 3.4). This is meant to provide newly qualified teachers with the ‘opportunity to
observe and be observed by other teachers, and receive feedback on their teaching’ (Smyth et
al. 2016:1) in order to ‘progress (...) professional learning and practice’ (ibid.).

With regard to the meaning of ‘professional collaboration’ for citizenship in schools, I argue,

that in both of the schools, teachers and management reinforce education to take place openly
74



and to great parts based on communication, support and feedback. The teachers do not lock
themselves behind classroom doors, but allow teaching to become a political virtue. Because,
by teaching publically — not only in front of student, but in front of equals in terms of
professional qualifications — their teaching becomes a site for criticism and discussion. Yet, at
the same time, it opens the opportunity for improving their teaching through mutual learning
among colleagues and the willingness to take responsibility for their (younger) colleagues by
allowing them to learn through their support and criticism. Hence, referring to Aristotle’s and
Arendt’s citizenship term, I argue that the teachers in these schools enact a political

citizenship attitude through collegiality and ‘professional collaboration’.

5.1.3 Between Authority and Democracy

Cormac Mahony argued that schools cannot be democratic places neither for students, nor for
teachers (see chapter 4.2). Yet, to his concerns, schools might still facilitate students’
awareness and skills for active citizenry by giving them more scope for participation, which
the two research schools did through their focus on active learning (see chapter 5.1.1). Devine
(2002) on the one hand enforces his argument, stating that schools indeed ‘continue to be
organized and run in hierarchical terms’ (ibid.:317) because of the fear that students’
‘empowerment’ (ibid.) through democratic participation undermined ‘teacher authority and
control’ (ibid.). Yet, on the other hand, Devine argues that these hierarchical structures
negatively affected the quality of children’s citizenship (ibid.:318) even though a school
regarded ‘moral and social aspects’ (ibid.:317) of ‘education for citizenship’ (ibid.) in its
teaching and learning. She argues, following Print et al. (2002), that if citizenship is taught in
school in order to create an educative space for ‘active citizens for the future’ (ibid.:208), this
educative space needed to incorporate democratic structures and practices. This implies that
Devine (2002) as well as Print et al. (2002) associate education for citizenship with education
for democracy. According to Levinson (2011:281) this cannot be a universal link, because
citizenship not necessarily entails democratic values. Though, in reference to Aristotle,
democracy bases on its citizens’ political activity and implies a direct link to the democratic
understanding of citizenship. Thus, if public schools in a democratically organized state are
mandated to teach citizenship, it suggests a democratic understanding of citizenship, which is
best practiced through democratic structures as Devine (2002) argues.

In the previous subchapters, I portray the two schools as mostly showing similar
characteristics. In this subchapter, I outline that they show significant differences in how they

shape student-teacher relations and relations among the staff in terms of balancing
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authoritative and democratic approaches towards school organisation. I examine Josh’s and
Catriona’s positions in this regard and their embodiment of their schools’ approaches. Further,
I interpret, how the schools and the two prospective teachers in reference to these
authoritative versus democratic characteristics are positioned in terms of the above-mentioned
approach to citizenship in schools.

In Josh’s school, the staff openly deployed adult authority over children and disciplinary
mechanisms were routine: Every morning all students had to assemble in the hall and stand in
lines. In the front, the principal or deputy principal made announcements. The other teachers
strategically positioned themselves in the hall, encircling the students. If the students were
very slow in lining up or if a uniform was in disorder, they were reproved (Josh, PO,
2016¢:Q5). Admonishing students because of inadequate behaviour was part of the normal
tone. Students addressed teachers formally and were urged to be nice to adults for example by
holding doors for them. So, clear hierarchies shaped the student-teacher relation. Hierarchies
also pervaded relations among the staff. The decision-making was clearly executed by the
principal and the deputy principal (ibid., interview, 2016a:Q27). Moreover, there were visible
tensions between the teachers and the principal and the deputy principal (ibid., PO,
2016¢:Q5): In the staff room, teachers would be cautious if the principal was in, before they
acted or talked unconstrained (ibid.:Q3). Josh was not happy about his minor role as student
teacher that resulted from these structures. However, as teacher in front of the students, he
used to employ the same kind of hierarchy through enhancing his authority. Josh described
himself not to be a ‘natural (...) authority figure’ (ibid., interview, 2016b:Q5). But there were
various reasons why he wanted to be seen as such: He feared to loose control over the
students and not to be taken serious because of his young looks and his minor role as student
teacher (ibid.:Q6). So, he wanted to ‘set boundaries’ (ibid.:QS5) between him and the students
by acting authoritatively. He explained, this was a ‘role’ (ibid.:Q6) that he ‘put on’ (ibid.) to
obtain their ‘credibility’ (ibid.). It implied that he gave authoritative instructions, immediately
reproved students in case they were misbehaving (see Appendix IX: Figure I) and he tried to
stay always serious and not to share funny moments with the students (ibid., PO, 2016¢:Q35).
However, he wanted to avoid a ‘you-versus-them-dynamic’ (ibid., interview, 2016b:Q9). So,
he explained, he was not ‘talking down to them’ (ibid.:Q33), but informed them on what

terms and why they were reproved (ibid.). He said, he had to learn this over the past months:

‘(...) the first day I was comin in and like some of them was doing something, I was like, ah,
ah, ah, don’t do that. Like you know, almost like a child and they would just laugh at you like,
whereas now you are trying to be more, if you’re like giving out to them for something, you’re
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aware of why you’re giving out to them. You want to be better the next time (...). Like there’s
not just scolding them, like you are trying to show them they have to be responsible.’ (Ibid.)

This attitude of taking students seriously implied that he asked them to pay respect to each
other by not ‘talking over’ (ibid., PO, 2016a:Q23; 2016d:Q36) and reminded them to their
collective active learning responsibilities in this school, such as: ‘From now on, we need more
effort’ (ibid., 2016b:Q20). Although he did not treat them like ‘little kids’ (ibid., interview,
2016b:Q33) anymore, he found that they needed his ‘guidance’ (ibid.) still. Therefore, he
wanted to keep his ‘strict and unfun’ (ibid.) attitude and reacted on misbehaviour to show that
he cared. It also gave students the opportunity to actually improve their behaviour. Giving
guidance for Josh also meant to be ‘accountable’ (ibid.:Q9) in terms of structured teaching
and consistency in rules. Therefore, his lessons had a general structure: He used to enter the
room before the students and let them wait outside until he had prepared everything (ibid.,
PO, 2016a:Q1). After he let the students in, he started with the roll call, checked the
homework and then presented the today’s learning aims. The usual lesson followed. During
the final few minutes, he used to make a recap in the style of the school’s active learning
approach. For the classroom management, he used ritualised methods: At the start of a lesson
or after a group task he either shushed them, or he counted backwards from three to one. The
latter was the most effective method, which his colleagues applied, too. Applying these
structures, Josh had no major troubles to manage the classes. But he said, a great difficulty for
him was to take into account individual needs of students and to still ‘appear consistent’ in
front of the rest of the class (ibid., interview, 2016b:Q9).

All in all, Josh identified with and adopted to his school’s values concerning authoritative and
hierarchical relations between teachers and students and its balance with active learning,
which gives students a certain responsibility over their learning. He regarded the school’s
overall approach, including the teacher collaboration practices, as ideal but challenging model
to accredit students’ abilities and to let them take responsibility over their learning according
to their levels of maturity. I conclude, that this school corresponds to what Cormac described
as citizenship-rich but undemocratic school for teachers and students. The students and
teachers were actively involved in school activities and students took responsibility over their
learning processes (see chapter 5.1.1). But it did not imply democratic forms of schooling or a
participative approach for management and policy structures. As Devine (2002) argues, in this
school, authoritative and disciplinary regime from teachers’ side was upheld as necessary

mechanism to guarantee control over the students. But therefore, the school was only able to
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implement the citizenship approach to education on content and participative learning levels
and not on an organisational level and so hinders a further development of citizenship (ibid.).

In contrast to Josh’s and his school’s attitude towards teachers’ authority and hierarchies,
neither Catriona’s school, nor Catriona enhanced hierarchies or authority. There were no
hierarchical tensions in the staffroom or between principal and teachers. No hierarchical
disciplinary school routines were employed. Students would address teachers informally by

their first names or call them Miss or Mister. Catriona explained:

‘I think that’s a primary school thing, like the Miss. But, uhm, we, we ask them to call us by
our first names, which doesn’t bother me. Uhm, I call them by their first names, so why
wouldn’t they (...).” (Catriona, interview, 2016b:Q25)

The same kind of sense for equality between student and teachers was realized by having
installed a huge window in the staff room. This window enabled a direct view between staff
room and the big hall, where the kids gathered during breaks (ibid., PO, 2016d:Q69). When I

curiously asked Catriona about it, she told me:

I: °(...) we’re hugely open, the whole [staff] room is class (...). You can see straight in, so
there’s no hiding. You know exactly what’s happening in there. (...) I think that’s really good.

MS: So you feel comfortable with that?

I: Ya, I, I, it’s never bothered me. I think it’s good. I don’t like this idea that the, oh, look at
the staff room, it’s some kind of secret place, where they go and hide. (...) A student should

be able to know you’re in there. And if they need to find you, they’re like, och, she’s just up
there. (ibid., interview, 2016a:Q56; ed. M.S.)

In general, there was no emphasis on artificial distance between students and teachers so that

they interacted also on a personal level. Catriona interpreted this as beneficial:

‘So in my school it’s very open. Uhm, teachers are very (...) friendly with the kids. (...) Like
they’ll [the students] come in and be like, what d’you do at the weekend, or they’re telling me
what they did with their friends (...) and I definitely think it’s (...) really important that that is
there, cause you’re a person. Like last week I was ehm, my mum had called me on Monday to
say that my granddad was passing away. So I left school. I was very upset. But when I came
back in (...) [t]hey were all, oh, what happened, we saw you, are you okay? (...) I explained
what happened. And my mum was actually, why would you have told them? (...) I was like,
they’re gonna go through this at some point in their life, (...) it’s important for them to
understand that we’re human (...). And if they’re going through something, chances are
someone on the staff has probably gone through it as well. And I think, if you use those
opportunities to show, look we’re people too, we have stuff to deal with, they understand then,
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it’s actually easier for them to come to us and say something has happened to them. Cause if
they don’t see us as people, they’re never gonna do that.” (Ibid., 2016b:Q27; ed. M.S.)

Thus, Catriona regarded this relation between teachers and students without necessary
promotion of hierarchies and authoritative distance in her school as positive. But she noted
that students ‘do need some boundaries though’ (ibid., 2016a:Q57). She admitted that there
was ‘a lack of discipline with some of them’ (ibid.:Q20) as well as a ‘definite lack of respect
for (...) other people in general’ (ibid.). According to her, the teachers made a joint effort
reminding them, not to behave ‘disrespectful’ (ibid.:Q22). Yet, a specific ‘challenge’
(1bid.:Q37) for teachers in this regard was the school’s open policy-making strategy:

‘(...) we started with no policies. So we’re writing the policies as we go. So when I’m in the
other school it’s much clearer what’s happening. (...) some student does x you do y. (...)
There is a booklet, you just look it up. Whereas here it’s like, ah, such or such a thing
happened, what do I do? Oh I don’t know. What can we do?’ (Ibid.)

These issues then were discussed in ‘staff meetings’ (ibid.:Q103) and specific ‘committees’
(ibid.) were formed to elaborate policies. Then, all voted democratically about the
committees’ policy proposals (ibid.). This approach involved teachers in policy-making and
required and enabled discussion on issues in the school. It also allowed teachers to take
responsibility for and identify easily with school policies. Yet, it demanded effort and
capabilities from teachers. For Catriona, the democratic and participative school organisation
first of all meant a massive insecurity: ‘(...) when you’re new, you’re like, I have no idea
what to do, because this’s never happened before and I don’t know how to deal with it. (...)
that caused me a lot of stress’ (ibid.:Q38). Therefore, she felt not comfortable to join policy
committees in her first year (ibid.:Q103). The first priority for her as newly qualified teacher
was to be able to effectively manage the students in terms of ‘getting the control’ (ibid.:Q10).

The issues she had in this regard, she related to her (non-)authoritative personality:

‘(...) there’s some people who could walk in and through fear alone, they’ll [the students] sit
up straight and they’ll do whatever they’re ask for like, I don’t know why. I just don’t have
that personality, apparently it doesn’t work for me.” (Ibid.; ed. M.S.)

However, throughout the classroom observation, I experienced Catriona as the one person in
the classroom who set the rules and who reinforced them with authority. She told the students
in the imperative to be quiet, to stop talking, to do the tasks, to sit down, to give an answer,
not to do this and not to do that. But her teaching style and her embodiment of authority based
on an attitude of mutual respect: She did not want the students’ respect because of her role as
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teacher, but because she was a person and in the same way she used to pay them respect
(1bid.:Q28). I noted that she used two, sometimes combined, strategies to ‘control’ her
students: One was the personal approach: She was patient, paying them respect and made
them reflect on their behaviour (see Appendix IX: Figure II). The other one was the
methodological approach: She applied the methods that she had adopted from her colleagues.
But I observed that she had difficulties to apply them in her heterogeneous classroom. In one
substitution lesson some students repeatedly showed disruptive behaviour (see Appendix IX:
Figure III). After a while, she started writing the names of these students on the board. Yet,
they had always the chance to improve their behaviour in order to get the name wiped off and
to not get a note home. Most prominent was Baako, a student with special educational needs.
She did not set the same standards for him and repeatedly explained to him, what he was
supposed to do and what the issues and consequences of not following the rules would be.
Though, loosening the rules for him, implied that he repeatedly involved the others in
disruptive behaviour again. So, not until the end of the lesson, there were students who were
disruptive and subsequently, Baako got a note home. Catriona explained that she was not
resentful towards students who did not or could not cope with rules (ibid.:Q2, Q8). But she
insisted, that it was important that ‘they’ll had to deal with the consequences of their action’
(ibid.:Q2). Following Print et al. (2002) in their description of the teacher personality in a
democratic classroom, Catriona embodied a guiding teacher that recognised student opinions
(see chapter 5.2). In her classroom, the students were also able to contest her and to discuss
her position. So, she constantly negotiated her role as teacher, instead of relying on an
authoritatively established hierarchy between teacher and student.

It follows that in Catriona’s school the ethical curriculum as school approach towards
citizenship was reflected in the whole school practice, including the management level.
Respect was the basis for social behaviour in the school and was more important than an
authoritative teacher positions. It included that teachers did not enjoy amenities of an
authoritarian status like secrecy in the staff room or forms of address and had to bring up lots
of energy to enforce and make rules. Although Catriona described herself as too insecure to
participate more actively in the democratic policy-making, Catriona identified with the
school’s ethical-democratic attitude and applied it through her teacher attitude and practice.
This democratically oriented attitude is crucial for a successful democratic citizenship school
practice (Print et al. 2002), because it ‘acknowledges children’s position as actual citizen
rather than as potential citizens in the making’ (Devine 2002:317). In case of this school, it

also recognises teachers as capable to take part in decision-making processes. So, citizenship
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in this school can take place on an organisational level and therefore on very practical levels
instead of through artificially created participative structures or only on a content level.
Devine (2002) claims that teachers are in need of education and support if they were to foster
children’s citizenship through democratic school structures (ibid.:318). I agree with her in
these terms and claim that this need is not even addressed in the observed ITE programme.
However, 1 argue on basis of this research, that (prospective) teachers do not only need
training for democratic citizenship schooling, but practical experiences in democratic
structures, where they can realise their own citizenship as it happened in Catriona’s school. It
shows to parents, students and the teachers themselves that democratic citizenship skills can
be actually of practical relevance. Moreover, it provides a practical basis for teachers, which
is needed because a ‘democratic approach to teaching-learning’ (Print et al. 2002:207) opens
lots of insecurities for teachers: Apart from contesting the fear to lose ‘authority’ (ibid.:205)
in front of students, the teachers need to clarify the role of their ‘personal values’ (ibid.:207)
and their responsibilities towards ‘guidance’ (ibid.) and ‘care’ (ibid.) and learn to employ
adequate ‘classroom strategies’ (ibid.:205), which I discuss more in the following subchapter .
Therefore, (prospective) teachers not only need professional training, but the actual practice in
democratic structures, such as in their schools, to apply it with their students.

In conclusion, the above subchapters demonstrate that in both schools, citizenship is enacted
through specific teaching and learning approaches and through different levels of teacher
collaboration. Yet, the schools’ and also the research partners’ citizenship attitude
differentiates when it comes to the basis of student-teacher and staff interactions: In
Catriona’s case it is a democratic basis, whereas in Josh’s case it is a hierarchical basis. Both,
Josh and Catriona, rejected the idea of being naturally authoritative figures and yet acted
authoritatively in front of students. According to Britzman (2003) the student teacher’s
negotiation over this ‘contradiction’ (ibid.:4) of taking ‘the role of a cruel authority figure’
(ibid.) although it is not necessarily wanted, leads towards forming ‘a teacher’s identity’
(ibid.). So in Josh’s and Catriona’s cases, this process of identification led, along with the
school’s approaches towards the issue, to two distinct strategies with regard to employing
authority. Thereby, they also laid differing bases for citizenship opportunities in schools,

which affect the teachers’ and the students’ possibility for citizenship (comp. Devine 2002).

5.2 Citizenship, ‘Teacher Beliefs’ and Practices in the Classroom
As the above subchapters show, Catriona’s and Josh’s ideas about teaching and learning,

professional collaboration and hierarchies in schools are deeply interrelated with their
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schools’ specific characteristics. I specify this interrelation in the following as part of their
developing ‘teacher beliefs’ (Devine et al. 2013; Razfar 2012). Devine et al. (2013) define
these ‘beliefs’ in the teacher context (including ITE) as ‘a set of complex beliefs about a wide
range of professional practices and the people, structures, systems and theoretical paradigms
that underpin them’ (ibid.:84). Circumstantial factors, such as ‘school culture/climate’ or the
social and ethnic context the school is located in, influence and shape these ‘beliefs’, as I
indicate in chapter 5.1 (ibid.:85). Therefore, ‘teacher beliefs’ are to be analysed always as
‘situated, critical, and ideological’ (Razfar 2012:64) ‘narratives’ (ibid.). Furthermore, these
‘beliefs’ need to be regarded in direct relation to the development of the ‘professional and
personal teacher identities’ (Devine et al. 2013:85). The ‘professional-biographic approach’
(comp. Kanitz et al. 2014) affirms that ‘professional socialisation of the teaching person’
(ibid.:734; translated by M.S.) is an enduring and ‘complex process’ (ibid.), ‘developing
throughout the career’ (ibid.). It implies the long-time and mutual ‘entanglement between
private vita and professional career’ (Terhart 2013:70; translated by M.S.) of teachers. This
argument shows the importance of regarding the development of ‘teacher beliefs’ as an on-
going process that is intimately related to internal (personal ‘narratives’ and ideologies) and
external factors (ITE, teaching standards, system, paradigms) concerning the teacher person
(see chapter 6 for external factors). I further argue that this process of contestation and
negotiation between professional and personal identities of a teacher is more intense, if the
teacher is not yet fully qualified. Prospective teachers find themselves in a situation that can
be referred to a phase of ‘liminality’ (Cook-Sather 2006; comp. Turner 1969) in the sense of
the ‘transition’ and a severe ‘process of identity formation’ (Cook-Sather 2006). It is
particular for persons in this liminal state in ITE in Ireland that they are neither full teachers,
nor are they only students (see chapters 3.3 and 3.4). Yet, in this ‘in-between’ status, they are
required to take the position of a teacher (ibid.). So, on the one hand they have to transfer the
theoretical content from university into teaching practice and on the other hand they have to
react to situations they have not yet or never learned about in ITE. Both situations can imply
moments of exasperation and ‘unnecessary stress’ (Catriona, interview, 2016a:Q39) for the
prospective teachers (see chapters 3.3 and 3.4). In these moments, they have to assess and
manage situations intuitively. Apart from learned professional standards, their personal norms
and values become of practical relevance and these then cannot always correspond with their
hitherto developed ‘teacher beliefs’. Because of this incoherence they might not be satisfied
with their teacher performance (Devine et al. 2013:85). Nonetheless, these teaching practices

influence their ‘teacher beliefs’ in an on-going negotiation of ‘teacher beliefs’ and practices.
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All factors that contribute to the formation of ‘teacher beliefs’, such as institutional settings,
practical experience, theoretical expectations, personal motivations and interactions on
various levels are heavily negotiated in this transitional phase. In this subchapter, I analyse the
relation between my research partners’ ‘teacher beliefs’ and their understandings of
citizenship in relation to their immediate teaching practices. I refer to chapter 5.1 that
describes contributing factors towards the formation of their ‘teacher beliefs’ in the specific
context of their schools. Further, I scrutinise, how internal factors contribute to ‘teacher
beliefs’ and towards the (non-)implementation of these in the ITE context, whereas in chapter
6, I concentrate particularly on external factors.

According to Catriona, her job was determined by two mandates: On the one hand, the
official one, which defined her job in subject specifications and required her ‘to deliver
curriculum that gets them [the students] through’ (Catriona, interview, 2016a:Q85; ed. M.S.);
on the other hand, her own job definition — which she ascribed to all teachers — was the
‘responsibility’ (ibid.) ‘to turn out someone who after six years of school can competently
cope with the world’ (ibid.). Instead of subjects, this meant teaching ‘key skills’ (ibid.) to
students because these enabled them ‘to manage yourself (...), information (...) [and] to
basically navigate the world around you’ (ibid.; ed. M.S.) (ibid.:Q85, 87). Her approach to
accomplish her personal job definition was to let students participate, reason and discuss in
her lessons on basis of mutual respect and responsible behaviour. This approach on the one
hand goes along with the school’s approaches I outlined in chapter 5.1 in reference to active
learning, the ethical curriculum and the more democratic instead of hierarchic student-teacher
relations. On the other hand, it is interrelated deeply with her personal ideals and values. This
becomes clear by the way she communicated with her students and how she expressed her
ideals in front of me. To show, how she interpreted the schools ideals through her teaching
and thereby demonstrated her personal values, I resume some of the points from chapter 5.1
in more detail: Catriona continuously worked on establishing a setting for respectful and
responsible behaviour in her classroom. This was a condition for her ideal classroom with
students that discuss, reason and participate. Therefore, she reproved her students whenever
they were ‘disrespectful’ (ibid., PO, 2016e:Q38) (ibid., 2016a:Q1; 2016e:Q39) and
substantiated it with phrases such as: ‘Just because you don’t like them you can’t treat them
differently. You still have to be nice to them, treat them with respect’ (ibid., 2016a:Q64). She

also taught respect through showing them respect and not treating them as minor children:
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‘You need to teach \ you need to show them the respect they deserve as people. And they’ll
show it back. Now they won’t always show it back. But they’re more likely to show it back if
you make the point of always being respectful to them, cause it’s the right thing to do.” (Ibid.,
interview, 2016b:Q28)

This argument indicates her very personal values behind her teaching practice, since she held,
that being respectful was in general the ‘right thing’. But she also respected them because she

sincerely appreciated their characters:

‘I just love their personalities (...) I would happily spend my days just sitting in a classroom
full of kids, like they’re, they’re hilarious. Uhm, and the stuff they come out with and getting
to know them is, like that’s the best part of the job.” (Ibid., 2016a:Q14)

Furthermore, she asked her students to take responsibility for their actions, such as dealing
with the consequences when they did not comply with the rules (ibid., PO, 2016a:Q55;
2016d:Q74). For instance, when a girl stopped partaking in class after she got a note home
because she had not done her homework, Catriona had a word with her after the lesson: ‘It
starts with you, take responsibility for your action. Do homework, don’t get homework notes’
(ibid., 2016d:Q74). Thereafter, the girl admitted that she had been offended by the homework
note and therefore had stopped partaking in the lesson (ibid.).

Proceeding from this student-teacher relation, Catriona wanted to let the students develop
their opinions instead of dictating opinions to them and being the authoritative figure in the
room (ibid., interview, 2016b:Q42). She held the view that ‘the only way they learn anything’
(1bid.:Q40) was ‘through discussion’ (ibid.). She described, how she wanted to achieve this:

‘I try to get them give me the opinions. (...) I don’t want to colour their minds on issues,
especially things that are controversial. (...) I’d like present them with all the facts and then let
them decide (...) what they think the right thing is.” (Ibid.:Q40, Q42).

So, she identified herself as the neutral mediator in the classroom. Another reason why
Catriona refused the idea of influencing her students’ values and morals was the conflicting
role she identified between teachers and parents. According to her, it was the parents’ job to
teach their children morals and values, not hers. But she found, there was a general loss of
values in society that she noted in her students’ behaviour. She recognised that her students
had their own ‘values and morals’ (ibid.:Q30), which they probably adopted from their
parents. However, these were not the values she expected and wanted them to have (ibid.).

The analysis of her teaching practice in this regard reveals various aspects that underline and

also contradict her ‘teacher belief” in her role as neutral mediator. First of all, the extent of
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discussion in the classroom varied according to the subject she taught. Whereas in CSPE,
SPHE and Ethics, she indeed enabled many whole-group discussions, she did less so in Irish
and Classical Studies. Still, she often involved all students through group work or learning
activities instead of talking in the front. Second, Catriona enacted the mediating role she
wanted to have through her physical presence in the room. She was either walking, teaching
from the middle of the room, or helping students, bending down to speak on one level with
them while they were doing group work (see Appendix IX: Figure IV). Sometimes she just sat
on one of the free tables in the room working on her iPad. So, instead of manifesting
authoritative distance through teacher-centred teaching in the front, her positioning in the
room communicated a student-centred attitude. Third, when they discussed about topics in
Ethics, CSPE or Ethics, this brought up a diverse range of opinions and stories. I observed
that not only the students gave their opinions, but also Catriona. This contrasts the role she
had outlined to take in the classroom according to her ‘teacher beliefs’. So, in one of the
CSPE lessons on human dignity with her tutor group, they discussed terms, such as
discrimination, stereotyping, refugee. Most of the 24 students in the room contributed to the
discussion by sharing their experiences with the topic. When it led to misunderstandings and
conflicts between students for talking over another, Catriona usually reminded them to be
polite and insisted on fair behaviour. But suddenly, when they discussed stereotyping, one of
the students gave an example and asked if this was a stereotype. Catriona responded: ‘That’s
not stereotyping, that’s a purely racist statement’ (ibid., PO, 2016e:Q31). Another student did
not hear the example and asked him to say it again. But Catriona intervened strictly: ‘Do not
repeat it’ (ibid.), without giving an explanation about why she found it a racist statement.
Later on, while discussing the term refugee, a student reported that she had helped in a
refugee camp. Catriona commented: ‘Very good. I bet these people won’t forget the kindness
that you showed’ (ibid.:Q37). Another day, they discussed bullying and a student gave an
account of a violent incident. Catriona commented his statement: ‘Violence doesn’t solve
anything. You don’t have the right to hit them. Nobody has the right to physically harm
someone else’ (ibid., 2016a:Q64).

These examples from classroom discussions show that apart from guiding discussions and
giving everyone a space to talk, Catriona intervened and contested the conflictive statements
that accrued from the discussions. Moreover, she used to give her own positive or negative
comment on such statements. Thereby she clearly set limits in discussions according to her

personal basic values for social behaviour, which are: ‘don’t insult people, violence is wrong
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and (...) being nice to people’ (ibid., interview, 2016b:Q32). She was aware that she

influenced her students and was unhappy about it, because it contradicted her aims as teacher:

‘I try not to. I do, I do try not to. But (...) it’s very hard not to. Cause obviously you have a
certain belief. It’s very hard not to be biased in a certain direction. I do try to abstain. But
when I do hear some of the opinions going in a direction maybe that they shouldn’t, I try to
play devil’s advocate, trying get them to think about what they’re saying (...) more so than
anything else. (...) And (...)you’re kinda like, maybe they wanna change their mind, but not
always. But I, it is bad, like I know shouldn’t do it. But sometimes you’re like, oh no, I have
to, I have to say something.” (Ibid.:Q41)

Thus, she struggled with the role she gave her personal values in her teaching practice,
because it contradicted her ‘beliefs’ in a democratic classroom. In reference to Print et al.
(2002), the issue is that she thought she had to exclude herself from the democratic space she

created and not that she expressed her opinions. Print et al. (2002) write on the issue:

‘In a classroom where democratic behaviour and organisation are the tradition this will not be
a problem because students are familiar with the teacher who may express personal opinions
with which the students do not have to agree. But in a classroom where the more authoritarian
teacher's role is the tradition it can create problems by constraining discussion.’ (Ibid.:206)

This means, Catriona could overcome the undesired authoritative teacher role by
communicating to her students that she was just another voice in the discussions instead of
withdrawing herself and then still interfering in discussions through the moral tone of the
teacher who has the authority over right and wrong. But at the moment of research, Catriona
was not able to balance her personal values and the role they took in her teaching in contrast
to her ‘teacher beliefs’.

Resuming Catriona’s ‘teacher beliefs’ in relation to citizenship, her citizenship definition

gives first insights into this matter:

‘Ah, citizenship, for me would be sort of looking at the different strands of what being a
citizen would be. So there is like your rights, responsibilities, so looking at what role people
have to play in the environment around them, looking after their environment, things like that,
ah, law would come into it, democracy comes into it, uhm, discrimination. All that would
come under rights and responsibilities. So that you have certain human rights. But you also
have responsibility to oppose other ones. And then human dignity (...), how to treat other
people. Basically how you interact with society as a whole. Ah, interdependability, it’s like
how different parts of the society and the community depend on each other for different things
whether it’s locally or internationally (...). So you kinda have to be wary of all these things at
once (laugh).” (Catriona, interview, 2016b:Q37)
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This definition resembled the citizenship specification in the CSPE curriculum (comp. chapter
4.1). But besides, her understanding of citizenship reflected major threads of the above outline
of her ‘teacher beliefs’ concerning the respectful behaviour and the responsibilities you have
as person (also in relation to her school’s approaches (see chapter 5.1)). Furthermore,
Catriona argued that people usually discussed citizenship without calling it citizenship and if
they used it, they would ‘confuse it with nationalism’ (ibid.:Q43). But she made a clear
difference: ‘citizenship means what country you’re allowed to live in’ (ibid.:Q45) from a legal
point of view, whereas ‘national identity’ was a self-attribution you could chose freely (ibid.).
Thus, she denied a nation-related citizenship meaning (ibid), but asserted that citizenship was
a legal political status that incorporated the above mentioned ‘different strands’ (ibid.:Q37) of
citizenship. According to her, those strands are comprised under certain ‘rights and
responsibilities’ in relation to human rights and a democratically oriented citizenship
understanding (ibid.). In daily school routines, she noted that she had become aware, how
one’s individual citizenship background ‘colours a lot of opinions about different things (...)
[and] understanding of certain topics’ (ibid.:Q36; ed. M.S.). She explained that in her
heterogeneous classroom setting with children with migrant background she had to take this
into account when explaining or approaching topics, because she could not expect everyone to
have the same point of departure. Apart from these daily routines, she tried to bring in these
multiple strands she related to citizenship ‘everywhere, as much as humanly possible’
(1bid.:Q38) in her classes. This was a major part of teaching students the ‘key skills’ that she
personally defined as her job because it implied her ‘teacher beliefs’ in reference to respective
behaviour on basis of human dignity, taking responsibilities and practicing democracy —
although these enactments of her citizenship conception sometimes were constrained by the
discrepancies between her ‘teacher beliefs’ and her personal ‘moral and values’. Moreover,
she brought in her citizenship attitude through specific topics that corresponded with the
school’s ethical curriculum such as ‘racism’, ‘national elections’, or global ‘environmental
issues’ (ibid.:Q38). By means of these enactments of her citizenship definition in the
classroom, her students then would learn to comprehend complex issues that affected them as
citizens in the Republic of Ireland and as citizens in an interdependent globalised world (ibid.)
and thus to cope with their environment. She defined this as the overall aim of her teaching
practice. I conclude that what she has defined as her role as teacher and formulated as her
‘teacher beliefs’ was deeply related to her comprehension of citizenship as political status that

included rights and responsibilities in Ireland and the world.
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In contrast to Catriona’s rather practical ‘teacher beliefs’ and citizenship understandings, Josh
expressed these notions on a more philosophical level. His ‘teacher beliefs’ were based on his
ideal imagination about the school’s role for society in general and this ideal was epitomised

by his placement school:

‘What it should be is, I guess, to prepare them more for life outside of school, where there it’s
not just exams, but you know, overall kinda developing them and helping them, like step by
step, take more and more control of what they’re doing themselves. So not teaching them. But
helping them to learn, helping them to become more independent step by step. So they can
actually affect changes or at least approach things in their own way. You’re giving them the
tools, rather than giving them the content to go out and then repeat (...). You’re giving them
tools in both in academic sense to do well independently. But also in a social sense, to, to,
(laugh) be nice people (laugh).” (Josh, interview, 2016a:Q59)

For teachers, this would imply the commitment ‘to not act how society is, but (...) to try and
push it step by step to what you imagine it should be, even if it doesn’t exist’ (ibid.:Q58),
because he believed that classrooms and schools in general provided an in-between space in
society. Here, the “political reality of what we have’ could be transcended with ideas of ‘what
we want to be’ (ibid.) and what ‘should be’ (ibid.). Josh regarded it as a teacher’s
responsibility to make this difference even if it was only ‘for one hour on one day’ (ibid.). To

comply with his aim to let students become independent thinkers, Josh found that teachers

had to differentiate between the students’ levels of ability according to their age:

‘(...) as they get older, you’re trying to kinda get them to think critically and think for
themselves, look at a situation that they may not have heard of before and be able for
themselves to work out what do they think is right in the situation, what do they think is
wrong. (...) So you are trying to build them up from first of all, okay, don’t do this, to
eventually, okay what should we think about, why should we do this, have that reasoning
behind them. Cause they’ll be seeing situations that you can’t prepare them for, that you have
no idea. So I try just to give them that kind of independent sense of it.” (Ibid., 2016b:Q29)

According to him, this ideal imagination of enabling students’ independent thought as teacher
positively contributed to society, although ‘on a really small level’ (ibid., 2016a:Q44). This
was his strong motivation to become a teacher. However, he regarded it as difficult task (ibid.,
2016b:Q29) concerning the high variety of abilities in a classroom and the need for
consistency in front of the students (see chapter 5.1.3). Besides, he argued, these ideals were
endangered through the political system that put more and more inconveniences and pressures
on teachers and schools (ibid., 2016a:Q58) (see chapter 6). In the classroom, Josh as a student

teacher could not always comply with his ‘teacher belief” to help learners to become
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independent instead of teaching only contents. As I observed, his teaching practice was
constrained by many factors: He was in school only for two days a week, he was a guest in his
school and object of external and internal supervision (see chapter 3.3). He could not fully
focus on the students. His time as a student teacher on placement was his first teaching
experience and he was totally absorbed by finding a balance between external demands such
as assignments, inspections, school regulations, curricula and his personal expectations
towards teaching, using methods and transmitting contents. It follows that he was rarely
relaxed in school. During the lessons, he was usually walking or standing in the front part of
the room, or walking up to the middle. When the students were doing group work, he would
sometimes walk around to help them or answer questions, but most of the time he was busy
with his iPad preparing, reviewing or organising. Josh argued that he needed to build up a
relation with his students to be able to manage them. But there were impeding factors that
complicated this intention: One factor was his status as a student teacher, so there was a lack
of time with his students and the alienating situation when another teacher was there to
control his tasks. (see chapter 3.3). The other factor was his ‘belief’ in the authoritative,
distanced and accountable teacher who controls the students and who keeps a very formal
relation with them. Josh put the latter into practice through strict structures (see chapter 5.1.3)
and a teacher-centred teaching style. He conveyed this teacher-centred teaching style through
the dominant role he took in his lessons and communicated to the students. This implies that
he had no open discussions in the class or let students give their opinions. When he talked
about a topic, he used to ask his students concrete questions. In case a student gave an answer
that was not the way Josh had expected it to be, Josh either gave the answer himself or gave
very clear hints so that the student would give the expected answer. In case the answer was
correct, Josh often added more explanations, or rephrased the answer. Sometimes he simply
commented it positively (ibid., PO, 2016a:Q18). Furthermore, it attracted my attention that
Josh sometimes used his authority intentionally to exemplify subject contents: At the
beginning of one of the English lessons, he commanded a student to open a window because
he wanted ‘some fresh air, some draft in the room’. The students protested because it was cold
outside. After someone had opened the window, Josh said: ‘Do you feel the draft? What is a
draft? What is a draft in writing? [ want you to think about it’ (ibid., 2016b:Q43). Another day
in a History lesson in late April (Josh, 2016c:Q23), he presented his students a ‘new’
timetable. He argued, because of the summer exams they had to get up at five and work and
learn until seven in the evening. The students were shocked and started protesting. Some of

them actually started taking out their journals to write down the new schedule. Finally Josh
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told them, it was just to show them how the life in church had been in medieval times. So,
during these occasions Josh used his full authority to let them vividly experience theoretical
concepts. Although these moments substantiated his role of authority, these were the only
moments when the classroom was really filled with laughter.

In spite of this teacher-centred style, Josh still found ways to let the students engage actively
and creatively in their learning through participative exercises (ibid., 2016d:Q8; 2016a:Q21;
2016d:Q33) as his school’s approach demanded (see chapter 5.1.1). Through tasks within the
table groups, he provided a space for research and small-scale discussions. Then the students
were allowed to be louder than usual, could be self-responsible learners and found creative
ways to present their results (ibid. 2016a:Q18, Q31; 2016¢:Q28; 2016d:Q9). Notwithstanding,
I argue in reference to my observations that his usual authoritative and teacher-centred style
created a space where students tried to find the answers, which Josh wanted to hear from
them. There was no motivation for them to ‘think critically and think for themselves’ (ibid.,
interview, 2016b:Q29) in contrast to what Josh had described as his ‘belief’ in the ideal result
of a teacher’s work (ibid., 2016a:Q59). So, his practice was conflicting with his ‘teacher
beliefs’ in these aspects.

Taking into account Josh’s concept of citizenship in relation to his ‘teacher beliefs’ and his
teaching practice, it is relevant to know that although he was interested in CSPE (ibid.,
2016b:Q35), he was not as familiar with the curriculum as Catriona. He applied two meanings
to citizenship, which show no clear relation to the CSPE curriculum. The first meaning he

described was a participative citizenship coloured by political engagement:

‘(...) I kinda have the view that like, you know, you’re not very interested in politics but like
politics is very interested in you. (...) the decisions still effect your life (laugh) nonetheless,
(...) it has real relevance to you. (...) I do believe in like that, in getting involved in things,
which is kinda like citizenship even it’s not official voting and stuff like that, but just
participating in society, getting involved in things. (...) basically you are (...) just a person
who’s living in a place. Like you really have to take part in it to get the most out of it for so
many things (...).” (Ibid., 2016b:Q22)

This idea of citizenship implies to participate in the social environment in order to be able to
change things for the better. He related this idea of engagement also to the neoliberal attitude,
which the PME coordinator reflected by motivating them to ‘get involved in things, make the
most of what’s around you’ (ibid.) in order to succeed as teacher in Ireland (comp. chapter
3.1). To his second meaning of citizenship, Josh referred to as a ‘narrowly defined’

(1bid.:Q37), ‘legal citizenship’ (ibid.) or ‘government citizenship’ (ibid.) in terms of being a
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citizen of a country. He argued: ‘that kind of citizenship could be kind of exclusive there.
Like if your parents are from somewhere else then you can’t vote if you’re not an Irish
citizen’ (ibid.), whereas the participative citizenship allowed one to partake in society
although one might not be a legal citizen there (ibid.). So, following Josh, ‘by becoming a
responsible being [and] taking part in society’ (ibid.; M.S.), one could ‘still [be] showing
citizenship’ (ibid.; ed. M.S.).

He considered that both of these meanings of citizenship affected his teaching. He wanted to
bring in topics and exercises, which he related to citizenship like voting or questions about
discrimination in his classes because it meant giving ‘responsibility’ (ibid.:Q24) to his
students. Through such topics, he meant to be ‘building up (...) [students] as a responsible,
(...) independent kind of enthusiastic person’ (ibid.; ed. M.S.). They can ‘be a part of society’
because they can actually engage and participate responsibly and independently in society
(ibid.). Yet, he noted that the ‘legal citizenship’ definition complicated these ‘teacher beliefs’.
For instance, when he was doing a voting exercise in class during the time of the elections, he
realized that not even all of these students might actually be able to vote one day in Ireland
because they were not Irish citizens (ibid.:Q37). Though because of his participative
citizenship definition, he found citizenship ‘should apply to everything’ (ibid.:Q35) in school
and in teaching (ibid.:Q34). But he admitted that it was difficult in History, which he had to
teach according to the old curriculum. In reference to his English lessons, which he taught
through the new curriculum, he was able to get these topics in: ‘what’s discrimination, how
should we treat people from stories (...) and say like, (...) what lessons can we have from
this’ (ibid.:Q35). (Comp. ibid., PO, 2016b:Q96; 2016¢:Q11; 2016d:Q23)

Thus, also in Josh’s case, his attitude towards citizenship was part of his ‘teacher beliefs’.
Because one of his major aims he formulated in his ‘teacher beliefs’ was to give students
‘control of what they’re doing’, ‘get them to think critically’ and ‘helping them to learn’ to
become independent learners and persons. Particularly through citizenship topics, he found
ways to achieve his aims in practice. However, external and internal constraints as student
teacher along with his ‘teacher belief” in the teacher-centred authoritative teaching style and
the old curriculum hindered him to practice these citizenship-oriented ‘teacher beliefs’ on an

everyday pedagogical interactional level.
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6. Public Community, State and Prospective Teachers:

Implications for Citizenship

Departing from this analysis of the correlation between school characters, ‘teacher beliefs’,
citizenship understandings and teaching practice, I resume that the ‘teacher beliefs’ of my
research partners are shaped by the schools they teach in, by their teaching practice and
experiences they make as well as by their personal values. There are aspects of citizenship in
the characters of the schools and in the personal values of Josh and Catriona, which are
reflected in their ‘teacher beliefs’ and which they intent to implement in their teaching
practice. These ‘teacher beliefs’ that are entangled with their understanding of citizenship, |
will call ‘citizenship related teacher beliefs’ in the following. There are factors that impede
this relation. As I show in chapter 5.2, this can be caused by personal values that contradict
their ‘teacher beliefs’ (Catriona), by other ‘teacher beliefs’ that contradict the ‘citizenship
related teacher beliefs’ (Josh) and by more external factors such as curriculum structures. In
this chapter, I will deepen the focus on the aspects related to the latter, namely external factors
that influence the practice of their ‘citizenship related teacher beliefs’. Thus, I illustrate the
social, political and economical background in which Josh and Catriona are situated in their
role as prospective teachers in Ireland. For this purpose, I examine different levels that
concern (1) the diverse perspectives on the term public service as discussed by Josh and
Catriona and other research partners particularly in relation to the threefold relationship
between public community, teachers and State; (2) Josh’s and Catriona’s ‘teacher beliefs’ in
relation to their understanding of citizenship with focus on their interpretation of the
curriculum as means of reproduction of State ideology — including nationalism.

Josh and Catriona are both about to become qualified teachers for second-level schools. In
Ireland, this implies to become a public servant in the majority of the cases. As I write in
chapter 1.3.2, various philosophers examined public service — including the case of teachers —
in relation to their state theories: For Weber, public servants are the ‘modern officialdom’.
They keep the state functioning by administering state affairs. They are not proprietors. Still,
their loyalty is guaranteed through material reward, social honour and the legality of their
democratic mandate. Bourdieu defines public servants as part of the ‘state nobility” who
organise the system in a way that favours the reproduction of their inherited status and
guarantees their social domination. In Gramsci’s terms, public servants are intellectuals, who
assist the dominant class to uphold the pedagogical relation between state and citizens and

thereby guarantee the citizens’ consensus for the hegemony of the dominant state. I deduce
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from these theoretical considerations that public servants hold a specific status as
professionals, which approximates them, to the political space of state organisation. This
provokes claims concerning their loyalty, interests and influences in this political space as
opposed to other parts of the public community. In Ireland, teachers who are paid for their
work by the Government are public servants. As such they have to follow regulations,
curricula as well as pay scales as mandated by the Government through the DES and its
statutory bodies, which are composed of a variety of stakeholders. But the Government is not
the employer of these public servants because the school management bodies exercise this
function (see chapter 2.3). My research partners Josh and Catriona were at the turning point to
become public servants in Ireland. This future role positions them between the State and the
public community and thus, turns them into objects of the above discussion and claims. Apart
from this contested status, they will still be Irish citizens, employees of a school and teachers
with certain ‘teacher beliefs’. When I talked with them about their opinions on the meanings
and effects of public service, I became aware of certain tensions emanating from this status
particularly in relation to the strained economic situation in Ireland. Although Britzman
(2003) does not directly refer to public service, he describes reasons for why public

resentments arise around schooling as a public good and around teachers as stakeholders in it:

‘(...) the screen of education invites public and private projections of dreams for knowledge to
make life good (...). Indeed, there is a terrific social pressure on education to matter — to do its
work well (...). But when education is perceived of as not working (...) the efforts of teachers and
their education is suspected as contributing to the breakdown of meaning and so to the authority in
education. (...) Yet it is also difficult to figure out what public incredulity toward the profession
can mean, particularly because the public was also subject to the very education it now criticizes.
Perhaps the best we can say is that what makes the field of education so contentious and unique,
compared to other professions, is that everyone can feel like an expert.” (Ibid.:6)

Britzman’s (2003) argument indicates that there is a societal awareness of the relevance of
formal education for social and economical change and related expectations and scepticisms
among the population. He enhances the supposed know-how, which people accredit
themselves as former students. Resuming the historical aspects of Irish public education,
Britzman’s argument concerning the significance of public schooling for society is partly
applicable (see chapter 2.2): Investment in nation-wide public schools turned out to be a key
element for economic growth and international trade relations for Ireland. This brought
rapidly increasing monetary wealth to the former emigration-ridden society. However, at the
time of research, the big growth and wealth had passed and austerity measures,

unemployment and housing crisis were restricting society. The media analysis (see chapter
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2.4) indicates that all four newspapers discussed the current issues of the teaching profession
including the problematic situation of prospective teachers due to the austerity measures in
public service. All four newspapers jointly backed the position of (prospective) teachers and
schools and outlined the problems they were confronted with. This topic, which was referred
to as ‘casualisation of teachers’ or ‘the teaching profession’, was dominant in February, the
month of the national elections. In March it gained even more attention, when the annual
teacher conferences took place and coincided with a critical period, when no formal
Government was established yet. The two bigger newspapers Irish Independent and Irish
Times used this political vacuum to fiercely analyse and criticise former Governments’
shortcomings in formal education. Their language on the issues became more intense. Both
introduced the terms ‘crisis’ and ‘unsustainable’ to describe the situation of the education
sector. The Irish Times referred to the analysed issues also as ‘time bombs’ and both started
talking about ‘war’ at the end of March. But they used the term in different contexts: The Irish
Independent used ‘war’ specifically to describe the tense situation between ASTI and the
Government because of the Junior Cycle discussions, whereas the Irish Times used it to
describe the situation between the teachers and the Government. Subsequently, the
newspapers represented a strong public voice in favour of the teaching profession. This
contradicted my research partners’ points of view, who believed that the public opinion on
teachers and their public service status was low and unappreciative. Yet, not the above-
mentioned articles as such generated this opinion, but the negative (online) discussions and

commentaries on these newspaper articles. Catriona explained her perspective on the issue:

‘(...) people feel they have a right to comment on public service jobs. (...) You know, och just
suck the lot of them, they get paid enough. Like overpaid, underworked. All they do is sitting
(...) the whole day and they don’t do anything. They get to go into work at nine and they swan
out the door at four.” (Catriona, interview, 2016a:Q89)

According to Catriona, these people’s personal experiences and their ‘concept of education’
(ibid., 2016b:Q34) were totally out-dated and inadequate to judge today’s conditions. She
took major issues with their conviction ‘that they fully understand and they’re fully entitled to
have an opinion on what you do’ (ibid., 2016a:Q89) (comp. Britzman). She also took issue
with their reluctance to arguments such as outlined in the newspapers (ibid., 2016a:Q92) and
found that their “‘un-informed’ (ibid.) opinions were no basis to critique her job. Nevertheless,

she argued that this negative attitude towards teachers was also perceptible in her classroom:
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‘If kids are hearing that at home, like why wouldn’t they come in and disrespect you? (...)
And it is this growing trend of you send a note home, (...) they’re like, oh, don’t listen to her,
sure she’s only a wagon, or she’s only out to get you. And it’s this genuine idea that teachers
are picking on kids. And you’re like, it’s just not true.” (Ibid, 2016b:Q34)

This depreciation against herself as a teacher made her anxious (ibid., 2016a:Q90, 92)
because she cared about the kids and not about things she felt criticised for, such as big pay
deals, which was not even applicable in her case. The TUI representative even used more
drastic terms to describe the outlined tension between public community and teachers. To his
concern, Irish society was ‘beating up public servants’ (TUI, interview, 2016:Q87) because
the status of public servants including teachers in Irish society was that of a ‘parasite’ (ibid.):
Teachers got ‘criticised for having a job and wanting to help society’ (ibid.:Q79) and no one
realised that ‘the system is at breaking point* (ibid.:Q93). The ASTI representative regarded
the issue from a long-term perspective: She stressed that ‘teachers are highly valued’ (ASTI,
interview, 2016:Q9) in Ireland, because ‘education is highly valued’ (ibid.). Yet, she noted
momentary ‘challenges’ (ibid.) for teachers due to the ‘anti-public sector hysteria’
(ibid.:Q16). Josh as student teacher also had a binary perception on the issue: On the one hand
he told me that teaching was socially ‘accepted’ (Josh, interview, 2016a:Q35) as a ‘real job’
(ibid.). Yet, on the other hand he was aware and worried about the negative public ‘narrative’
(ibid.:Q64) on lazy public servants and their easy jobs (ibid.).

It follows that at the moment of research, Irish teachers faced a period of scepticism from
parts of the population. Applying Britzman’s (2003) analysis to the research case, I argue, the
meanings and importance for society, which used to be ascribed to public education, such as
economical growth, could not apply anymore at times of economical breakdown. Instead,
these critical voices held teachers and public education responsible for the economic loss
(comp. Britzman 2003). Another aspect that comes into play regarding the relationship
between the public and teachers as public servants is the role of the State and its relation to
teachers. My interview partners had differing opinions on the issue, but there was a tendency
towards identifying a lack of understanding from parts of the State (and the Governement)
and lack of practicability of proceedings in the public education sector.

The ASTI representative’s argument was directly linked to the relation discussed above
between the public and the teachers. According to her, the Government had intentionally
constructed a sentiment among the population against public sector workers to be able to
justify ‘huge wage cuts’ after the Celtic Tiger had crashed. So politicians ‘portrayed the

public sector as having great pensions, long holidays, (...) allowances, time-off, family-

95



friendly working conditions’ (ASTI, interview, 2016:Q16). Paradoxically, she described the
relation between the teachers and the State still as ‘subject to the normal fault lines of we
want better employment prospects, we want our pay back up (...)" (ibid.:Q12). She argued
that the teacher unions were important stakeholders for creating a ‘sense of a mutual (...)
respect’ (ibid.:Q11) in this relation, because the teachers had a certain power as opposed to
the State through the unions (ibid.). However, she ignored the on-going ‘war’ between the
ASTI and the Government on the new Junior Cycle, which resulted in fractioned and thus
weakened union politics and led to an alienation of (prospective) teachers from the State and
from the unions (see chapters 2.3.2, 3.2, 3.4.). Further, she did not problematise the ‘private
ownership and state funding’ (ASTI, interview, 2016:Q28) system that exemplifies that there
is no existent employer-employee relationship between State and teachers that could be
negotiated. Cormac Mahony, in contrast, clearly expressed that the relation between State and
teachers was based on ‘mutual disrespect’ (Cormac, interview, 2016:Q41) and was
characterised by a ‘sense of a disconnect’ (ibid.:Q40): Due to the structural division between
employment and payment in the Irish public service system (ibid.), the relation was a ‘grey
area’ (ibid.:Q38) (see chapter 2.3.1). He interpreted the relational value of the state’s
‘paycheck’ (ibid.:Q37) to the teacher as insignificant, whereas he regarded the teacher’s
relation to the school as employer a dominant factor for teacher identification (ibid.) (comp.
chapter 5). The TUI representative laid out the doubtful legal role of the Government for
teachers in what he called ‘an unusual’ (TUI, interview, 2016:Q76) and ‘odd system’ (ibid.):

‘I am paid by the government, I am told what to do by the government, I’m inspected by the
government and I am trained under government guidelines. (...) yes, we are public servants
and we are considered to be effectively government employees. But an actual fact, we’re not
government employees. We’re employees of the school.” (Ibid.)

For him this indicated a lack of recognition of the State towards the work of teachers and a
negation of its responsibilities towards schools and teachers as public servants. He referred to
a prominent case in the medial? to exemplify the State’s avoidance to meet its responsibilities

in the schooling context (ibid.:Q77).

10 1n reference to the O’Keeffe case: In civil proceedings, the Irish State was not made responsible for child
abuse by a teacher in a school because the State was not school manager and thus not in charge of immediate
educational provision. The European Court of Human Rights in a further court case decided the Irish State was
responsible to ‘protect children from abuse under Article 3 of the European Convention of Human Rights’
(Kilkelly 2014). (Ibid. 2014; O’Brian 2016; European Court of Human Rights 2014)
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According to Cormac, the above-mentioned ‘mutual disrespect’ originated because of the
State’s misconception of the role schools could take in society (ibid.:Q82, 84, 86, 92, 94;

Cormac, interview, 2016:Q41) (comp. Britzman):

‘(...) very often the state sees schools as the kind of panacea to all ills. So, okay we’ve a
problem with obesity, or we’ve a problem with suicide and we’ve a problem with I don’t
know, litter. Let’s lob a programme into schools and everything will be fine.” (Cormac,
interview, 2016:Q41)

So, for him, schools and particularly teachers were made responsible for whatever problem
arose in society. This led to excessive reforms, which the teachers and schools could not
handle (ibid.). The TUI (interview, 2016:Q80, 82, 86, 87, 92, 94) representative argued, they
could not handle it because neither the State nor the public community were willing to invest
in resources required for the expected level of reform and because the school as ‘system’

could only bear a small number of ‘major changes’ to be implemented at once (ibid.:Q94):

‘We have schools (...) trying to implement this because they’re mandated to do it. (...) But
you can’t overload a system like that and expect a good outcome. We’ve got into the stage
now where teachers are looking at even what might be a good idea and saying, ah for heaven’s
sake, we can’t take anymore. (...) Schools are changed out. (...) And every time society starts
talking, d’you know what schools should do? Teachers roll their eyes and go, what the hell is
the next thing coming at us?’ (Ibid.:Q92)

Catriona supported this argument towards the impracticability of school reforms from her
teacher perspective: Regarding the new Junior Cycle, she was positive about the idea, but
insisted that the way it was implemented was wrong. Similarly, she considered the new
Droichead programme (see chapters 3.4 and 5.2) and another newly introduced ‘professional

development’ course for qualified teachers. She commented on the latter:

‘I don’t mind attending courses (...) if it’s worth my time. And that is the big if. ’'m not going
to twenty hours a year to sit there and have someone flick through a powerpoint and tell me
something I already know. (...) A lot of people are saying, like, och, teachers are just lazy,
they don’t want to do professional development. Like no, I just, like, I don’t wanna waste my
time, cause wasting my time (...) wastes time making resources. It wastes the kids’ time. So,
well, either make it worth my while or don’t do it.” (Catriona, interview, 2016a:Q80)

For her as teacher, her first priority was the wellbeing of her students and she sincerely
doubted the quality and the positive effect of these massive changes. Besides, Catriona
argued, teachers and schools had limited possibilities in what they could do for society

regardless of reforms in the sector. According to her, parents had the primary responsibility
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over educating their children. So, schools and teachers could not take all the responsibility of
the parents and even if they could, the parents would not be willing to authorise them, because
they disrespected the teachers’ and schools’ work.

According to the research analysis, these issues that pervaded and questioned the State-
teacher relationship on legal and practical levels, effected the teachers’ identification with the
public service status and mutually their relation to the public. Cormac Mahony who had been
a public servant in his function as teacher, argued: ‘I think a lot of teachers almost buck at the
idea that they might be public servants’ (Cormac, interview, 2016:Q38). To describe his
impression, he referred to the ‘disconnect’ between teachers and State and the therein-related
teachers’ unwillingness to be regarded as ‘being the system’ (ibid.:Q39) or even ‘part of the
system’ (ibid.). Catriona’s reaction on the topic further substantiates his argument. She was
already regarded as public servant at this time of research. Though — or maybe because of that
— she reacted very hesitant when I asked her: ‘Are you a public servant?’ She answered with a
question: ‘Technically?’, T responded: ‘I don’t know if there is a difference’. Then she
amplified: ‘No, no, tech\ yeah, I’'m paid by the government, I’'m a public servant’ (Catriona,
interview, 2016a:Q88). When I asked her: ‘But does the money that comes from the public
through the Government to you, does this establish any kind of relation?’ (ibid.:Q89), she did
not commit herself to the relation between State and her, but between the public and her,
saying: ‘I think it gives people, people feel they have a right to comment on public service
jobs’ (ibid.) because ‘in their mind they pay for it (ibid.) with their taxes. This again relates
to Britzman’s argument concerning public opinion on teachers work. Yet, it becomes even
more eminent when taking into account that not only through their experience in the system
they become stakeholders in public education discussions as Britzman argues, but moreover
through their tax-money that contributes to paying school expenditures as well as teacher
salaries (in case they are public servants). Josh, who had no public service experience so far,
similarly referred to this point, calling the meaning of being a public servant ‘that extra level
of accountability because you’re getting paid by your neighbours, basically’ (Josh, interview,
2016a:Q65). Further, public service in general meant for him to work for the public and that
you are ‘stakeholder’ (ibid.:Q67) ‘of the system’ (ibid.). So, ‘politics really affect you’ and
you need to take ‘responsibility’ (ibid.:Q63), although ‘you may not be very interested in the
government’ (ibid.:Q67). But for him, who was explicitly interested in politics, it also meant
being able to ‘contributing towards society in a valuable way’ (ibid.:Q63).

Thus, the public service status for my two research partners Josh and Catriona first of all

establishes a one-sided relation to the public community because it gives them a share in their
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work. Further, public service gives teachers a share ‘in the system’ — the State, which Josh
regards as positive effect. Yet as Catriona illustrated and Cormac manifested, this is not
necessarily wanted. Moreover, my research partners’ statements, concerning the insignificant
and blurred State-teacher relations, show that this share is neither relevant in teacher life nor
in political decisions on teaching. In contrast, the general tone represents the resentment
among teachers concerning the State mandate on the teaching profession. The union politics
that were supposed to give teachers a strong voice in education politics and the basis for a
self-regulated teaching profession apparently could not achieve this aim either, although the
ASTI representative stressed its success.

These aspects concern the publically discussed and rather formal aspects of the State-teacher-
public community relationship. A major aspect of the research, however, was to interrogate
aspects of this complex relation related to practice. Hence, I further elaborate on Josh’s and
Catriona’s ‘teacher beliefs’ concerning the effects of the State on their teaching practice
through the curriculum and their authorship as (prospective) teachers.

Appel (1990) and Lynch (1989) discuss in the reproductionalist tone the curriculum in school
as a major influence of a state on its citizens. Teachers in schools are supposed to transmit this
curriculum and consequently mediate the state’s norms and values (also concerning economic
production) to its citizens through the curriculum in order to uphold the hegemony (comp.
Gramsci). Therefore, I asked Josh and Catriona, if they regarded the curriculum as any sort of
State imposition on their teaching practice. Both, Josh and Catriona, admitted that the State
had the mandate over curriculum content. But they agreed, it was on behalf of the teachers,
how content was taught and this gave authorship to the teacher in how these contents were
mediated (Josh, interview, 2016a:Q68; Catriona, interview, 2016b:Q65). Catriona reported
that this led to a breadth in how content was transmitted in schools: Whereas in her main
school teachers taught through participative methods, in her other school the teachers resorted
to lecture style and rote learning. Notwithstanding the freedom of choosing how to
communicate curriculum content, Catriona emphasised that she could not ‘deviate’ from the
content because of the State Examinations at the end of Junior and Senior Cycle (Catriona,
interview, 2016b:Q65). For her, this was especially critical concerning CSPE where she more
than in other subjects rejected to dictate opinions (see chapter 5.2). Josh similarly stressed that
although he could choose his methods, the momentary (old Junior Cycle) curriculum focused
on rote learning for exams and thus prevented him to implement active learning as well as
citizenship topics the way he would like to: ‘it’s all about the exam paper and the text paper

and the person is kind of lost somewhere in between there’ (Josh, interview, 2016b:Q25) (see
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chapter 5.2). Furthermore, he expected not to be able to put these educational ideals into
practice as future teacher, because of the precarious situation he would be finding himself in
post-crisis Ireland. He called this ‘operating in a system, where you might be less than stable
(laugh) in your job’ (ibid., 2016a:Q58). On ‘temporary contracts’ (ibid.:Q48) or ‘maternity
covers’ (ibid.), he said, ‘you’re not committed to a place and the place isn’t committed to you’
(1bid.:Q49), which is ‘like being a student teacher continually’ (ibid.:Q48). These ‘pressures’
of an insecure employment situation would then prevent him ‘to do your best’ (ibid.: Q49) to
‘try to change things’ (ibid.) and ‘act out how you want to do things’ (ibid.:Q58). So, he felt
that as teacher nowadays in Ireland he had to stick to what was asked from him in the
curriculum by the State. Although he argued it might be good for teachers’ ‘accountability’
(1bid.:Q50) not to be able to ‘lie back’ (ibid.), he insisted it still stopped teachers’ ‘ability to
kinda express a different view’ (ibid.) than given in the curriculum. Catriona supported this
argument, noting: ‘if you’re on a temporary contract, and it’s precarious, you’re going to do
whatever it is (...). You’re not gonna give them a reason to get let, rid of you’ (Catriona,
interview, 2016a:Q34). Thus, through impositions on employment conditions and State
Exams the State provided conditions that according to Josh and Catriona made teachers stick
more to the curriculum and State regulations than without. This more and more impeded them
to use their authorship in teaching. However, as | elaborate in the chapters 4 and 5, the role of
school patrons and management bodies have to be taken into account as relevant influences
for determining the content, its relevance and teachers’ methodological approaches to the
content mediation (ibid.; Josh, interview, 2016a:Q48-Q51, Q54).

Subsequently, I asked Josh and Catriona, how they assessed the State curriculum with regard
to reproduction of nationalist ideals. Both refused this provocative approach. Catriona as Irish
teacher even denied that Irish as mandatory prioritised subject in Irish schools had nationalist
implications. For her, it was a matter of ‘saving’ (Catriona, interview, 2016b:Q56) an ‘official
language’ (ibid.:Q58) in Ireland (ibid.:Q56, 58). Josh took issue with the term ‘nationalist’
because of Irish history regarding the separation from Northern Ireland in the period of
independence. He wanted to refer to my idea rather as ‘state values’ (Josh, interview,
2016b:Q38) in education. He recognised these ‘state values’ in the curriculum with regard to
the priority subjects got and how contents are chosen. He described an ‘European centric’
(1bid.:Q39) focus instead of that nationalist ‘patriotic view’ (ibid.:Q38) that the curriculum
used to portray after Irish Independence (see chapter 2.1) (ibid.:Q38, 39). He claimed the lack
of global examples to contest the needs of his students who had diverse migratory

backgrounds and were interested in other parts of the world (ibid.:Q38). He made up for the
100



lack by providing additional resources for his students (ibid.). He also identified the focus on
qualifying students for ‘STEM [Science, Technology, Engineering and Maths] jobs’
(1bid.:Q40; MS) as indicator for ‘state values’ in the curriculum (ibid.). Moreover, he related

the economic situation in Ireland to the current exam-centred form of teaching and learning:

‘If they [the students] just got their exams, they might be very book smart, very intelligent.
(...) I’'m pretty sure all these people who run Anglo Irish Bank (laugh) and (...) basically
brought society to its knees, were very intelligent and did very well in their Leaving Cert. But
it’s not how they applied it, so you know, it’s all about, okay, getting this information but no
focus on what kind of person you should be, how should you use your smarts. (...) if we just
get them through, then we’re setting a status up for every odd problem, cause we have all
these smart people but they may not be making the most of their strength, you know? (...) So
if you kinda neglect the other parts of a person that aren’t just the academic, (...) they’ll be in
society. But they may not be playing the part that they want to play, because they don’t \ they
never really thought about what they want to do.” (Ibid.:Q28; ed. M.S.)

So, Josh missed the focus on the students as persons who can set their own aims, follow them
and play a role in society, instead of only following pre-given structures set by the State. He
took this assumption as basis to foster again his idea of implementing citizenship in all parts
of teaching in schools as outlined in chapter 5.2 to encounter this lack (ibid.).

To sum up, I assert that public constraints towards teachers as public servants and State
measures, such as reforms and financial cutbacks that particularly disadvantage not yet
qualified teachers, indeed affect Josh’s and Catriona’s evolving professional relation to the
Irish State and their attitude towards their status as servants to the public. According to
Weber’s (2008) writing, public servants are supposed to obtain special rewards and prestige in
society, so that their loyalty to the State will be guaranteed. Yet, in neoliberal Ireland the
opposite can be observed: They are not recognised as State employees, because the State does
not claim this role and left it to school management bodies. Yet due to their public service
status, which teachers in publically funded schools receive, they have to work under the
conditions mandated by the State. Josh and Catriona feel not loyal to the State but accountable
to the public because of this formal share they have through public service. Furthermore, they
are made accountable through the mechanisms of accountability implemented by Government
stakeholders who administrate the public system and which are claimed by the Public (and
these claims are legitimised through their share in public expenditure) (comp. Shore and
Wright 1999). Thus, I claim that Weber’s consideration upon public servants’ status in society
and in front of the State needs to be reconsidered, in particular in neoliberal state

organisations. Yet, my research partners do not per se feel negative about the public
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accountability. They are willing to engage with professional development and reforms to
improve the students’ education. Josh even points out positive aspects of being made
accountable for his actions, because he aims to give his best for the students. However,
Catriona, who already was in position of a teacher, felt pressurised and misunderstood
through derogatory public commentaries. According to my research partners, the
Government’s expectations and the public critique on teachers’ work was inadequate with
regard to teaching conditions and the lack of expertise. Yet, as Britzman writes, all feel like
experts because of their own experiences in the system without noticing, as Catriona argued,
that formal education and conditions for teachers are changing continually. As the research
shows, this critique gains particular intensity in times of economic crisis, because education
still represents the possibility to (re-)build economic growth (or instead to be the cause for the
economic breakdown) (comp. Britzman).

Further, 1 assert that reproduction of state ideology, or rather the ideology of the dominant
group, through teachers in schools, as argued by Bourdieu and Gramsci, is only partially
applicable to this research case. Formal education in Ireland was and is a disputed field for
ideological reproduction. As the past and present history of Irish education demonstrates, the
interests cannot exclusively be ascribed to the State, but mostly to denominational institutions
(Devine 2011) (see chapter 2). Through the important position that (denominational) school
management bodies take in the formal education system, the Irish State never had such a
centralising and authoritative position in formal education as known from other European
countries. Thus, in Irish education one cannot only refer to the State as the hegemon. Instead,
one has to consider the plurality of dominant groups that position themselves as ideological
stakeholders in education and not in all cases correspond to Government ideology (see
chapters 2.2 and 2.3). Though, the State centrally regulates the teaching profession through
the Teaching Council and had successfully employed a central curriculum in all regular
primary and second-level schools, which the State enforces and regulates through the NCCA
and by means of the mandatory and centralised State Exams at the end of Junior and Senior
Cycle (see chapter 2). Through these measures, the State overrides other stakeholders and
guarantees itself a meaningful central share in the ideological influence on the population and
teachers’ work. Nevertheless, as I argue in chapters two and four and substantiate in chapter
five, schools in Ireland are given authorship in shaping teaching and learning environments
for teachers and students through the differentiated ownership models. According to my
research results, a further differentiated look is necessary concerning the role of teachers in

authoring their own ideological influence in teaching and learning apart from State curricula
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and school managements. Therefore, I cannot agree with Bourdieu that teachers in general are
part of the state nobility, who want to reproduce the hierarchical social order. Both, Catriona
and Josh, wanted to go beyond curriculum content. Particularly Josh expressed his desire to
use his future position as teacher to approximate what society should be, not what it was.
However, I agree with Gramsci who calls teachers the assistants of the State to inculcate the
population in order to obtain their consensus for keeping the system going in favour of the
dominant group(s). Because, as Josh argued, state values are mediated through a specific
selection of curriculum content and how subjects are classified in terms of hours and
resources. Moreover, teachers are not only mandated to teach curriculum content according to
the State’s and school guidelines, but also have to in order to provide their students with the
best opportunities to pass the State Exams. Apart from that, I enhance that they are not
necessarily voluntary assistants of the State. As (prospective) teachers, Josh and especially
Catriona feel no loyalty to the State as their employer. As Cormac argued, the relation to the
State through the public service office is rather a necessary evil that makes their job more
difficult in front of students, parents and the public community. Josh and Catriona also argue
that curriculum is only content and the methods you use as teacher define how you mediate
these contents and your relation to the students. Making a difference here, can allow students
to partake and learn skills like reasoning and thinking critically, which according to Josh and
Catriona is how they want to teach and what goes along with their definition of citizenship in
education. Both express their desire to deviate from the State’s curriculum and abandon the
State Examination system because it hinders the implementation of their ‘teacher beliefs’ in
good teaching and learning. However, as 1 show in chapter 5.2, both encounter internal
difficulties to put these ‘citizenship related teacher beliefs’ into teaching practice. Moreover,
as I outline in this chapter, both encounter external challenges to comply with their aims
because of their situation of employment as newcomers to the teaching profession under
public service restrictions. Due to their precarious situation on short-term contracts and a lack
of job supply, they are not able to stand up for their political convictions: Fearing to give their
(future) employers a reason to get rid of them and not to find another job, Catriona argues she
cannot become a member in a teacher union and thus, she cannot have her teacher voice
represented in educational politics; whereas Josh argues, he will not be able to teach
according to his own ideology and motivations as long as there is no stability in the
employment situation.

Thus, although teachers have possibilities to counteract state ideology through authorship in

implementation of the curriculum and through the (only) technical option to be represented by
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a teacher union, my research partners can and will not avail themselves to these opportunities
because of the relations of power, which the State (and the Public) exercise on them through
neoliberal employment conditions in the public sector: Short term contracts, restricted job
opportunities and low salary scales for entrants function as ‘political technology’ to guarantee
teachers’ accountability to State guidelines in neoliberal Ireland (comp. Shore and Wright
1999; comp. Lolich 2011:273). In this regard and referring to chapter 5.2, I assert that my
research partners’ ideas about citizenship (that go along with their schools’ characters and
their ‘teacher beliefs’ to educate responsible persons that partake actively in society)
contradict the Irish State curriculum and educational politics that aim towards educating its
citizens through rote learning and exams to make them fit into the system. According to Josh,
the momentary system that ignored students’ personal abilities and desires and did not
provide a space for active and critical thinking in Irish schools was one reason that caused
precarious situations, such as the recent economical breakdown. The new Junior Cycle that
was about to be implemented at the time of research, however, focuses more on skill
formation and provides more space for active learning as desired by my research partners.
Yet, from my research perspective, I cannot assert that the new curriculum provided a clear
affirmation of education for citizenship in schools. I observe here a correlation of citizenship
and neoliberal values: The skills to be achieved through the new Junior Cycle curriculum!
basically go along with what my research partners defined as relevant for citizenship in
education (TUI, ASTI, and DES 2015:2). But along with other programmes and incentives in
the formal education sector (comp. chapters 2.3.3 and 2.4), the new Junior Cycle curriculum
shows also an orientation towards creating economical subjects that are capable to respond to
the demands of modern global and digital economy in order to renew the growth of Irish
economy and respond to the claims of the stakeholders in Irish economy. In contrast, for my
research partners the economic aspect of their focus on skills had no priority. The major aim
of all their efforts was the well-being of their students in school and as persons after leaving
school. In particular the time as adults is when they needed to be able to act responsible as
citizens in (global) society, which then, for Josh and Catriona, included the ability also to
confront the challenges of global and national economies.

Bearing in mind the momentary implementation of the new Junior Cycle curriculum in Irish

second-level schools, I enhance that state ideology in reproductional theories tends to be taken

11 The Junior Cycle’s key skills are: ‘Being Literate, Managing Myself, Staying Well, Managing Information
and Thinking, Being Numerate, Being Creative, Working With Others, Communicating” (NCCA 2014).
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as static construction. Yet, in reference to Foucault, what is regarded as state ideology can
better be looked at as a set of dynamic power relations that are in a process of adaption and
contestation (see chapter 1.2.2). I argue that, according to my research, prospective teachers
develop ‘teacher beliefs’ that are recently evolving and contain strong motivations to put them
into practice. Prospective teachers are in a transition to become part of these power relations
including the discourses on public education. Thus, with their transition to teachers, they also
take a role through which they can influence outcomes and developments in education
according to their own standards as part of their ‘teacher beliefs’. Yet, at the same time, as the
research results indicate, their ‘teacher beliefs’ are influenced by power relations and
discourses mediated in their ITE, but principally those mediated in their working places and
those communicated by the State and through public narratives. These factors can hinder them
to pursue their ‘citizenship related teacher beliefs’ and still as their cases show, they are to

certain degrees able to insert these in their teaching practice with their students.

7. Conclusion

The goal of this thesis is the description and discussion of aspects of citizenship — as an open
concept in the making — that attain relevance for my two research partners Catriona and Josh
in their role as prospective second-level teachers in Ireland. It encompasses on the one hand
the close examination of their conceptual formation of citizenship in relation to their teaching
practices and ‘teacher beliefs’ and on the other hand the contextualisation of these citizenship
implications. This contextualisation captures their situation of transition from students to
teachers and public servants, which inducts them into a contested space in a public system.

The qualitative approach to the open research question, through PO in the formal education
context, informal non-structured and formal semi-structured guided interviews including
follow-up interviews and a media analysis, provides a profound and broad set of data. These
data contribute to examine the topics citizenship and teacher education, which is based in the
intersecting fields of Political Anthropology, Anthropology of Education and Educational
Sciences and is so far not sufficiently researched and discussed in these fields. The substantial
fieldwork data and its precise analysis through qualitative coding methods allowed me to
grasp a multiplicity of perspectives on the topic and in-depth information on contextual
implications. I did not include all data in the thesis in order to maintain the focus on the

research question. In particular, I refrained from integrating most data compiled in PME
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lectures and seminars. I took this decision because of the insufficient amount of data in this
context for a comprehensive analysis.

The presented arguments in the thesis encompass case studies of two prospective teachers and
their meaning-making of citizenship in the second-level school sector in the context of
historical aspects and present socio-political and economic factors that affect formal
education in Ireland. Thereby, different approaches to implications of citizenship in the
teaching and learning situation are examined. The discussion of citizenship bases on the
interrogation of the triangular relation between education, citizenship and relations of power.
The concept of ‘teacher beliefs’ plays a significant role to approach these interrelations on the
practical level of my research data. The thesis includes an analysis of how these ‘teacher
beliefs’ become constituted, how their relation to citizenship is substantiated and how they are
contested through diverse factors, such as the effects of governmental power relations within
a non-transparent organisation of public schooling. A recurrent point of discussion is the
reproductionalist argument that I scrutinise with regard to the possibilities and motivations,
which my research partners Josh and Catriona have to encounter through schooling and what
role their ‘citizenship related teacher beliefs’ play in this regard. The essential features
presented throughout the discussion can be encapsulated in the following research results:
First of all, I point out that the Irish public school system is closely linked to Ireland’s socio-
political and economic development from a British colony to an independent Irish State.
According to the tensions of political powers in Ireland, either the Protestant or the Catholic
denomination dominated the formal education sector. The introduction of public primary
schooling under British rule was an attempt to create a unified national society in favour of
the colonial Government by means of annulling the separated denominational provision of
formal education. Whereas the British did not succeed in unifying the population through
public education, the Irish Government, in the course of independence, was able to revive
national unification through enforcing Gaelic language and traditions on a national level by
help of the public school system (comp. Anderson 2006). Subsidised by the Government, the
denominations adhered to their influential position in formal education since they kept
providing school buildings and managements. Up until today, Irish public schooling
represents a net of stakeholders that includes the denominations as main stakeholders. Yet,
public schooling is centralised through the Government. This means, it is regulated by the
National Parliament, with regard to legislation, the DES and by statutory bodies, which
elaborate curriculum specifications (NCCA) and regulation of teacher education and the

teaching profession (Teaching Council). However, the involvement of many stakeholders in
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these statutory bodies and also in the management of schools implies a decentralisation of
public schooling. Whereas denominational partners have a historic relevance in the system,
their influence particularly in the second-level sector is diminishing through the involvement
of ETBs as state-financed patrons and through various private partners and non-governmental
and non-denominational organisations. This process of diversification implies an opening of
the system, which commenced with the opening of Irish economy for global industry and
international organisations from the 1960s onwards, when the Government started ascribing
sudden relevance to public education for national economic expansion. In the wake of this
era, public second-level schooling and new school forms became institutionalised to create a
more unified system. It included the alignment of the objects of formal education to
international standards and in accordance with the multiple stakeholders.

According to these socio-political and economic correlations that affect both, the organisation
of the public education sector and the management of schools, the argument of reproduction
of power and class through public schools (comp. Bourdieu 1994, 1998, 2014; comp. Gramsci
1992, 2000; comp. Appel 1990), cannot be simply imprinted on the Irish case because the
ideological dominance through schools is not only exercised by the Government, but by
multiple interest groups (comp. Lynch 1989). This diversity could be regarded as aspect to
encounter the reproductionalist argument. Yet, the diversity of stakeholders in public
education represents also the hegemonic neoliberal mandate. The State’s ‘laissez faire’
attitude towards formal education, allows non-state actors to influence public schooling
according to their (economic) interests. It leads to competition between schools and school
types and to inequalities namely in school provision for students and working conditions for
teachers as consequence of disputes between stakeholders of different school forms (for
example caused by teacher union disputes). It also implies inequalities based on school ethos
because it effects the valorisation of subjects and results in discriminatory practices against
students who might not fit the ethos for instance because of his_her denomination (see chapter
2.4) (comp. Devine 2011). Because of this organisational condition that has grown out of
historical contexts, the state as unified and central force of ideological imposition on schools
and teachers as formulated by Gramsci and partly by Bourdieu is not applicable to Ireland.
Instead, it asks for a Foucauldian rejection of the state as static and universal concept. To
approach the issue of reproduction through schooling in Ireland, it needs to be conceived as
an effect of diverse, interwoven and dynamic power relations in a Foucauldian sense. On this
basis, I argue that power relations exercised through and within the Irish public school system

incorporate a hegemonic neoliberal ideology in the configuration of the system (including
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ITE). This is part of diverse and mutually influencing relations of power between local and
global discourses and political and ecnomic interests in Irish education.

Apart from the major changes undertaken from the 1960s until 1990s in Irish education,
which turned into an accelerator of the Irish globalising economy, the effect of the hegemonic
neoliberal tendency is observable in the recent changes of the second-level curriculum from
subject orientation towards more skill orientation, which global economic players demand
from the workers in today’s Ireland. This new curriculum is still based on a focus on exams
and results, which becomes a factor for population management (comp. Foucault 1978). This
is relevant because it provides a basis for national competition between schools as well as
international competition for business sites and educated workforce. Neoliberal tendencies
also permeate the ITE sector. This means that teacher education is presented as a ‘competitive
field’ in which student teachers are incentivised to take responsibility for their success on the
labour market notwithstanding the difficulties, which austerity implies for new public service
jobs or the persistent oversupply of teachers in some subjects.

To sum up, I present the argument of reproduction through schooling in Ireland not based on
state power but based on a ‘dispositif’, a ‘system of relations’, that by its means employs
relations of force on the configuration of public education. This ‘dispositif’ is also constituted
through discourses and affects discourses. However, as Foucault (1980) writes, both in
discourses employed by the ‘dispositif” and in governmental power relations, the precondition
for resistance and alteration is implied. The research data, focused on prospective teachers,
indicates that (prospective) teachers can embody this factor of resistance and alteration. This
assumption bases on the idea of ‘teacher beliefs’ in relation to citizenship because it
epitomises the possible link between a (prospective) teacher’s citizenship ideals and how
these can be put into teaching practice in order to effect social change on micro-levels (comp.
Ball et al. 2012). Therefore, not teachers, nor prospective teachers can be regarded as simple
mediators of curriculum ideologies as common in classic reproductional theories (comp.
Appel 1990). On basis of qualitative ethnographic research data, as in the present case, it is
possible to find out about how (prospective) teachers embody their role in the discourse.
Therefore, the examination to the development of a teacher’s ‘beliefs’ and practices, which is
particularly significant in the period of initial teacher education, reveals a fruitful approach:
On a practical level it constitutes the negotiation of the late-Foucauldian concepts subjection,
subjectification and the role of the ‘ethical self’.

The development of my research partners’ ‘teacher beliefs’ correlate significantly with the

characters and specific values of the schools they were teaching in. Contrasting this, the effect
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of the ITE on these ‘teacher beliefs’ was mostly insignificant. In Catriona’s case I could not
identify intersections with her ITE experiences and her ‘teacher beliefs’ at all. In contrast, her
ITE experiences caused a rejection of the system including the statutory bodies and the ITE
programme. In Josh’s case, his ITE experience was not as negative because he identified
positive aspects of the PME structure concerning the measures for accountability and the
support structures. Although it was related to his expressed ‘teacher beliefs’, the impact was
insignificant compared to the influence of his experiences in school. Another influential factor
for the development of their ‘teacher beliefs’ was their personal values and norms. These
determined to a large degree on the one hand their social and moral expectation towards their
students’ attitude and behaviour and on the other hand their expectations concerning their
own teaching practice. In the on-going process of formation of their ‘teacher beliefs’, the
mutual influence between personal values and professional ‘teacher beliefs’ is negotiated. In
the case of Josh and Catriona, neither their ‘teacher beliefs’, nor their teaching practices are
identical. Although both value active learning and the encouragement of responsible students,
their conceptions and practices vary. However, in both cases, their individual ‘teacher beliefs’
correlated with their individual conceptualisations of citizenship. And although Josh’s and
Catriona’s understandings of citizenship differentiated, both formulated the same aims when
referring to the idea of citizenship in context of their teaching, which is: Go (as teacher)
beyond the scope of rote learning and teaching knowledge that curricula and exam structures
dictate, by providing students with the opportunity through teaching skills to help persons to
grow as global citizens and as citizens in a democratically organised society, so they can
responsibly participate in society. Thus, I argue that citizenship concepts play a relevant role
for forming teachers’ ideals, approaches, motivations and determining their educational
practices. Josh and Catriona wanted to achieve their citizenship-related teaching goal through
addressing what they would call ‘citizenship issues’ such as discrimination, climate change,
voting etcetera in their class; and teaching according to their citizenship concepts that identify
students as capable and responsible persons so that they want to involve them in active
learning, reflective practices, which gives students the opportunity to apply and train their
personal abilities and responsibilities as citizens. In Catriona’s case this also includes the
democratic classroom and non-hierarchic teacher-student relations, whereas in Josh’s case it
implies guidance and clear rules enabled through hierarchies. This result indicates that the
‘ethical self” of Josh and Catriona influence their construction of their ‘teacher beliefs’ and
thus their process that forms their teacher identities. This implication entails a process of

subjectification, because they become and make themselves into participants of the formal
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education discourse(s). Thus, they are not only subjected by ITE contents, structures or their
schools, but become focus also of their own subjection through their ‘ethical self’. The role
their ‘ethical self” takes, bears for them the opportunity to counteract the other, above-named,
factors of subjection and thus becomes an aspect of ‘resistance’.

However, the research results point towards certain constraints that influence this process
through discursive practice and function as factor of subjection because they hinder them in
applying their ‘citizenship related teacher beliefs’. I identify these constraints as caused by (1)
their vulnerability as not-yet qualified teachers, (2) the above-described neoliberal hegemonic
ideology that affects Irish formal education and (3) the diversified relations of power in public
education in Ireland. I resume the correlation of these factors in the following:

A major issue for Josh’s and Catriona’s future as teachers was the restraint, which the
discrepancies between the teacher unions and the Government had put on them in terms of not
being able to join a teacher union. The right to join a union and its advantages were
practically suspended because it would have had negative impacts on their future employment
possibilities. This actually only became relevant, because the austerity restriction on public
service prevented them to have the same stable and permanent conditions of employment that
teachers used to have before 2012 (so back than a union membership (either ASTI or TUI) did
usually not impede with teachers’ job opportunities in the unionised schools). It follows that
in an already constraint employment situation the new entrants in public service had to refrain
from any benefits of a union membership, namely support and representation of their interests
in front of the Government and school managements. Under these conditions, Josh expected
not to be able to comply with his ‘citizenship related teacher beliefs’. Because under these
circumstances, as Catriona reported as well, in order not to risk his job (if one was able to get
one at all) he had to stick to the rules mandated by Government and school managements,
which he thought would only in very rare cases imply active learning as he wished. And even
if he was able to get a job in a school that supported his ‘citizenship related teacher beliefs’,
he expected not to be able to imply these the way he wanted, because of the detrimental
conditions and stress, which temporal and mostly part-time teaching jobs meant for a teacher.
Therefore, these conditions for beginning teachers, which induce accountability and less job
security, can constrain the practice of ‘citizenship related teacher beliefs’. This means that the
governmental power exercised on prospective teachers favours the reproduction of hegemonic
ideals as embedded in the mandatory school curricula because (prospective) teachers cannot

entirely realise their ‘teacher beliefs’ that might counteract the hegemonic ideals.
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But as the example of Catriona’s and Josh’s schools show, schools actively use the scope,
which the Government provides them with through an autonomous management structure on
the organisational level, in order to counteract ideologies transmitted through the curriculum
and the exam structure. In both schools their distinctiveness supported the prospective
teachers’ ‘beliefs’ concerning their idea of citizenship in educational practice in class and in
schools. Notwithstanding, even under these advantageous conditions in their schools, the two
prospective teachers, Josh and Catriona, faced a gap between their ‘teacher beliefs’ and their
teaching practices. I ascribe these partly to their early state in their professional career, which
implies an intense negotiation of their ‘teacher beliefs’ and harmonisation with their teaching
practice. Thus the question arises, if with growing teaching experience they will be able to
comply more with these momentary ‘citizenship related teacher beliefs’, or will they adapt
their ‘teacher beliefs’ to the sporadic incapacity to comply with their momentary ‘citizenship
related teacher beliefs’ and thus not aim to imply citizenship aspects in their teaching
anymore. In order to study these long-time effects between ‘teacher beliefs’, citizenship and

school environment, I recommend a more extensive study.

To sum up the results of the thesis on a more abstract level, I engross the thoughts on two
more aspects concerning citizenship as addressed in chapter 1.2.3: (1) The relation between
citizenship, ethics and neoliberalism; (2) the implications of citizenship education on the
relation between identity and state and public community.

Concerning (1) the relation between citizenship, ethics and neoliberalism, I depict citizenship
in the context of ITE and second-level schooling in the Republic of Ireland as signifier that
encompasses future projections as well as past sedimentations of citizenship meanings that in
relation to the present case study correlate between ethical-political, legal, and neoliberal-
economic implications (comp. Clarke et al. 2014). The differing and multiple citizenship
interpretations of my research partners Josh and Catriona emphasise the possibilities of
meaning-making of citizenship in relation to their developing ‘teacher beliefs’ by constituting
a basis and source for their teaching practice. Yet, the overall ambiguities and intersections of
meanings of citizenship in the educational context, as expressed by my research and interview
partners, demonstrate also a dangerously fine line between ethical-political and neoliberal-
economical constructions within the multiplicity of meanings of citizenship. The application
of one or another setting then decides (in Foucauldian terms) upon a biopolitical application
of citizenship in public schooling or the fostering of the ethical self through citizenship as part

of teaching contents and practices based on mutual respect and equality between all
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participants. The major issues, which I identify here, are: On the one hand, the ambiguous
meaning of citizenship in the schooling context that blurs the actual aim of citizenship in
schools and its role in schools. For instance I was not able to clearly identify the kind of
citizenship background in the active learning and digital learning approaches of the two
schools, whose managements are cooperating for example with hard- and software companies
to enable their digital learning approach. On the other hand, the manipulation of the ethical-
political approach through its incorporation in the biopolitical approach when appealing to
one’s ethical responsibilities as citizen to give his_her best in order to succeed personally and
thereby being able to contribute to the community’s wellbeing (economically) (comp. Lolich
2011) as I observed in the PME. This moral claim in the neoliberal appropriation of
citizenship bases on inequalities and leads to inequalities (although the ‘re-articulations’ of
citizenship in the human rights discourse bear also opportunities), as Ong (2006) indicates in
her analysis of ‘mutations in citizenship’. As the research shows, it is the case that public
schoolin in Ireland bases not on equality.

Concerning aspect (2), the implications of citizenship education for the relation between
identity and state and public community, I refer to Levinson’s (2011) interrogation on how (if
at all) citizenship education determines a relation between identity and state and
‘membership’ (ibid.:280) in a public community (ibid.). In this regard, the research data
provides clear answers. But first of all it shows, that one needs to clarify the term citizenship
education and in what context (formal or informal educational context) it is used. Further, one
needs to differentiate whose citizenship is addressed. For the students in second-level schools
who would be the addressees of citizenship education the effect would be different than to
teachers and prospective teachers who would be the addressors in the first place (but can be
also addresses in terms of ITE and teachers’ professional development). Since the research
did not interrogate students’ citizenship, here further research is necessary. From my
observations, however, I can argue, that for a general statement on formal citizenship
education in public second-level schools in Ireland, first of all the role and the contents of
citizenship education including its status in the ITE sector, needed to be clarified (see chapter
4). In terms of the role of citizenship education for prospective teachers, I deduce from the
research data the following conclusions: Josh’s and Catriona’s concepts of citizenship reflect
that they recognise citizenship (regardless of citizenship education) as legal status (Catriona
and Josh) and as political status (Josh), which affects their identity in the democratic society
and thus the public community within the state one lives in. Moreover, they recognise global

aspects in citizenship, which would require alterations in Levinson’s argument. In their
112



(future) role as teachers in society, they want to comply with their conceptions of citizenship,
because they want to contribute to the wellbeing of the society they live in (which is not
necessarily bound to nation-state borders). And they want to achieve this through applying
their ‘citizenship related teacher beliefs’ by means of methodological approaches and contents
in order to educate responsible and independent members of society. Yet, in terms of the
relation between their identities and the state, this form of citizenship education removes them
from what Levinson calls the state. Their educational citizenship ideals contradict the state
and its educational policies. Through the constraints the relations of power have on their
profession, they cannot comply unconditioned with their idea of citizenship in their teaching.
Furthermore, the relation to the public community is also constrained because of the
exceptional role they obtain as public servants in relation to the state and the public
community. Thereby, their ideals of educational practice and of what they see as contribution
to the community becomes questioned and the implementation of citizenship in teaching
becomes a daily chanllenge against the governmental power relations and related to this the

mistrust and depreciation by the public community towards their profession.

113



114



Bibliography

ACCS

2014 School Management. Tagairt, Manual for Board of Management Members in ACCS
Schools. http://www.accs.ie/cmsAdmin/uploads/tagairt.pdf, accessed October 30,
2016.

Alvey, David

1991 A Historical Perspective on the Need for Secular Reform of Education. In Irish
Education: The Case for Secular Reform. David Alvey, ed. Pp. 107-110. Dublin, Belfast:
Church And State Books and Athol Books.

Amit, Vered

2000 Introduction. Constructing the Field. In Constructing the Field. Ethnographic
Fieldwork in the Contemporary World. Vered Amit, ed. Pp. 1-18. London, New York:
Routledge.

Anderson, Benedict
2006 Imagined Communities: Reflections on the Origin and Spread of Nationalism.
London, New York: Verso.

Appadurai, Arjun
1996 Modernity at Large: Cultural Dimensions of Globalization. Minneapolis:
University of Minnesota Press.

Appel, Michael W.
1990 Ideology and Curriculum. 2nd edition. New York, London: Routledge.

Arendt, Hannah

1979 The Origins of Totalitarianism. San Diego, New York, London: Harcourt Brace &
Company.

1998 The Human Condition. Introduction by Margaret Canovan. 2nd edition. Chicago:
University of Chicago Press.

Arthur, James, Michael Waring, Robert Coe, and Larry Hedges
2012 Research Methods and Methodologies in Education. London: Sage.

ASTI
2016 ASTI: Notice for Principals and Teachers of JC English, Business Studies and
Science. http://www.asti.ie/news/latest-news/news-article/article /notice-for-

principals-and-teachers-of-jc-english-business-studies-and-science/, accessed May 26,
2016.

Ball, Stephen J., Meg Maguire, and Annette Braun
2012 How Schools Do Policy. Policy Enactments in Secondary Schools. New York:
Routledge.

Banks, James A.
2008 Diversity, Group Identity, and Citizenship Education in a Global Age. Educational

115



Researcher 37(3): 129-139.

Baubock, Rainer
2001 Reinventing Urban Citizenship. IWE - Working Paper Series 18.

Begg, David
2005 New Society Requires New Labour Market Standards. Irish Times, December 17.

Bello, Walden
2013 Capitalism’s Last Stand? Deglobalization in the Age of Austerity. London, New
York: Zed Books.

Boas, Franz

1898 Advances in Methods of Teaching. Science 9 (December): 93-96.

1928 Anthropology and Modern Life. In The Child in Primitive Society. Nathan Miller,
ed. New York: Brentanos.

Bourdieu, Pierre

1994 Rethinking the State: Genesis and Structure of the Bureaucratic Field. Sociological
Theory 12(1): 1-18.

1998 Practical Reason. On the Theory of Action. Stanford, California: Stanford
University Press.

2014 On The State. Lectures at the College de France 1989-1992. Malden, Cambridge:
Polity Press.

Breidenstein, Georg, Stefan Hirschauer, Herbert Kalthoff, and Boris Nieswand
2013 Ethnografie: Die Praxis Der Feldforschung. Konstanz: UVK.

Britzman, Deborah P.
2003 Practice Makes Practice. A Critical Study of Learning to Teach. Albany: State
University of New York Press.

Byrne, Delma, Frances McGinnity, Emer Smyth, and Merike Darmody
2010 Immigration and School Composition in Ireland. Irish Educational Studies 29(3):
271-288.

Caglar, Ayse
2015 Citizenship, Anthropology of. James D. Wright, ed. International Encyclopedia of
the Social & Behavioral Sciences. Oxford: Elsvier.

Catholic Encyclopedia
2012 Penal Laws. http://www.newadvent.org/cathen/11611c.htm#Ill, accessed May
6,2016.

Central Statistics Office

2017 Census 2016 Summary Results - Part 1. Government of Ireland.
http://www.cso.ie/en/media/csoie/newsevents/documents/census2016summaryresu
Itspart1/Census2016SummaryPart1.pdf, accessed December 14, 2017.

116



Clarke, John, Kathleen Coll, Evelina Dagnino, and Catherine Neveu
2014 Disputing Citizenship. Bristol, Chicago: Policy Press.

Clarke, Marie

2009 Choosing Post-Primary Teaching as a Career: Perspectives from the Republic of
Ireland. In Education in Ireland. Challenge and Change. Sheelagh Drudy, ed. Pp. 168-192.
Dublin: Gill & Macmillan.

Coen, Caitriona, and Mark Maguire
2012 Death of a Tiger: The Collapse of Irish Property Dreams. Anthropological
Notebooks 18(1): 5-22.

Colley, George

1992 Letter from George Colley, T.D., Minister for Education to the Authorities of
Secondary and Vocational Schools, January 1966. In Irish Educational Documents 1922-
1991. Aine Hyland and Kenneth Milne, eds. Pp. 259-263. Dublin: Church of Ireland
College of Education.

Conway, Paul F., Rosaleen Murphy, Karl Kitching, Dan O’Sullivan, and Kathy Hall
2012 Authoring Oneself and Being Authored as a Competent Teacher. Irish Educational
Studies 31(2): 103-117.

Conway, Paul F., Rosaleen Murphy, Anne Rath, and Kathy Hall
2009 Learning to Teach and Its Implications for the Continuum of Teacher Education: A
Nine-Country Cross-National Study. Cork: Teaching Council.

Cook-Sather, Alison
2006 Newly Betwixt and Between: Revising Liminality in the Context of a Teacher
Preparation Program. Anthropology & Education Quarterly 37(2): 110-127.

Coolahan, John
1981 Irish Education: Its History and Structure. Dublin: Institute of Public
Administration.

Darmody, Merike, and Emer Smyth

2013 Governance and Funding of Voluntary Secondary Schools in Ireland. Research
Series, 34. Dublin: The Economic and Social Research Institute.
https://www.esri.ie/pubs/RS34.pdf, accessed October 13, 2016.

Déloye, Yves .
1994 Ecole et Citoyenneté. L'individualisme Républicain de Jules Ferry A Vichy:
Controverses. Paris: Preses de la FNSP.

Department of Education

1966 Investment in Education: Ireland. Educational Investment and Planning. Paris:
Organisation for Economic Cooperation and Development.

1992aFirst National Programme of Primary Instruction, 1922. In Irish Educational
Documents 1922-1991. Aine Hyland and Kenneth Milne, eds. Pp. 86-97. Dublin: Church
of Ireland College of Education.

117



1992b Investment in Education. Inaugural Speech, October 1962. In Irish
Educational Documents 1922-1991. Aine Hyland and Kenneth Milne, eds. Pp. 29-35.
Dublin: Church of Ireland College of Education.

1992cSchool Attendance Act, 1926 (Extension of Application) Order, 1972. In Irish
Educational Documents 1922-1991. Aine Hyland and Kenneth Milne, eds. Pp. 47-48.
Dublin: Church of Ireland College of Education.

1992d Community School, Memorandum of October, 1970. In Irish Educational
Documents 1922-1991. Aine Hyland and Kenneth Milne, eds. Pp. 269-273. Dublin:
Church of Ireland College of Education.

DES

2011 Circular 0040/2011: New Pay Scales for New Appointees to Teaching 2011.
http://www.asti.ie/uploads/media/0040-
2011_New_Pay_Scales_for_New_Appointees_to_Teaching_in_2011.pdf, accessed
February 19, 2017.

2015aKey Statistics 2015-2016. http://education.ie/en/Publications/Statistics/Key-
Statistics/Key-Statistics-2015-2016.pdf, accessed November 1, 2016.

2015b Post Primary School List 2015.
http://education.ie/en/Publications/Statistics/Data-on-Individual-Schools/Post-
Primary-Schools-List-2015.xlsx, accessed November 1, 2016.

2015cFramework for Junior Cycle 2015.
http://www.juniorcycle.ie/NCCA_JuniorCycle/media/NCCA/Documents/Framework-
for-Junior-Cycle-2015-2.pdf, accessed February 26, 2017.

2016aGovernance Manual For Community and Comprehensive Schools.
http://www.accs.ie/cmsAdmin/uploads/governance-manual-for-community-
comprehensive-schools.pdf, accessed October 30, 2016.

2016b Minister’s Brief Overview. http://education.ie/en/Publications/Ministers-
Brief-/Ministers-Brief-2016-Overview-.pdf, accessed May 26, 2016.

2017alrish Education System - Department of Education and Skills.
http://education.ie/en/The-Education-System/, accessed July 17, 2017.

2017b Early Childhood/Pre-School - Department of Education and Skills.
http://education.ie/en/The-Education-System/Early-Childhood/, accessed July 17,
2017.

2017cPrimary Education - Department of Education and Skills.
http://education.ie/en/The-Education-System/Primary/.

2017d Initial Teacher Education (ITE) Post Primary - Department of Education
and Skills. https://www.education.ie/en/Education-Staff/Information/-New-
Teachers/Initial-Teacher-Education-ITE-Post-Primary.html, accessed May 1, 2017.
N.d. Civic, Social and Political Education - Junior Certificate Syllabus.
http://www.curriculumonline.ie/getmedia/b4cf7fd4-46d0-4595-baa9-
f6c38923¢75f/JCSEC04_CSPE_Syllabus.pdf, accessed February 25, 2017.

Devine, Dympna

2002 Children’s Citizenship and the Structuring of Adult-Child Relations in the Primary
School. Childhood 9(3): 303-320.

2011 Immigration and Schooling in the Republic of Ireland. Making a Difference.
Manchester: Manchester University Press.

Devine, Dympna, Declan Fahie, and Deirdre McGillicuddy
118



2013 WhatIs “Good” Teaching? Teacher Beliefs and Practices about Their Teaching.
Irish Educational Studies 32(1): 83-108.

DeWalt, Kathleen M., and Billie R. DeWalt
2011 Participant Observation. A Guide for Fieldworkers. 2nd edition. Lanham: AltaMira
Press.

Educate Together

N.d. WhatIs Educate Together? Educate Together.
https://www.educatetogether.ie/about/what-is-educate-together, accessed October 30,
2016.

EFSF

2010 European Financial Stability Act 2010. 16.
http://www.irishstatutebook.ie/eli/2010/act/16/enacted/en/pdf, accessed February
17,2017.

Encyclopadia Britannica
2017 Penal Laws - British and Irish History. https://www.britannica.com/event/Penal-
Laws, accessed July 17, 2017.

Erickson, Frederick

2004 Culture in Society and in Educational Practices. In Multicultural Education: Issues
and Perspectives. 5th edition. James A. Banks and Cherry A. McGee Banks, eds. Hoboken:
John Wiley & Sons.

ETBI

2015aBoard of Management Handbook for Education and Training Boards and Boards
of Management of ETB Schools and Community Colleges. http://www.etbi.ie/wp-
content/uploads/2016/02/etbi_bom_handbook_english.pdf, accessed October 29, 2016.
2015b Second Level Education: ETBI. http://www.etbi.ie/etbs/second-level-
education/, accessed July 25, 2017.

European Court of Human Rights

2014 Case of O’Keeffe v. Ireland.
https://www.education.ie/en/Learners/Information/Former-Residents-of-Industrial-
Schools/riru_okeefe_v_irl_judgement_july_2014.pdf, accessed June 25, 2017.

Foucault, Michel

1972 The Archaeology of Knowledge & The Discourse on Language. New York:
Pantheon Books.

1975 Surveiller et Punir. Naissance de La Prison. Paris: Gallimard.

1978 The History of Sexuality. Volume I: An Introduction. New York: Pantheon Books.
1980 Power/Knowledge: Selected Interviews and Other Writings 1972-1977. New
York et al.: Harvester Wheatsheaf.

1986 The History of Sexuality. Volume III: The Care of the Self. New York: Pantheon
Books.

1990 The History of Sexuality. Volume II: The Use of Pleasure. New York: Vintage
Books.

119



1995 Discipline and Punish. The Birth of the Prison. New York: Vintage Books.
2010 The Birth of Biopolitics. Lectures at the College de France 1978-1979. Michel
Senellart, ed. New York: Palgrave Macmillan.

Gellner, Ernest
1994 Nations and Nationalism. New Perspectives on the Past. Oxford: Blackwell
Publishing.

Gilleece, Lorraine, Gerry Shiel, Rachel Perkins, and Maeve Proctor
2009 Teaching and Learning International Survey (2008). National Report for Ireland.
Dublin: Educational Research Centre.

Gilmartin, Mary
2013 Changing Ireland, 2000-2012: Immigration, Emigration and Inequality. Irish
Geography 46(1-2): 91-111.

Gleeson, Jim
2012 The Professional Knowledge Base and Practice of Irish Post-Primary Teachers:
What Is the Research Evidence Telling Us? Irish Educational Studies 31(1): 1-17.

Gleeson, Jim, and Jarlath Munnelly
2004 Developments in Citizenship Education in Ireland: Context, Rhetoric and Reality.

Gonzdalez, Norma
2004 Disciplining the Discipline: Anthropology and the Pursuit of Quality Education.
Educational Researcher 33(5): 17-25.

Gordon, June A.
2014 Beyond the Classroom Walls : Ethnographic Inquiry as Pedagogy. New York:
Routledge.

Government of Ireland

2010aThe National Recovery Plan 2011-2014.
http://www.budget.gov.ie/The%20National%20Recovery%20Plan%202011-2014.pdf,
accessed February 16, 2017.

2010b Public Service Agreement 2010-2014.
http://implementationbody.gov.ie/wp-content/uploads/2011/09/Public-Service-
Agreement-2010-2014-Final-for-print-June-2010.pdf, accessed February 16, 2017.
2015 Constitution of Ireland. http://www.irishstatutebook.ie/eli/constitution-en.html,
accessed December 14, 2017.

N.d. Public Service Pay Policy. http://www.per.gov.ie/en/public-service-pay-policy/,
accessed February 17, 2017.

Gramsci, Antonio

1992 Selections from the Prison Notebooks of Antonio Gramsci. Quintin Hoare and
Geoffrey Nowell Smith, eds. 11th edition. New York: International Publishers.

2000 The Gramsci Reader. Selective Writings 1916-1935. David Forgacs, ed. New York:
New York University Press.

120



Gupta, Akhil, and James Ferguson, eds.

1997 Discipline and Practice: “The Field” as Site, Method, and Location in
Anthropology. In Anthropological Locations. Boundaries and Grounds of Field Science
Pp. 1-46. Berkeley, Los Angeles, London: University of California Press.

Hall, Stuart
2011 Introduction: Who Needs “Identity”? In Questions of Cultural Identity. Stuart Hall
and Paul du Gay, eds. Pp. 1-17. Los Angeles: Sage.

James, Mary, and Andrew Pollard
2011 TLRP’s Ten Principles for Effective Pedagogy: Rationale, Development, Evidence,
Argument and Impact. Research Papers in Education 26(3): 275-328.

Jeffery, Laura, and Natalie Konopinski
2014 Planning Your Research Project. In Doing Anthropological Research. A Practical
Guide. Natalie Konopinski, ed. London: Routledge.

Jewett, Sarah, and Katherine Schultz

2011 Toward an Anthropology of Teachers and Teaching. In A Companion to the
Anthropology of Education. 1st edition. Bradley A. U. Levinson and Mica Pollock, eds. Pp.
425-444. Chichester, Malden: Wiley-Blackwell.

Jorgensen, Danny L.
1989 Participant Observation. Thousand Oaks, London, New Delhi: Sage.

Kanitz, Katharina, Thomas Biirger, and Jochen Wissinger

2014 Identitdtsbildung Im Zusammenhang Des Beruflichen Selbstverstandnisses von
Lehrerinnen Und Lehrern. In Jugend, Schule Und Identitat. Selbstwerdung Und
Identitatskonstruktion Im Kontext Schule. Jorg Hagedorn, ed. Pp. 727-740. Wiesbaden:
Springer Fachmedien.

Keane, Elaine, and Manuela Heinz

2015 Diversity in Initial Teacher Education in Ireland: The Socio-Demographic
Backgrounds of Postgraduate Post-Primary Entrants in 2013 and 2014. Irish
Educational Studies 34(3): 281-301.

Kiely, Lisa
2003 Teacher’s Perceptions of Teaching as a Profession. Unpublished Master’s Thesis,
University of Limerick.

Kilkelly, Ursula

2014 The State’s Duty to Protect Children from Abuse: Justice in Strasbourg in O’Keeffe
v. Ireland. Strasbourg Observers. https://strasbourgobservers.com/2014/03/13/the-
states-duty-to-protect-children-from-abuse-justice-in-strasbourg-in-okeeffe-v-
ireland/#more-2368, accessed June 25, 2017.

Killeavy, Maureen
2006 Induction: A Collective Endeavour of Learning Teaching and Leading. Theory Into
Practice 45(2): 168-176.

121



Killeavy, Maureen, and Anne Moloney

2009 The Role of Induction and Mentors in Supporting Newly Qualified Teachers. In
Education in Ireland: Challenge and Change. Sheelagh Drudy, ed. Dublin: Gill and
Macmillan.

Kirby, Peadar, Luke Gibbons, and Michael Cronin
2002 Reinventing Ireland: Culture, Society, and the Global Economy. Contemporary
Irish Studies. London: Pluto Press.

Kirby, Peadar, and Mary P. Murphy
2011 Towards a Second Republic: Irish Politics After the Celtic Tiger. London: Pluto
Press.

Labour Relations Commission
2013 Public Service Stability Agreement 2013-2016. http://www.per.gov.ie/wp-
content/uploads/Haddington-Road-Agreement.pdf, accessed February 17, 2017.

Lacan, Jacques

1977 Ecrits: A Selection. New York: Norton.

1988 The Seminar of Jacques Lacan, Book 1: Freud’s Papers on Technique, 1953-1954.
Jacques-Allain Miller, ed. New York: Norton.

Lazar, Sian, and Monique Nuijten
2013 Citizenship, the Self, and Political Agency. Critique of Anthropology 33(1): 3-7.

Levine, Robert A.
2007 Ethnographic Studies of Childhood: A Historical Overview. American
Anthropologist, New Series 109(2): 247-260.

Levinson, Bradley A. U.

2011 Toward an Anthropology of (Democratic) Citizenship Education. In A Companion
to the Anthropology of Education. 1st edition. Bradley A. U. Levinson and Mica Pollock,
eds. Pp. 279-298. Chichester, Malden: Wiley-Blackwell.

Levinson, Bradley A. U., and Mica Pollock, eds.
2011 Introduction. In A Companion to the Anthropology of Education. 1st edition. Pp.
1-8. Chichester, Malden: Wiley-Blackwell.

Lolich, Luciana

2011 ..And the Market Created the Student to Its Image and Likening. Neo-Liberal
Governmentality and Its Effect on Higher Education in Ireland. Irish Educational Studies
30(2): 271-284.

Lowenhaupt Tsing, Anna
2015 The Mushroom at the End of the World. On the Possibility of Life in Capitalist
Ruins. Princeton, Oxford: Princeton University Press.

Lynch, Kathleen
122



1989 The Hidden Curriculum: Reproduction in Education, a Reappraisal. London, New
York, Philadelphia: The Falmer Press.

Mac Mahon, Brendan
2014 Making the Invisible Visible: Disciplinary Literacy in Secondary School
Classrooms. Irish Educational Studies 33(1): 21-36.

Marcus, George E.

1986 Contemporary Problems of Ethnography in the Modern World System. In Writing
Culture: The Poetics and Politics of Ethnography. James Clifford and George E. Marcus,
eds. Pp. 165-193. Berkeley, Los Angeles: University of California Press.

Marshall, Thomas Humphrey
1950 Citizenship and Social Class and Other Essays. Cambridge: Cambridge University
Press.

Maynooth University

2016 Postgraduate Courses 2016/17 EU & International Tuition Fee Schedule.
https://www.maynoothuniversity.ie/sites/default/files/assets/document/16.17
Postgraduate EU %26 International Fees List (19.8.16)_0.pdf, accessed May 9, 2017.

Mayring, Philipp

2002 Einfiihrung in Die Qualitative Sozialforschung. Eine Anleitung Zu Qualitativem
Denken. Jiirgen Oelkers and Klaus Hurrelmann, eds. 5th edition. Beltz Studium.
Weinheim, Basel: Beltz.

2010 Qualitative Inhaltsanalyse. Grundlagen Und Techniken. 11st edition. Weinheim,
Basel: Beltz.

McNicol Jardine, Gail
2005 Foucault & Education. New York: Peter Lang Publishing.

Mead, Margaret
1942 An Anthropologist Looks at the Teacher’s Role. Educational Method 21: 219-223.
1951 The School in American Culture. Cambridge: Harvard University Press.

Mifiana Blasco, Carlos, and Carolina Arango Vargas

2011 Educational Policy, Anthropology, and the State. In A Companion to the
Anthropology of Education. 1st edition. Bradley A. U. Levinson and Mica Pollock, eds. Pp.
368-387. Chichester, Malden: Wiley-Blackwell.

NCCA

2005 Civic Social and Political Education. Junior Certificate. Guidelines For Teachers.
The Stationary Office. https://www.education.ie/en/Schools-
Colleges/Information/Curriculum-and-Syllabus/Junior-Cycle-/Syllabuses-
Guidelines/jc_cspe_guide.pdf, accessed February 25, 2017.

2008 NCCA: 20 Years a-Growing. Info@ncca. Supporting Teaching and Learning 8: 5-7.
2014 Key Skills of Junior Cycle.
http://www.juniorcycle.ie/NCCA_JuniorCycle/media/NCCA/Documents/Key/Key_Skills
_2014.pdf, accessed June 30, 2017.

123



2016aCouncil NCCA - National Council for Curriculum and Assessment.
http://ncca.ie/en/About_Us/Council/, accessed April 30, 2017.

2016b About NCCA - National Council for Curriculum and Assessment.
http://ncca.ie/en/About_Us/, accessed May 26, 2016.

2016cShort Course. Civic, Social & Political Education. A Citizenship Course.
Specification for Junior Cycle. Department of Education and Skills.
http://www.curriculumonline.ie/getmedia/4370bb23-00a0-4a72-8463-
d935065de268/NCCA-JC-Short-Course-CSPE.pdf, accessed February 26, 2017.

2017 Short Courses. http://www.juniorcycle.ie/Curriculum/Short-Courses, accessed
February 16, 2017.

N.d. Junior Cycle Wellbeing Guidelines. NCCA.
http://www.juniorcycle.ie/NCCA_JuniorCycle/media/NCCA/Curriculum/Wellbeing/We
llbeing-Guidelines-for-Junior-Cycle.pdf, accessed February 26, 2017.

Neveu, Catherine

2005 Discussion: Anthropology and Citizenship. Social Anthropology 13(2): 199-202.
2008 Introduction: Citizenship. Anthropologica 50(2): 295-301.

2013 Sites of Citizenship, Politics of Scale. In Democracy, Citizenship, and
Constitutionalism: Multilevel Citizenship Pp. 203-212. Philadelphia: University of
Pennsylvania Press.

Novak, William ].
2015 Beyond Max Weber: The Need for a Democratic (Not Aristocratic) Theory of the
Modern State. The Tocqueville Review 36(1): 43-91.

O’Brian, Carl

2016 Just Six of 350 Cases of Alleged School Abuse Settled under State Scheme. Louise
0’Keeffe Accuses State of Trying to Minimise Its Legal Responsibilities. The Irish Times,
January 25. https://www.irishtimes.com/news/education/just-six-of-350-cases-of-
alleged-school-abuse-settled-under-state-scheme-1.2508871, accessed June 25, 2017.

O’Connor, Muiris
2014 Investment in Edification: Reflections on Irish Education Policy since
Independence. Irish Educational Studies 33(2): 193-212.

Oireachtas

1998 Education Act, 1998.
http://www.oireachtas.ie/documents/bills28/acts/1998/a5198.pdf, accessed October
13, 2016.

2013 Education and Training Boards Act 2013.
http://www.irishstatutebook.ie/eli/2013/act/11/enacted/en/pdf, accessed October
29, 2016.

Ong, Aihwa

1996 Cultural Citizenship as Subject-Making: Immigrants Negotiate Racial and Cultural
Boundaries in the United States. Current Anthropology 37(5): 737-762.

2005 (Re)Articultions of Citizenship. Political Science and Politics 38(4): 697-699.
2006 Mutations in Citizenship. Theory, Culture & Society 23(2-3): 499-505.

124



Parazzoli, Maura Rosa
2013 Three Miles Apart ... and Beyond: School Inequalities in Dublin 15. National
University of Ireland Maynooth.

Plutarch
1927 On Listening to Lectures. In Moralia. Frank Cole Babbitt, tran. Pp. 201-259. Loeb
Classical Library. Harvard University Press.

Pole, Chrisopher, and Marlene Morrison
2003 Ethnography for Education. Doing Qualitative Research in Educational Settings.
Buckingham: Open University Press.

Postgraduate Applications Centre CLG

2017aPostgraduate Applications Centre CLG.
http://www.pac.ie/faq.php?inst=pe&sub_type=, accessed May 1, 2017.

2017b Professional Master of Education (NUI) Points - Scoring System - 2017
Entry. http://www.pac.ie/pmeinfo/PointsCalc.php?inst=pe&sub_type=, accessed May 9,
2017.

Print, Murray, Susanne @rnstrgm, and Henrik Skovgaard Nielsen
2002 Education for Democratic Processes in Schools and Classrooms. European Journal
of Education 37(2): 193-210.

Raftery, Deirdre

2014 The Legacy of Legislation and the Pragmatics of Policy: Historical Perspectives on
Schooling for Irish Children. In Educating Ireland. Schooling and Social Change, 1700-
2000. Deirdre Raftery and Karin Fischer, eds. Pp. 9-23. Sallins: Irish Academic Press.

Razfar, Aria
2012 Narrating Beliefs: A Language Ideologies Approach to Teachers Beliefs.
Anthropology and Education Quarterly 43(1): 61-81.

Rees, Nicholas, Brid Quinn, and Bernadette Connaughton
2009 Ireland and the European Union. In Europeanisation and New Patterns of
Governance in Ireland. Manchester: Manchester University Press.

Riesenberg, Peter N.
1992 Citizenship in the Western Tradition: Plato to Rousseau. Chapel Hill, London:
University of North Carolina Press.

Robben, Antonius C. G. M., and Jeffrey A. Sluka

2007 Fieldwork in Cultural Anthropology: An Introduction. In Ethnographic Fieldwork.
An Anthropological Reader. Antonius C. G. M. Robben and Jeffrey A. Sluka, eds. Pp. 1-28.
Malden, Oxford, Carlton: Blackwell.

Roberts, Joan L.

1976 Introduction. In The Anthropology of Education. Joan I. Roberts and Sherrie K.
Akinsanya, eds. Pp. 1-20. New York: David McKay Company.

125



Rose, Nikolas
2007 The Politics of Life Itself. Biomedicine, Power, and Subjectivity in the Twenty-
First Century. Princeton, Oxford: Princeton University Press.

Sachs, Judyth
2003 The Activist Teaching Profession. Buckingham, Philadelphia: Open University
Press.

Schlehe, Judith

2003 Formen Qualitativer Ethnographischer Interviews. In Methoden Und Techniken
Der Feldforschung. Bettina Beer, ed. Pp. 71-93. Ethnologische Paperbacks. Berlin:
Reimer.

Shore, Cris, and Susan Wright
1999 Audit Culture and Anthropology: Neo-Liberalism in British Higher Education. The
Journal of the Royal Anthropological Institute 5(4): 557-575.

Smyth, Emer, Paul Conway, Aisling Leavy, et al.
2016 Review of the Droichead Teacher Induction Pilot Programme. Executive
Summary. The Teaching Council and ESRI, eds.

Spindler, George

1982 Roger Harker and Schonhausen. From Familiar to Strange and Back Again. In
Doing the Ethnography of Schooling: Educational Anthropology in Action. Louise
Spindler and George Spindler, eds. Pp. 20-46. New York: Holt, Rinehart and Winston.
1997 Why Have Minority Groups in North America Been Disadvantaged by Their
Schools? In Education and Cultural Process: Anthropological Approaches. 3rd edition.
George Spindler, ed. Pp. 96-109. Prospect Heights: Waveland Press.

Stafford, Charles
2012 Education. Alan Barnard and Jonathan Spencer, eds. The Routledge Encyclopedia
of Social and Cultural Anthropology. New York, London: Routledge.

Teaching Council

2015alnitial Teacher Education - Teaching Council.
http://www.teachingcouncil.ie/en/Teacher-Education/Initial-Teacher-Education/,
accessed May 1, 2016.

2015b Overview of Teacher Education Provision in Ireland - Teaching Council.
http://www.teachingcouncil.ie/en/Teacher-Education/Initial-Teacher-
Education/Overview-of-Initial-Teacher-Education-in-Ireland/Overview-of-Teacher-
Education-Provision-in-Ireland.html, accessed May 1, 2017.

2015cRegistration with Conditions - Teaching Council.
http://www.teachingcouncil.ie/en/Registration/Registration-with-
Conditions/Registration-with-Conditions.html, accessed February 24, 2017.

2015d Induction - Teaching Council. http://www.teachingcouncil.ie/en/Teacher-
Education/Induction-Probation/, accessed February 24, 2017.

2015elInduction Workshop Programme - Teaching Council.
http://www.teachingcouncil.ie/en/Teacher-Education/Induction-Probation/Induction-
Workshop-Programme/Induction-Workshop-Programme.html, accessed February 24,

126



2017.

2015f Droichead - Teaching Council. http: //www.teachingcouncil.ie/en/Teacher-
Education/Droichead/, accessed February 24, 2017.

2015gCouncil Members - Teaching Council. http://teachingcouncil.ie/en/About-
Us/Structure-of-the-Council/Council-Members-/, accessed April 30, 2017.

2015h Structure of the Council - Teaching Council.
http://teachingcouncil.ie/en/About-Us/Structure-of-the-Council /, accessed April 29,
2017.

2016 Post-Qualification Professional Practice Procedures and Criteria 2016/2017.
Maynooth: Teaching Council.
http://www.teachingcouncil.ie/en/Publications/Registration /Post-qualification-
Professional-Practice-Procedures-and-Criteria-2016-2017.pdf, accessed February 24,
2017.

2017 Annual Report 2015/2016. Research, Reflective Practice, Relationships.
Maynooth: Teaching Council. http://teachingcouncil.ie/en/Publications/Annual-
Reports/Annual-Report-2015-2016.pdf, accessed April 30, 2017.

Terhart, Ewald
2013 Erziehungswissenschaft Und Lehrerbildung. Miinster, New York, Miinchen,
Berlin: Waxmann.

TUI

2015 TUI Members Accept Negotiated Junior Cycle Proposals.
http://www.tui.ie/press-releases/tui-members-accept-negotiated-junior-cycle-
proposals-.7523.html, accessed May 26, 2016.

TUI, ASTI, and DES

2015 Junior Cycle Reform. Joint Statement on Principles and Implementation.
www.juniorcycle.ie/NCCA_JuniorCycle/media/NCCA/BannerImages/2014 /Junior_Cycle
_Joint_Statement_Principles_and_Implementation_22May2015_Final.pdf, accessed June
30,2017.

Turner, Victor
1969 The Ritual Process. London: Routledge & Kegan Paul.

UCD
2014 Fees and Grants Office - Graduate Fees.
http://www.ucd.ie/registry/adminservices/fees/2013/, accessed May 9, 2017.

Weber, Max
2008 Max Weber’s Complete Writings on Academic and Political Vocations. John
Dreijmanis, ed. New York: Algora Pub.

Werbner, Pnina

1998 Exoticising Citizenship: Anthropology and the New Citizenship Debate. Canberra
Anthropology 21(2): 1-27.

127



Willis, Paul E.
1977 Learning to Labour: How Working Class Kids Get Working Class Jobs.
Farnborough: Saxon House.

128



Appendix

I. List of Formal Interviews

* ASTI
2016 Personal qualitative interview, Mareike Scherer. Dublin, February 5, 2016.

* Catriona
2016a Personal qualitative interview, Mareike Scherer. Dublin, April 19, 2016.
2016b Personal qualitative follow-up interview, Mareike Scherer. Maynooth, May 26,
2016.

* Cormac
2016 Personal qualitative interview, Mareike Scherer. Maynooth, May 17, 2016.

* Josh
2016a Personal qualitative interview, Mareike Scherer. Maynooth, May 5, 2016.
2016b Personal qualitative follow-up interview, Mareike Scherer. Maynooth, May 18,
2016.

* TUI
2016 Personal qualitative interview, Mareike Scherer. Dublin, January 25, 2016.

II. List of Formal POs

* Josh
2016a Participant observation, school, Mareike Scherer. N.p., March 7, 2016.
2016b Participant observation, school, Mareike Scherer. N.p., April 8, 2016.
2016c¢ Participant observation, school, Mareike Scherer. N.p., April 22, 2016.
2016d Participant observation, school, Mareike Scherer. N.p., April 25, 2016.
* Catriona
2016a Participant observation, school, Mareike Scherer. N.p., March 10, 2016.
2016b Participant observation, school, Mareike Scherer. N.p., March 11, 2016.
2016c¢ Participant observation, school, Mareike Scherer. N.p., April 15, 2016.
2016d Participant observation, school, Mareike Scherer. N.p., April 19, 2016.
2016e Participant observation, school, Mareike Scherer. N.p., April 28, 2016.
* Cormac
2016a Participant observation, NUIM CSPE seminar, Mareike Scherer. Mayooth, April 21,
2016.
2016b Participant observation, NUIM CSPE seminar, Mareike Scherer. Mayooth, May 5,
2016.
* History of Education
2016 Participant observation, NUIM lecture, Mareike Scherer. Maynooth, April 5, 2016.
* Philosophy
2016a Participant observation, NUIM lecture, Mareike Scherer. Maynooth, March 2, 2016.
2016b Participant observation, NUIM lecture, Mareike Scherer. Maynooth, March 9, 2016.
* Psychology
2016a Participant observation, NUIM lecture, Mareike Scherer. Maynooth, April 14, 2016.
2016b Participant observation, NUIM lecture, Mareike Scherer. Maynooth, April 21, 2016.
* Special Educational Needs
2016 Participant observation, NUIM lecture, Mareike Scherer. Maynooth, April 5, 2016.
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III. List of Media Review by Newspaper and Month

Jpd-sprdnd

Jopuadsuen j1oddns 03 surojrun

PUE S12[10} [BIINOU JOPUSST dARY
0} PASIAPE SJOOYIS™ 6Z10910T “+

Jpd-¢eapt poos

© )1 S] "POSLAIOUI 9q 0] 1S ST o5e
SurAea[-jooyos oYL, 8T10910T '€

Jpd-jooyos ojur wayy

123 03 pJIyo © asndeq 01 Suiaey

uo y3ipods oy Ind sey sowr ],
JI0X MON QYL TTI0910T T

Jpd-areunorayy,

. UOT30Q[0 [BIOUSST 010JOq YIS
01198 SIOYOBIL, ST10910T I

Jpd-aourwexy ysuy | uorssoidap

Jo swoydwAs jueodrjrudis Juikerdsip,
URIP[IYO S)UBJUT IOTUN[ 6TTO9T0T 9

Jpd-iourtexy ysuy | poxe o[nI
[00Yos UoI3I[a1 O1eYoIY, 6Z10910T 'S

Jpd-rourwexyg

ysu | 319D Joruny 13yye yno Surddoip

juaAd1d 01 95 J9ABI[ [00YDIS OSBAIOUL
0 sue[d JUOWUIOAOD) 87109107 '+

Jpd-iourwexs ysuy | s1oyoed)

[00Yos 103 SSULIBAY OB} O} SSAUIIJ
10y suerd oy skefod 61109107 '€

Jpd-rourwexyg

USLI] | 9)L1Is ABp-ou0 P[OY 0} SIAYOL}
[00y2s A1epuosds” S1109107 T

Jpd-1ourwexy ysuy | pasndeq

2q 03 spidnd 103 posu oy} uOpULRqE 03
S[00U0S SJUeM [IB] BUURL] $110910C I

- S[OOY9S WO} §9 [Ny SUIAOWAL

y1oddns | pue 10A91]9q snoidpre We [ 02109107 C1
Jpd-arjuopuadapuy - oz 1snl

0} 9ZIS SSB[O 90NPAI 0) SMOA INOQeT $110910C 11
Jpd-arjuopuadopuy - Aep
© 10J S939[[00 [OAQ]-PIIY) PUL S[OOYIS [OAJ[-PUOIAS

9SO[0 P[NOJ UONOR LIS SIAYILIT, G110910C 01
Jpd-arjuopuadapuy
- uoI3I[a1 30U ‘A}I[BOO] UO Paseq 9q [[IM

[Te,] BUUEL] IOPUN SUOISSIWIPE [00Y9S STT09T0T 6
Jpd-arjuopuadopuy - moy

ue 73 103 91eop(Iyo sestwold moqeT 1109107 8
Jpd-orjuopuadopuf - onsst UONI[d UL SUOISSIWIPE

[ootos ayew 0) Sutod a1k am AYM €110910C 'L
Jpd-arjuopuadopuy - wooq sqof seasiaAo

Ul S[0OY9S 1IN0 SIY AFBIIOYS YL €110910C 9
Jpd-arjuopuadopuy - s1oyoed)

ysLI Suowe S[[BYs SuIp[ing st 080T €110910C S
Jpd-orjuopuadopuy - suonowoid uo ueq 19A0

uonoe LIS U0 JO[[eq 0 SIOYOLd] 1109107 '+
Jpd-arjuspuadopu] - 9indsip [euIUI YIm S[eIp

LSV S SWwoo[ 1190 Jorunf 100-0M1, 90109107 '€
Jpd-arjuopuadopuy - s1oyoed)

uren djoy 03 aneay ] £0qqy pue LA 9010910C T
Jpd-orjuopuadopuy - suondooxd a1e o190y} Inq

- suonMNSUI Jo 10[ B 10§ [ENA SLYSHT 90109107 1

Jpd-jooyos 03 3snlpe uaIp[Iyo Spadu

[eroads djoy 03 wre saurPpIND 67109107 6
Jpd-paysrjoqe sjooyos Arewid ur

sosse[d uordijar Surspuoud o[y 82109107 'S
Jpd-3uryoeo) snoigjaz ssof 10j 10ddns

smoys sjedrourid jo £oAng /710910 L
Jpd-A1muad sz oy ojur

sdiyseonuaidde [ney o3 uejd oy 97109102 9
Jpd-owoyos 91e)g Iopun pI)as asnqe [00Yds

PoBo[[e JO SaSBD ()GE JO XIS 1SN GTT0910T 'S
Jpd-o1eqop 93eUONRd

[00Y0s oy} 0} JoMSUR 3} SIY) S| 61109107 'F
Jpd-wnpuarogar oory Aew S|OOYOS

Aq uopeUIWLIOSIP SNOISIY S110910C '€
Jpd-iJooyos Aw 0} ,uOHNQLIIUOD ATBJUN]OA,

© OYBUI 0} OARY [ O -UBLIG SV ZI10910T T
Jpd-3urA[ngroqAo paga[e ;noqe

urejdwos uorun 1oyoes) 1e JJeIs 90109107 I

[euanof a3y,

Jauiwexy YsLI|

yuapuadapuy ysLI|

sawIL L, YSLI

9107 A1enue|

Jpd-uondo oy pey Kot g1
PIIYo 113y} 10§ [00YIS UBHSLIYD)
© 9S00U0 j0u p[nom syudred

Jo jreyisow|y 01zIS10T 1

Jpd-rourexyg

ysu | sajeas Aed 1oyoeo)

UO JIWWOD 0) SASNJAI UBAI[NS O
e[ IO)SIUTA UONBINPH 67TISTOT T

Jpd-1ourwexy ysuy

| woneonpa Arewnid ur uoi3ra1 jnoqe
o[ni [eadar 0} INSIUIAL 60ZISI0T 1

Jpd-arjuopuadapuy - 9599[yOJA SALS ‘S[00TIS U0
du3 s,;yoanyo aoedor jsnw wisyeIn|d [€21S107 €
Jpd-arjuopuadopuy - sjootos
yprej-uou 01 dsrword 03 MOqeT 0ETISIOT T
Jpd-orjuopuadopuy - ;,£191009
pue sonIod, 102fqns 1100 SUIABST MU o)
Padu oM op AU -pedy APOIM UL HITISIOT I

Jpd-3uimoi3d st Aipenba

[00Ys 10y puewrd( -SISA[euy 8TTISTOT b
Jpd 910 ut uoneonpa

[SLI] 9JeUIOP 0) SANSST UdZOP V S1ZISTI0T '€
Jpd-sajonb

ur 1eak 9y -G1(Z Wl uoneonpy S1zIS10T T
Jpd-1eok peq

‘180K poon) -G (g ut uoneonpy SIZIS10T I

[ewanof ay,

Jourtwexy YsLi

jJuapuadapuj ysrLiy

SouIL ], YSLI]

9107 Iaquada(g

130



Jpd- sarorjod suoisstwpe
KIOyeurwLIosIp, ,S[00yos
Snor3I[aI uo Jno puejaI]

Pa[[Bd SBY N YL $0T0910T I

Jpd-aourwexy ysug
| 5993 19A9]-pa1y) Suronpomnul no NI
0} SOSNJAI UBAI[INS, O W[ L1T0910T

Jpd-ourwrexyg

ysLI | 911s ,s10yoed) soroxdde
uorun se 9so0[d 03 SooYdS 80709102
Jpd-ourexyg

USLI[ | SJOOYSs Ul BLIOLIO

SNOISI[AI PUg -NN S0T0910T
Jpdriourwrexyq ysuy | s104oIeasal
pue $191n399] SULIS ABS Jnd dnjea
onuouo0s9, $A32[[0) #070910T
Jpd-ourwrexyg

US| q[eM 9[6] S1oeud

-1 [00Y0S JILIdWIT 70TO9 10T
Jpd-rourexyg

ysuy | A&39100s pue sonrjod Apnys

03 srdnd 1107 SuraeaT 7070910T

'l

Jpd-arjuopuadopuy - spunoi3

SNOI31[1 U0 UAIP[IYD Jsurese UOBUIWLIOSIP

PUS 0} JUSWUIDAOD) UO S[[ed Apoq NN $#070910T
Jpd-aryuspuadopuy - sjooyos

0$€ UMOp INYS P[NOd SIS SIOYILL $0TO9 0T
Jpd-aryuspuadopuy

- [puow Sy} S|o0Y9s AIBpu0dds

$,A1UN0d JO Jley 10§ JeaI) LIS €0T0910T
Jpd-aryuspuadopuy

- OYLIS uo 03 $939[]09 AF0o[ouda ], JO MIISU]
se ,oul] A119A0d uo JUIAI] $10IN309T, €£020910T
Jpd-aryuspuadopuy - 0d4y 10yp0 Aue

Se QAISN[oUl Sk dIe S[O0YDS dI[oyIe)), £0Z20910T
Jpd-aryuspuadopuy - 1100 SuraeaT oy} uo 309[qns
MIU € 9q 0} K)2100g puk sONI[0d 70T0910T
Jpd-aryuspuadopuy

- ,S[0OYOS YSLI] Ul JsureSe pajeurwiLIosIp,

SOWoY SNOIFI[RI-UOU WOy UAIPIIYD [0Z0910T

1

Jpd-A3010uy99) JO SOIMIISUL JB SALIS
J10INJOJY AIOW JO suIem [N1 £020910T
Jpd-oyns s1o1m00] se doys ASojouroe)

Jo saymnsut e sasse[) €070910T
Jpd-morrowo}

Sunys w1 Aypy -ueprsard [NL 20T0910T
Jpd-a31] [0OYDS 03 J1E)S papunjIApuUN

oY) -uI0u0d A1eWLld 20209107
Jpdrioquieydog wory ur owod

01 300[qns Kjo100g pue sonIod 70Z0910T
Jpd-uoneonps Surdueyo

aIe 1ey) sar5o[outoe) Y31 £0T0910T
Jpd-sjooyos ur jsaIun [ernsnpur

ysoxy yjreds Aewr suonow [LSV $TT0910T
Jpdrsyrer [nySuruedw, oYM ONLI)S
Areniqaq Aep-ouo sue[d [NL S0Z0910T
Jpd-owrayos uLo[ JUAPNIS [OA[-PIIY}
oonponut 0} suefd [oeD aurg ¢0z0910T

K4

1

[ewrnof ayL,

Jaururexy YsLif

jyuapuadapu] ysii|

souILL, YSLI]

9107 A1eniqag

Jpd-orjuopuadopu] - [9A9] paIY} O} SJUIPNIS

1093s 01 sjooyos uo amssald sa[qel [€10910T
Jpd-aryuspuadopuy

- spidnd 1opuoSsuen) 10 s30[10} pue

swIojIun uo saurjapins 393 sjooyds 6210910T
Jpd-arjuspuadopuy - sjooyos Arewrrid 10y ot
uoI131]21 p[o-183A- G sde1ds IS 6210910C
Jpd-aryuspuadopuy

- Sureq-[jom [BUOTIOW SIUIPNIS

INo JOJ 9185 9I0W OP 0} pAdu oM AYM 8Z10910T
Jpd-aruapuadapuy - S[[I3s 1500q

0) QALIp Ul 9sL1 0} a3 SuIAB[-[00YIS 8Z10910C
Jpd-oryuapuadopuy - pasodoid sueoj Judapnis se
JUOWIUIOAOST JXaU 0] BWW[IPp Suipund Sz10910T
Jpd-orjuspuadopu] - wLIOJAI 1100 JOTUN[ I9AO
LSV yia aurf suapiey juounteds Sz10910T
Jpd-aryuspuadopuy - syuox Juista

0} PAYUI] 19YOBI) JO $SO] FULOR) [00YIS ZZ10910T
Jpd-aryuspuadopuy

0¢

61

81

L1

91

<l

4!

€l

131



Jpd- 1o5ord  woiy owoo Jpd-iourexyg 939][[00 2I0USI [[IM JUSWUIAOD) 80€0910C 9 uonoe [eLysnpul syoeq OLNI 01€09102 L
3,USQ0P JBY) POOJ INOQE UIPTIYO ysuy | syno jyers Aq pojoedur Jpd-arjuspuadopuy - sorourdRA SUIYORI) [9AI] Jpd-a1030q 10A3U sk amssard
2)EONP3 0) PRAU M, STE€0910T '+ I[edY [BIUOW JUIPIIS™ €2€0910T 'S -puodas awos 10§ suonedtdde oN, " $0£0910C S Iapun 10}09s uoNeINpa YSIH 01€0910T "9

Jpd-unqng Jpd-iourexy Jpd-arjuspuadapu] - wrojar Jpd-sooeld 9397100 B1IXD 10J Aed
ur sjooyos Arewrid mou ysuy | A1zom S1q S195eU99) D[ 10} sAep ¢ 10J 9SO[0 0] S[OOYIS™ €0€0910C ¥ | 03 Su103 s,oypy -LouooN uerlg 01€09102 S
do1y) uni 03 Ajdde 0y puejary SI [00ys Jo omssald #1€09107 v Jpd-arjuspuadopuy Jpd'S[oAQ] SSOMS POONPAT SUIMOYS WAYDS
S[00YDS IB[NI3S +1€0910C '€ Jpd-iourwexd ysuj | uorun - swed) J1oddns pasu sjedrourid SurIojuow uI S1I9YJLd) MON €0€0910C ¥
Jpd-oreuinofayy, - Aempen ueadoinyg ay) jo aen3ue] uriom [00YDS [9A[-PUOIAS PAPROMIIAQ 20E0910T '€ Jpd-synsas syjews ur 3s9q S pliom
1NN 10J papuowodal sejonb [INJ © 9wo029q 0} 318D 60€0910C '€ Jpd-arjuspuadopuy - noA 10§ s3oalqns puIyaq [[om sjuapnys ysu 009102 €
10puad A1o1epueiN #1€09107 ¢ | Jpd-iourwexy ysuy | Surk[ng 10q4o, 119D SuraeaT 3L oy SuIsooyD 009107 ‘T Jpd-wopqoad Ked 1o1-om3 oy
Jpd-sieak 1y3io 103 suonoword ym 3urfeap jou s[ooyds L0€09107 T Jpd-orjuspuadopuy -s19yoed) Sunok 10y Anunod oN' [0€0910C T
Pey 1, UdARY SIOYORY] Jpd-rourwexy ysuy | pajojreq - UOSS9[ A10)S1Y] B UBY) IOW ST 9] 6] Jpdsanruewuny pue sie 0} 9IAIISSIP
[ooyos Arewtid 80£0910T I 2q 0) s1oyoed) Arewilid [0€0910T I udym -Jurured] pue Suryoea) Jo My 70g0910T 1 © SO0p UOISSASqO WAl AYL [0£0910T I
[ewinof ayJ, Jourwexdy YsLij yuapuadapuy ysLig SoumIL], YSLI|
9102 Yd.IeN
Jpd-.pr1yo 1ok 105
doeld e s1 £10100S PIsI[IALD & Ul 109dXxd nok
1SB9] A, -SUOISSIUPE [004OS™ 9TZ0910T 0T
Jpd-sooerd jooyos jo o3ei0ys
ooy, 10A0 udredwed syuaied 9709102 ‘61
Jpd-uoneonpo
1OMIBWI-091) OU PISU 1, UOP dM™ €2TO910T 81
Jpd-wogox
Jpd-iourexyg Jpd-orjuopuadopuy - soyins 9[0A% Jo1un( 10J MOU QIOYA 2ZZ0910T LI
ysuy | uoneriyye snoigijol 0} SABp (9L 1SO] 10309s uonednpy 97z0910¢ +1 Jpd-sjuopnis [0A[-paIY) 10] S99J JuISLI
JO Sso[pJeSal uonEeo0] Uo SUOISSIWpE Jpd-arjuopuadopuy - sinoy Sur[osunos doueprng N0 911 0} SAUI[OIP IN0qeT £120910C 91
[00yds aseq 01 Y21y 62209107 11 BI)X0 UO JAAI[AP Isnu s[edoutld §7z0910Z “€1 Jpd-e1sar] pI0, ® JO 1S0D AU} UBL[) SSI] I0J
Jpd-iourexyg Jpd-erjuopuadopuy - oFen3ue ueadoinyg ynoyim 90130p © quIgew] -sueo[ JUAPNS 91209107 'SI
USUI] | SIOJJNS 9INJONIISLIJUl S8 SOXE) S90101]0 JoMd] -939[[09 0} FuI0D) 6ZZ0910T Tl Jpd-ssed swexos 1100 Jo1un( ul 9,07
Sumno jsurede surem g £720910C 01 Jpd-arjuopuadopuy 198 oYM SJUdPMIS IS 03 SWI0Y 9120910T “+1
Jpd-iourwexy ysuy | poN - UOIJOJ[Q I9YJk [N SAJJ 9F9[[0D Jpd-w1oja1 9[0Ad Jo1Un( WOIJ J1JOUSQ AWOS
ul 11039 ueLIejIuBRWNY UIof 03 9ABI| uo uonsod [B9AdI J,UOM INOQRT £120910C ‘11 Aquo sueow uonisoddo [1SV 9120910 €1
soye} [edrourtd [00Y9S 97209102 6 Jpd-arjuopuadopuy - swexa ssed [[1m 9[o£d Jpd- Sunyeaiq jo yurtod ay) 03 passans, Suroq
Jpd-iourwexy ysuy | [ooyos puane Jorunf mau ur od(z 398 oym SJudpMIS 9170910 01 | JO Io3uep ur waISAS [QAJ[-PIYL 80209107 ‘T1
0} 9[33nms sIs1IO Juisnoy 0) anp Jpd-arjuopuadopuy Jpd-Apoq
s[o30y Ul SUIAI] URIP[IYD) €220910C '8 - ¢ A1enIqo,{ UO S[00YS [9AJ[-PUODIS s110dx9 sAes ‘[oA9] paIy) je pasmbal
Jpd-iourwexy ysuy | s3s00 Surdins Ul poudIBAIY} LS JJO S[[BI [NL Z1Z0910Z 6 Apuadin, owoyos ueo[ JUIPMIS 80209107 11
911dsop $99J [9AJ[-PIIY) 9Zd91J Jpd-orjuopuadopuy - 951000 Jpd-oreqop
0y sastwioxd [1g BUURL] (0ZT0910T 'L | Surpod mou yym sdiiS 0) 308 s1oqoea] 80709107 '8 | wHOjIun [00yds oy SunInys oN 8070910 01

132



Jpd-uorun sKes ‘Furyoes)
woij Aeme sojenpeld SulALIp
st Aed [enbaun 87€0910T
Jpd-sjuopmnys 10j 310ddns
)[BaY [B)USW PAUTULIdPUN
sey Ajudisne Aes syediound
Jo Quolew 1seA” $7€0910T
Jpd-Aeq uoneweooig

S} SYIRW PUB[I] SB SWEBAIP
pue sodoy] 11o1) A1BYS UIP[IYD
-sojoyd Mo G1£0910C

ysuy | s1oyoeo) swn-jred
Sursnuond 10A0 SUtIB A\ [€€0910C
Jpd-iourwexy ysuy

| 91945 JotuUn( Ur SjUSPNYS UMO 1Y}
$SOSSB ], UOM SIOUOBI] [€€0910T
Jpd-ourexyq

USLI] | A0I JOAO UONJE [BLISnPUL
JOJSII 1B S]OOYDS ™ T€€0910T
Jpd-rourexy

ysu | jooyos Arewnid wen

wolj padims, s92In0sAY [€€0910T
Jpd-iourwexy ysuy | sIealre y883
‘qof 01 paInud 19Y2LIT, OEE0910T
Jpd-iourexyg

ySUI | sSuruiea ur (0Q‘gza 19A0 U0
N0 150 1oY9e3) PaLIEN) EE0910T
Jpd-iourwexd ysuy | soae[s £o[[e3
|, Al SI19YIBA) MAN 0£€0910T
Jpd-aourwexy ysuy | 10ISIUIA
uoryeonpd [[9} s1oyoed) ‘ueld wIojox
U0 9J10A INO 0} UASIT 0€€0910T
Jpd-iourwexy ysuy

| [AI0ISIY UI 2)B)S ISIOM UL, IOIAIDS
Surqesunod oduepmn 0££0910T
Jpd-iourwexy ysuy

| ;so183 [00U0s opIsIno, puo Aew
Ked 1enbs 103 spuewo@ 0£€0910T
Jpd-ourexyq

USUI] | uoneonps suLey sIdyoed)

Ioj smoy enxd -[LSV 0€£0910T
Jpd-ourexyq

Usu] | s104yoed) mou 10} Aed uo uorjoe
0BG SIOQUIDW [LSV 0£€0910T
Jpd-iourexqg

ysuy | 1oyoed) 03 pa1ojjo

wns oFe31ow sem 693 0€€0910T
Jpd-iourwexy ysuy | juax Aed

01 9]qeun oIk s19Yded) pred-1omof
skes juopisaxd 1 627€0910T
Jpd-ourwexy ysuy | uoneonpo ut
anss1 3s9331q SIZIS SSB[D 67£0910T

0¢

61

81

L1

91

Sl

4!

el

k!

!

01

JO 10991J9 21Ip FUId3S SIAYOBIL, 62€0910T
Jpd-orjuspuadopuy - uorssojord 1oy Jurkonsap
are so[eods Aed J1jds urem pue uonoe [erysnpur
10J 9JOA SIYOEBI) [00YIS ATBPUOIAS~ 67€09T10T
Jpd-orjuspuadopuy - uonoe

oy1s Joquidldog pouueld jo peaye Qwoy SWOd
SMO0D AU} [Hun Y[e) 0} SUI[[IM, [LSY 62£0910T
Jpd-arjuspuadopuy - Surpod ur Suoss[

QAIS UBD OYM JOSRUI) YSHT YL 82€0910T
Jpd-orjuspuadopuy - $9sIN09 Jururel} I9YOE)

JO 10 pazaanbs sarenpeId INHLS 82€0910T
Jpd-arjuspuadopuy

- Keme Quo3 3,udA®RY [[13S SANSSI INq ‘WY Y}

1B 19)sTUTW ON -AJ[oUUO(] SULIOYIEY 8TE0910T
Jpd-orjuspuadopug

- s10yoe9) Jo A[ddns ur swoo| SIS 87€0910T
Jpd-arjuspuadopuy - syuopnis 1190 SuIALY | 10J
Kem o) uo A[reurj 9ouarog 1Indwo) 87€0910T
Jpd-arjuspuadopuy - syuopms

03 pre [edy [Eyuow Suniny sind JJels~ €7€0910T
Jpd-orjuspuadopuy - 310D

Jorung I9A0 LIS U0 03 01 SIYIBIL " L1€0910T
Jpd-arjuspuadopuy - swexs 1120 Jorun( 9[A1s-mau
JIOAO JeQIY) YIS ABP-9UO Ul SIQYOBI ] L1€0910T
Jpd-orjuspuadopu] - w0§a1 119D Joruny

0} uonisoddo ur sJooyds AIepuodas ur sayLIs
Kep-auo o aaem Suruueld LSV 91£0910C
Jpd-arjuspuadopuy - 9s1n0o 3urpoo syidnd

19§30 03 381§ 9q 03 AqUIBIDS S|OOYIS™ H1E09T10T
Jpd-orjuspuadopuy

- SuOss9[ £103S1Y UMO JI9Y) SUNLIM ~60£0910C
Jpd-orjuspuadopuy - 9330w € p1ojje 0} 9qe
9q 1oA9u Aew | ‘a3em S,JoUde) B UQ” 60£0910T
Jpd-orjuspuadopuy

- uoneonpa [9A9[-pary) Surpuny Joj uerd asnrond
Jsnuw JuowuIdA03 103 ue[d MON~60£0910T
Jpd-arjuspuadopuy - soueping ut synd jo joedur
21031 0 pIey s -A[[PUUO( AULIEY 60£0910C
Jpd-orjuspuadopuy - yoom e (= 01 dn sejenperd
SO0 P[NOM SWAYDS SUBO[ JUIPMS~80E0910T
Jpd-arjuspuadopuy - [1xad st je Surpuny

ve

€C

cC

1<

‘0T

61

81

L1

91

Sl

vl

€l

!

T

01

Jpd-sorex

Ked JUIQJJIP 9SIONID SIAYILIL 0£€0910T
Jpd-sinoy enxo JurjIom 9sedd

0} UONOW Y0kq SIOQUIdW [T SV 0£€0910T
Jpd- 210w pred qof awes ay3 Jutop

SIOUIO 35 NOA udyM pIey s, 0€€0910T
Jpd-sarenperd

padeys-, 10w padu oM UM 62€0910T
Jpd-surem 1N, ‘sino Ked 10a0

000°00€3 950] 0} 819U} MON 67£0910T
Jpd-1oystur jxou 10j epuade jo doy oq jsnw
soreos Aed s10yoeo) SABS [LSV 62£0910T
Jpd-sdes Aed  snouroy, 1940 910A

3ok(q SIAYILBI) -OOURIJUOD [ISY 62£0910T
Jpd-jooyos Awr £q piiyo e o1 porean

we [Iq 81 W[ -ueLg sV 62£0910T
Jpd-uSredwes uwnine 10§ 9uds 39S 0)
SQJUQIOJUOD SIAYIBI ] -SISA[UY 6Z€0910T
Jpdaoys sjooyos ysLI] 9ABI]

PInoo s104dea) ay) Jo IYSI 8TE0910T
Jpd-Kyuofew poge3uasip 10A0

SISL10 $99e] dIYsIOPed] [LSV 8TE0910CT
Jpd-spidnd ojqerourna djoy 03 1opiey

31 Suew s)nd AeS SIOYILIL £7€0910T
Jpd-uoryeonpo 10§ Io)stuIl

MaU € FUIOR) SqUIOQ AW dAL TTE09L0T
Jpd-sayLns uwnmne usjealy)

SI9UOBd) [00YdS A1BPU0IdS 91€0910T
Jpd-3uriey are so30[[00 N0 MOY INS 10J
mouy AJ[euty 9 -puejog Wo I, S1£0910T
Jpd- 9ouewnioyiad 100d, 1940 sonjeuad
001} $059[[09 [2AS[-PIYL STE09T10T

Jpd-¢ eop1 poo3 e yons A[[ear Aoy

Q1B -SANISIOATUN [BOISO[OUYdd] S1€0910T
Jpd-sjooyos ur jserun [eLysnpul

ysoxy yreds Aew suonowr [NL +1€0910T
Jpd-saoua1ajuod s1oyoed)

PUOIE JOU [[IM UBAI[[NS, O VB[ TI£0910T
Jpd-poke[op oq Aew SWLIOJAI [9AJ]

-PIIY} SUBOW UONOJ[Q UTRIIAOUN) (]€0910T
Jpd-peopyiom ‘suonowoid 1940

LT

9¢

'S¢

Ve

€C

K44

¢

0¢

!

8l

L1

91

Sl

4!

el

!

!

01

133



A[renba syueaiss orjqnd Sunok
Ked 0y Kem A[UO €0¥0910T T

ysu | A19Jes 211 [00YDS 2INSUD 0}
JIpNe [eUONBU © 10§ S[[BD10¥0910C I

Jpd-orjuspuadaopuy - sennoryip a3en3ue| pue
yd2ads sey plryd e 1 peaye [[oM Ueld 90+0910T

1

Jpd-Aemren 1NN 1oJ pasodoxd
sejonb 1opuad A103epueIN +1+0910C 1

[euanof aylL,

Jaurwexy YsLI|

juapuadapuj ysLIj

SouIl L, YSHI]

9107 [dy

Jpd-ourwexyg

Jpd-orjuspuadapuy - spjiq [ooyds Aed o3 3snl sunq
a1ds1y 2011 SunjEq JO PAIN, SIOYIEIL [€£0910T
Jpd-orjuspuadopuy - yoom

Jxou ST & ur3oq 03 uonoe [emsnpuy [££09102
Jpd-arjuspuadopuy - syrodar

[00YOS Mau LM 0) SUISNJAI [LSV ™ 1££0910T
Jpd-arjuspuadopuf - sinoy

¢¢ enxo Sunytom doys o) ueld [LSY 1€£0910C
Jpd-orjuspuadopuy - [oA9]

Anua puoAoq ssar3oxd jou op USWOM, " 1££0910T
Jpd-arjuspuadopuy

- soAe[s AQ[[e3, se pajeon 3uroq

QJe SI9YOLd) Junok swie[o Jaryd [N.L 0££0910T
Jpd-orjuspuadopuy - sSOBYD Ysa1j OJUI ULIOJT J[IAD
Jorun[ o3unyd s19yoed) AIBPU0I9S~ 0E€0910T
Jpd-orjuspuadopuy

- SINOY JUSWAAITY NIed ayo1) aanonpoidun
A193nY J9AO 2SUIS UOWWOD, 10J B~ 0EE0910T
Jpd-arjuspuadopug

- IOJILIDY - ,20UQIOSUO0D [BUOIIRU

uo ure)s yrep e, 1orueq wsndeqg 0££0910T
Jpd-orjuspuadopuy

- senipenboaur Aed Jurpedde, 1040

UOOR [BLIISNIPUL 10] 3J0A $YOBq [LSV 0€€0910T
Jpd-arjuspuadopuy

- urqn(q ut yI10m [ Inq - 393 p[nod

[ 3sow dq p[nom dFeF1ouw 00 $93~ 0££0910T
Jpd-orjuspuadopuy - sassaursng ojur SOOYDS

Ino uIny 0) NoK MOJ[e 3,U0M M, 0EE09T0T
Jpd-orjuspuadopuy

- WLIIoT 0D Ul urni, Anqg 03 19y pamoj[e
93e310Ww WnWIxXew sJ19Yydoed) Sunox~62£0910¢
Jpd-orjuspuadapuy - ssoq n3of sKes ‘03 jsnw
10309s o1[qnd ur Soeds ATefes I9N-0M I 62£0910T
Jpd-orjuapuadopu] - SWOOISSE[O UI SSAUSSI[AUWIOY

‘8¢

Le

9¢

¢

ve

€

43

0¢

6C

8¢

LT

9¢

ST

Jpd-o104o 1o1un( oy pue Ayanonpoid
‘Ked 10A0 TEM 0} 03 SIOUYOEI] [€€0910T ST

134



Jpd'nND e uorsuedxs uory[Iw
0€73 dAISSeW B Fumyoeq oIe
Nd 9y} pue pueaIl 6740910T
Jpdrsyrew [oA9]

10y31y ur sopeId 19)0q Sured
aIe sjuepmIs AN 8T+0910T
Jpd-spaau [eroads yyim uaipqiyo
10} AeMm I19U} UO dIB SIOYILI)
90IN0SAI MAU 99 8THO9 10T
Jpd-jooyos

ur s309[qns Surnsardiur

1SBI] puR ISIpIeY dY) Suowe
PIIOPISU0D SLYSLIT GZH0910T
Jpd-wooisse[o

ur 1J9] JUAWAIIX

uewny, 10 A DD [[eIsur

03 [00yos [e3ou0d ¢ZH0910T
wﬁ&,_mQGON Q91J SJ99MS,

s[ooyos ysuy ayew 03 ugredweo
S}IB)S JOUMO dUYOAID) L1#0910T
Jpd-speow poo3 pue Juneay
‘uISnoy uo no SSIw udIP[IYO
YSLI[ JO PIYI-UQ #1#0910T
Jpd-owngax

uorsuad sno1oudd pud 03 s1

Jpd- rouTwrexy ysuy

| Syjew [oA9] JoYSIY 3100 SurAea|

Je S[[DYS JISeq 18 WIddU0D 6210910C
Jpd-1ourwexy ysL

| SYB9[ 1D SurAaeaT jo swire[o ,9qoid
Jouued, Apoq SWEXH 9ZH0910T
Jpd-TouTwrexq ysuy |

sonJea[[0d ueyl SS9 OQ0° L= Surures
SJUBAIDS [IAIO MIN™ CTH0910T

Jpd ourwexyg

ysuy | Juem sdnoi3 £y ayp

T\ -1sa1u() [BLISIPUL 0ZH09102
Jpd-jpd-1ourwexy ysi | spjoyasnoy
poAridop A[[eLIojewt ur 9AI] UIP[IYD
USH JO PIYL -0 +1¥0910T
Jpd 1ourwexyg

ysLI | AIOISIY UO JUB[S JUSIJIP
SJUAPMIS AAIT SIS 9161~ [1#0910C
Jpd 1ourwexyg

USHI] | T84 991 B1)X9 10] saoe[d

J0 d8E1IOYS -SAYPAI)6010910T
Jpd-1ourwexy

ysu] | Ino payni syeap Aed 10309s
orqnd jo uoneno3ausy 90+0910C
Jpd 1ourwexyg

USLI | SINOY JOAT[IP Jsnul

Koy paurem SIOY2EI H010910C
Jpd-ourwrexHd ysu | SJOOYDS

ur JI0M 0} Jorq PadI0} 9SerIredsru
Sutiagyns uawo M~ 10¥0910T
Jpd-ourwexg

ysug | Aed 100d s jje1s sysew
JISHI[R, JO0Ys 91eALd T0¥0910T
Jpd-1ouTtreXy YSLI] | SOIJISUIUT MOI
9[24o totunl se ysi1, Sqof™ [0F0910T
Jpd-1ourwexy

el

<l

01

- Ino) [enyiA uo sprdnd soye) 9[S00H (0709102
Jpd-orjuspuadopuy - own SI 919}

‘Kedo Surop are nok Kes pnom | syoouw Y} 1}je
odgg yim ou 03 SAWOO JUAPMIS € JI,-OCFO9 10T
Jpd-orjuspuadapu - s1oA®B9[

-Jooyos 10§ suondo ,ures| pue ureq,” 0z09102
Jpd-orjuspuadopuy - ueq

uorun £Jop s19yoed) NSy JO Pyl dUQ~§I1#0910C
Jpd-arjuspuadopuy - 911 03 Asejuej Suriq 01 MOy
SJUAPNIS $AYOEBI) ASIN0D -O13eUl AAOIN_ 810910C
Jpd-arjuspuadopuy - syueis 10331q 103 03
SjuUapNs J0J JAISed J1 dew 0) WI0Joy S1+09107
Jpd-orjuspuadapuy - sejonb

Topudd ur Sutiq 0} pjo} AemeD 1NN ST#0910T
Jpd-orjuspuadopuy - SUR{EW-UOISIONP UI SIUIPNIS
aAfoAur Jsnu £3y) plo) sa39[10)”S1#0910T
Jpd-arjuspuadopuy - sonsst

[e100S ABPAISAQ UO J[puey © J33 SURL #1#09107
Jpd-arjuspuadopuy - SpIepue)s JO MIIAI UL
S9Y0210 JISIA 0] s10303dsur [00ys-aId #1+0910T
Jpd-arjuspuadopuy - own Sse[o 9y} A[qnop

SPaaU syIe [9A9] JoyS1y 110D SuIAedT #1+09107
jpd-arjuspuadopu - suonsanb

ISNS UOWWOD WOS 0} SIIMSUY 109107
Jpd-arjuspuadopuy - jurod

SISLIO, Je sjudunIedap [9A9-PINYL T I+0910T
Jpd-arjuapuadapuy - sjrodar umo

30 11ed 9)1Im 03 SIUAPNIS I[OAD I01UN[~Z1+0910T
Jpd-arjuspuadopuy - owoy Je syuared

£q 1ySne) mou uaIp[Iyd YsU A0 O1#0910T
Jpd-orjuspuadopuy - uorssar3oid 109180 JO 9oURYD
SI9UOLJ] JunoL saIudp ueq suonowold 8009102
jpd-orjuspuadopuy - oM e SINOY udAds Isnf uo
Aq Sur33nmns w,[ Inq ‘SINSBIA ® 9A, ] 8070910C
Jpd-arjuspuadopuy

- 9JeolnIa) SUIABST PO PaIl} Ay} QUILIEXD

-1 0) o s ) -A0I1u0)) 21pIed” 8009107
jpd-orjuspuadopuy - suonjeorjdde

Juers 1oy uado mou ST ISNS™90+0910T
Jpd-orjuspuadopuy - sjooyos

ur sjuapn)s Jopudgdsuen Suntoddn§~ 9009102

'1c

‘0C

‘6l

81

L1

91

Sl

4!

€l

<l

TI

(0]

ur ojox Koy Aeyd saymgsur $z0910T
Jpd-son3ea[0o 10J 10400 op1aoid

0} 10U SIOYIER) SJOIP LSV TTHO9T0T
Jpd-simoy

Supyiom pue Aed 1940 Juswiredoq

M sy[e) 830001 [LSY 12H0910T
Jpd-uorsuedxa  syoop uodlI[Is,

dn sako urqn(g 239[j0) ANMULLL 61#0910T
Jpd-wexs

J1qely 1190 Suraed] Jo ued se ueioy] Apnis
0] JUAWIAIINDAI 19A0 UIOUOD) 61#0910T
Jpd-Sururen o[oko

Jorun( 1040 Sururem sansst [ISV 61#0910C
Jpd-Aemyen) [N 1o0j [esodoid ejonb 1opuo3
SQUIOO[AM JTWIAPBIR JOWIO] 9[+(0910T
JpduswuIoA03 1Xou JO SWGIYI] UIIIM
AodIjun owaYos Loy JUPMS +1#0910T
Jpd-Aemiopun 108 suogoadsur

9U0QI PASNO0J-UOGEINPH H1+0910T
pdvaH

— SIOWNSU09 jou s1oulted se pajear)

aq p[noys syuepms 98210 F1¥0910T
Jpd-sKes 110dax ‘synd 03 oanp Jurtod

SISLIO, J& S3SIN0J [2AJ[-PIYL C1#0910T
Jpd-uogeonpa

10y31y 0 JoLLIEq € aIe diyspiey

Jo 109530 eor3ojoyaAsd oy L T1#0910T
Jpd-ay11 103 syuopnys aredard

jey) sowes pIeoq -dA0W PMAIYS Z1+0910T
Jpd [9A9] paIy) 0} SS9I0B UL OPIAIP

sSe[0 dj1e)s oy -des oy purN ¢1#0910¢T
Jpd: .pakojdwoun 3uraq 99eJ | ‘PIAJ0SAI

st ayndsip 3100 toruny sso[un, [1#0910T
Jpd-sansst sso00. YSI1YIIY 03 y[em
o3oiatid, oey syuapms ANULLL S010910T
Jpd-3urures)

0} uado urewas 3snw SIYILI], SOY0910T
Jpd- oW 10J JOAO ST WEXD Jey) ‘SANINS I J],
1)) Suraea] oy pue Asdapidg S0¥0910C
Jpd-syoow 1ok jo

N0 3sow oy 393 03 sAem W31 +0¥0910T

0¢

61

81

L1

91

Sl

!

€l

!

1

01

135



Jpd-orjuspuadopuy - siredar

[BHUSSSI I0J WOE S ATBYS 01 S[O0YIS™ 6Z7+0910C
Jpd-orjuopuadopuy - MO WIOJOT WEXI Ul SIOYOed)
03 Apoap [eadde o) ueAl[ng, 0~ 62#0910C
Jpd-orjuopuadopuy - 1894 1X0U

pauue[d s1oyoed) 901n0saI ()79 eNxXg 62+0910T
Jpd-arjuopuadapuy - wEg s 1500 [[IM

NDA wiogsuen o3 uerd Juawdoasq 6Zy0910T
Jpd-orjuopuadopuy - yadop 119y Jo 10 Furdq Ysut
SnNUoq Syjew sIouoy SuIseyd syudpmIS~— 8709107
Jpd-orjuopuadopuy

- SyJeW [9AQ[-IOYSIY SPasu Juapn)s 110D SurAed|
K124 10N -A[[ouuo( duLRYE 8THO9 10T
Jpd-orjuopuadopuy - Apnis

wex9-a1d jo ysow oyy Sunyewr 103 sd11, 7/ 2#0910C
Jpd-orjuopuadopuy - swwerord

1921ED 0} SOUI0D JT UM JTWI] oY) S,AS™ LZH#0910T
Jpd-orjuopuadopu] - S[OOYIS mau QuIu

suni oysm Surproap ur A3y a1e syudred” £zy0910¢
Jpd-arjuapuadopuy

- sjuared pue spidnd 103 Ajurejrooun

9[2£0 1o1unf pus 03 dWn STI[LTH0910T
Jpd-orjuopuadapu] - sjuopnys ssasse

0) SABM 19139 UO SNO0J [[IM 21U~ £7+0910T
jpd-orjuspuadopuy - 9jnox

Kypiqestp 239700 10§ ostx suoneonddy~9zy0910T
Jpd-orjuopuadopuy

- sasse[d ,pazisiadns, ojur pazoanbs

Sureq are syidnd Arewrtid 000" 01~ STH0910C
Jpd-orjuopuadopuy - ¢ Surpear sidnd ¢

0} Surua)si| 0} punoie 303 noA op MOH, SZ+0910T
Jpd-orjuopuadepuy

- [00U[9S UO OB SAU0)SqIdY pIekoArid

PUE JUSWAIOXD, 19)Je ,Pajjeq, [edioutid ¢zy0910T
jpd-orjuspuadopuy -

{SyleU SINOUOY (LM ous nok pinoys~ozy0910T
Jpd-arjuapuadopuy

LE

9¢

S

ve

€

K4

‘e

0¢

6C

8¢

LT

ST

ve

€C

cc

Jpd-3ururem waey-jos, orjoyre)

s100fo1 10030, 918INPH O0€H0910T
Jpd-sosndwes urjqn Inoj ssooe
uorsuedxo w(gz3 sueld NDA 0£40910T
Jpd: wnnoeA [eIOW, 9ABI] PNOM S[OOTIS
Jo soypa dtjoyre) Surpuewsiq 67¢0910T
Jpdrsinoy enxd 3ugoofor Jnoqe s19yoed)
surem uogeonpd Jo yudwredoq 6Z#0910T
Jpd-spidnd syyewr 1100 Suiaeo] Auew

JO S[IDYS dIseq, 18 UId0U0) 67H0910T
Jpd-Ausioarp

Sugowoid ur y10Mm I0J UOGTUT000X
[EUOGBU JAIOAI S[OOYIS LZH#0910T
Jpd-ysuy SurApms woiy jdwoxa

SJULPMIS JO 1oquInu SUISTY STH0910T
Jpd-3uro3 pagejueApesip Jo saouLyd
Sas1el 939]109 03 AyTwIxXold SZH0910T
Jpd-1oA9] pay) 03 SJUIPNIS [BOO] SUGOBIAE

8¢

LT

9C

ST

Ve

€C

K44

e

136



1€wW

ia Rev

Med

IV. List of Codes and Quotations

4

TT T 14 9 3|geulelsnsun
1T T T 4 9 saxe}
T 4 14 S SpIAIp [B100S
T T 0T uofadwod [euoneusaul
T € 8 uoledINpPa [eUOIBUIWIOUSP
T T € € 14 sayaunyd
[43 T [4 9 € ueq uonowoud
T T T 0T Ansnpui a1eaud
[43 | 9 i Ayianod
[ T T € L uoI11e2NP3 10} JISIUIN
[ T 4 i € Buipes3
45 € € 9 3duejeq Japuad
T [4 S S 1913
[43 T [4 9 € Ajunwwod
T T € S € J1joy3ed
€T T € 6 $19Ydea) M3U IO} BAIIEINIEUUN SUIydea)
€T 4 4 T 9 yoseasal
€T T % 01T ainssaud
€T € L € anogeq
€T 4 8 € Jahoidwa
T € € 8 diysiaquiaw uolun
T 14 € 9 T uo1ed0| |00Yds
T 14 6 T uoneus Jaydeal-jidnd
T 4 8 14 uonenosau
T T 6 14 slayoea} Jo yoe|
143 9 4 9 peoy uoiduippeH
VT 4 9 14 wexa
ST T 4 14 9 suolun Jayoesy
ST [4 L 9 S0Y33 |00Yyds
ST 4 L 9 19)4ew Sulydea) seassano
El T 4 )4 9 aeuoujed jooyds
9T k4 € 9 S 89 3|y
9T T S 0T 21gnd
9T 9 € L peoy aumopsue]
9T T € 9 9 u0131eINP3 Ul JUBWISBAUL
9T 14 L S $10||asunod asueping
9T 1 9 S 14 wn|nauInd
LT 1 S S 9 Aed a21n49s-2119nd
LT S € 6 |eap yied o1y
8T € S 0T $93) uoiINy
8T 8 [ peoy aumopsueT 10331
8T € 9 6 s||asseD 49194
8T € 8 L BUETREI ]
8T T T 14 43 uosliedwod [euoleulay

6T T 9 € 6 22In9s-01|gnd
61 € T 6 9 anisod
6T T 0T 8 Ansnpul 1oy spaau
6T 4 L 8 10|jeq
(14 6 T ymous olydesSowap
(4 € 14 8 S |eISI9A0JUO0D
114 8 €T w024 9|24 Jotunl103fa4
T 1 T L T diysadnuaidde/uonesnpa Jayuny

TC 14 0T L Ausianip
114 i S L S Adijod uoissiwpe
[44 [4 14 123 S Awouoda
[44 T L 9 8 saduanbasuod
€T [4 14 €T 14 sjedpupd
€T [4 S [4 T uone|si3a|
144 4 T 8 Bujuiesy Jaydeay.
144 4 9 91 SJUBUl} UOEINPS JBY3IY
ST T S L [45 peopjiom
ST T 4 8 T wa3sAs [0oyas
ST 4 S ST T uoloe 10y pasu
9T T € 9 9T |ensed Jayoeay
9T € T 6 sp3lgns
0€ S 14 6 [43 uoneulwldsIp
T€ T € 6 8T A8ojouyda jo seanisu|
T€ T S L 8T Sa0ueUlY JUBWUIBA0S
€€ € 8T L S JuawAhojdwa
SE| S 14 [13 14 uoldija)
9€ T 8 6T 8 sjuapnis
9€ S L 114 € s|ooyds
9€ 9 4 LT 11 sjuased
9€ T 6 LT 6 OLNI
9€ € €T 0C JUBWISSAsSe
8¢ T 9 8T a 21e2141149) Suinea
8€ € 6T 9T Bujules)
6€ T [43 T [45 $9JUBJ94U02 Jaydea)
ov| [4 9 ST LT
144 L 9 9T €T
(34 4 9 €T (43 Ayaros
24 3 S ST 154 slooyos Asewnd
| 14 Tz 6T w034 3j9Ad sorun(
4 [4 14 €T ST sadueUly
| T 6 LT LT syoeqind
£l £ 8 61 91 Sr/saa
87| 14 14 6T S|00YIS |9A3|-PU0IS
€5 v| €1 ST 114 siayoea}
€5 € vT ST 114 Asejes sayoeay
€S L S 0z 114 puejay
85| € €T 8T 174 siayoeay payljenb Aimau
09 € 1T 44 174 uo1oe |elLIsnpul
S9 € 4 9T [44 uopd’
89 14 0T €C 1€ UBWUIBA0D
TL 14 T 8T 8T S3a
L € 14 8T LE uoneanpa Jaysy
L € 14 9T 6€ sjuawdo|anap
€L| € 9T [44 [43 InL
SL 4 9T 114 vE Aysaasne/sisi [eroueuy-ysod
88| T 9T 9T Sv| 11SV'
SET 9 (14 8T 18 anss|
apod
Jad suonejonb juap|
jowns| jeusnor sy [sauiwex3 ysuy|-uadapul ysuj| - sawil ysuy $3p0) J0 1517

137



o0

14
€ T © $J3Yoea asow 9 T S uosiiedwod |eu
) [4 Ayjesol o) [4 14 JUSWIUIBA0Y JO XdB|
€ T T Apog |ela8eueA Julof 9 T € T 9318211343 Jofunf
€ T uo1IN}ISUOD Ysu| 9 T € 1 uonoeysnes qol’
€ Z| T suojun ape.] 4o ssa18uod ysu| 9 4 4 T aJnjniseyul
€ € Jamod OLNI 9 T € 4 jJuawasesua
€ T T awodul 9 T € T uolepowodde
€ T I uoineanpa aaly L 1 S 1 JeaA uojsuely.
€ T T JUBWISAAUL 123.1p USIaI0) L € T € |1ouno) Suiydes
€ @ T uons183) |dINI4 L € € 921n9s poddns
€ € A)sIaAIp pue Ajunwwod L T € T ain1an.3s aled [esoised Juapnis
v 4 T sanjea L 1 4 ¥ s12[gns wais
W4 T € ¥OH NN L [4 14
i 4 T Japuadsuesy L T 4 14 saoe|d jo0Yyds
v € T spoyiaw Suiydeay, L 4 [ 9ouewopad
14 € T jueus Juapnis L 1 € z ejndod juesSiw
vl z 4 ainynus L T € T ysHl
7| T 1 a1e1s L 4 € 4 1eqo|3
) € Spaau [euoneanpa [e1ads 8 4 € T yeay a1gnd
¥ 1 T z uondsasad a1qnd 8 z € z uo11eINP3 |EUOIIRUIWIOUSPIINW
¥ T T s129foud 8 1 € € juswaseuew a|ppiw
v T T T uoneaNnpa |ooyasaid 8 4 4 % sjuaWaIdUL
v v 1oda1 3230 8 T 3 4 ssau
v €| sapuoulw 8 z v 4 syuawdojanap [edn0sly
v € T uonesi|ensed Jain1a| 8 z € 1 aumny.
v € T diysiapes| 8 z S T wspPRLY
v 4 saulapIng 8 v v sasuemojje
b € T sSulieay yoes1-03-ssaully, 6 T € v Moddns yuapnis
v € T sJauled uonesnpa) 6 T 9 7
4 I 4 Jayyago] 21eanp3 6 4 L
4 [4 4 Adessowap 6 T L T sal8ojouyaal mau
S 1 v SUOIUN JBYIed)] [IAB|-PUOIIS 6 T | v VOON
S 1 z z Aya1205 pue sanijod 6 4 [4 S 3lesow
S € z sasse|d 21433 pue Jaljaq ‘uoisijal, mau 6 z S I Juswageuew
S 1 € Hodau A3a1e11S S||13S |[euoneN 6 T | v anss! [eusaqul
S T ) ulapow 6 4 S |9eo auly
g z z 9|doad SunoA djay 6 € z z 8uiag-j|am |euonows
S z € wopaaly 6 9 T |043u0d
S € T n3 44€1s paxiw
S T € uonnadwod 6 4 € 14 Yum |ooyas aAlsuayalidwod pue Ajunwwod
S S eu Ayunwwod 6 T i T juswpuawe
S € T diysuazio ot T 9 € wia3sAs Ja13-omy.
S “ 4 s1ySu uaJpiyd ot € T 9 uofnyisgns pue uoisiasaddns
S z T 4 Juawadeuew Jo spieoq ot T T 8 2ouewW.0}Iad Juapnis
S [4 I 4 Jague ot 1 4 L sweu
) € T [4 2o10e.d Suiyoeay [ € € 14 1184 euuely
9 T € SISLD [eUas ot € € € uosiiedwod N3
9 € € s|injs [eanoesd ot z S €
9 4 € T sonijod ot z T S 59715 SSB[D
9 T S Ayanos 1sijeanid oT L € wJojau 9]2Ad Jowun| yaeq
9 T v $|00Y2S [eUOEUIWIOUBP-UOU o1 1 4 L Aujigejunodde
9 z € T 9V O 3|1J04d 3J9AD Jolunf mau oT € 9 9T6T

138



T aunjiey 4 T sqeyaud
T spiepueis ueadoun3y z Jamod
T wsiwaydna z uonedned [eajod
T odal [enuue N3 4 ysiemiano
T 0das [ys3 z $]00Yds mau
T JUBWIUOIIAUD 4 uoneanp3 [e1Pads 4oy [1PuUNo) [euoneN
T eads ysi|Sus z uonesnpa pue SulousawW
T 98en3ue| puodas se ysigu3 z 1 senq
T uawIsmodwa T Aoesswnu pue Adess:
T puejaJ] jo A3a100S [euoizeanp3 4 T pal|ddy 23ea141349) Suinea
T ¥HO3 4 sjuswiaiinbas a8endue|
T 1j99 JaINWIWOd ulgng 4 saniuawe qof
S1aYdea} Joj Bulpuny a1e1s z T |12y ysu]
T ur sjooyos 21jgnd pue a1eAlid Usam1aq SIUBIBHIP Z T TS
T s13Ydea) ul IsnJ) ou s3a Z ez pood
L R G z z Sumian eplen
1 auinoqysy 283)|0) Ade7 aq z T epieD
! Agna pireg 4 euuea|iods|aes
! e1ep 4 Ansnpul Ag Suipuny
T uesod, z uonEeINPd POO)
T xej} 91es0d.10d z Yoeqpasy
L T uoneyo|dxa
! C T uoI11eINP? |BJOW PUE |BIYID
! 4 Aouaiiye
T uolun SIIAIDS PUE I|qNd PUE [IAID z T 1y uoneonp3
T uo1eINPa 1A GLEIES
T uaJpyyd 4 0ju0 Ayjiqisuodsas pue Alljigelundode Jajsues) s3g
Loli=anpA 4 3dSD
! (1 ABL ] P12 UK R SEMERSS Sl CAEED) 4 T suonNIsul JuaWuIaA0S JsuteSe anbiud
11 i z T BupjuIyy [e21UD
! [EfElag 4 peoy aumopsue yeq
T Smeq z Awouoine
T anndeIeUUN dIYSIaqWIBW |LSY Z [0S Uo sypene
T Sue T z s13Ydea) payljenb A|Mau 10) SAIDEIIIRUN [LSY
T dlqesy S|00ydS’
T prayuede 4 T AJEPUOPUOIDS JO JUBWIATERUEBIA| JO UONEIDOSSY
T |euoneusaiu| Aysauwy 4 T |euoieanpa-nue
T sjuapnis 3npe 4 T asnge
T ,24n3onJis wea) diysiapes) 3|qixa)| 4 T uonoqe
T JUBWEIIES JO ,3sNqe,, € suoiNqLIu0d Asejunjon
T 1oday piem € T ¥ NN
4 Jem € T FEICICIT
4 FELI} € uonpes}
[4 squiog awiy € T o1j0quiAs
4 28ueyo swweidoud uoiednpa-ayoesy € T a3e Suines| |ooyds
4 J13jsueJ) [e1D0s € T |ooyas
[4 194 uuls g T $19Ydea} 824N0Sal
4 sjuapnis Jo Ayuapl Suissaiddns sjooyos € T s|jooyas d1gnd
z EEELIEY] € 1 |looyas aieAud
Z 110daJ pue|ai| suoed € T INd
4 € Sawayds uoisuad
z $3JUeul) uolleINpa |ooydsaid € sJaydea} jo Ajddnsiapun pue Jano

139



T uonal0id Jaydeay

T SI3||9AB.L 10} J3YIEI}

T GTOZ 92UBJ3)U0D JaYIea)

T SuiApnis

T siauped se syuapnis

T SJ2WNSUO0D Se SUapNIs

1 sawes A8ajenrs
T spepuels
se spaau [e1ads

T a.ey|oM |BI20S

T 3|nJ Buyjqis

T puejaJ| S|ooyds Jejnaas

T SUDZNID SSB|I-PUOIDS

T uawaSeuew [0oyds

T suoidues

T JSEILH

T 108(a4

T wnpuaJajal

wspes

aAIssaJdoud

a8ajiand

=l =1 K1 2]

uonuanaud

T Ayjeuossad

1 aoead

T uonnad auljuo

ased 9)499),0

Iai k=l K= K21 K21 K21 K1 K1 £ K21 K21 K21 K21 K21 B0 K21 E=1 =1 £=1 £21 21 K21 K51 E21 £21 21 E51 51 £51 51 21 51 51 51 51 51 50 51 50 50 50 51 50 50 50 50 50 1 1 k1 kA K
—

T sasinu

T sjueAsas 211qnd jo yoe| ou

T SaW| JIOA MON

T uawaaiSe [euoneu

T uoneINP3 JYSIH 10} Ue|d SSIY [euoiieN

T uopAaT eJloy

T a8eLuedsIW

T 21ndsip SuLINP UOIUN SABS| J0UUED SIGAWAW

T e|paw

T s31poq Juswsaseuew

_ HN_ Nm_ NS_ Hm_ siadedsmau Jad s3jo1ly JO JaquINN L SIUSPNIS SWOAUL-MO|
o:wm_ mmN_ m$_ RmH_ momﬁ_ Jadedsmau Jad sUOIIEIOND 4O WINS U wstjeaol
T uodsal |eds|

T T Juswhojdws yanok T awwes50.4d [BUOIIEIOA 21€D1411I3D) BuInea]
1 T seads 03 pleJje s1aydea} SunoA T s43yoea} 4oy poddns Sujuies|
EENEECE I 4no) Jnogen

I T ul 9)edaniied o) pamoj|e Jou siaquaw SunoA T uesoy
T T ssepd Sunjiom T SUENELRINIU]
T T aoue|eq aj|-}iom T |00YS Ul 3N 19Ul
T T 92404 yJom T Aeq s1yS1y uewny |euoneusaiu|
T T ¢Aing s oym T uoneaouul
T T S1yS1y uewny Jo uonesePAQ [ESIADIUN T sanuewny
T T 92U3J34U0d SUOHEN PaUN T s1ySu uewny
sanl|iqissod T 8uijooyds awoy

T T JuawAo|dwsa sya1Isal diysiaquiaw uojun T 9|8008
T T a915n1) T 195 W 93Uy

140



V. List of Codes and Quotations: Interviews and Field Protocols

Group Code quotations
per code
2. Irish Celtic Tiger -> effects on school system 3
school Celtic Tiger -> effects on teachers 4
system Death of the Celtic Tiger -> effects on teachers 18
Death of the Celtic Tiger / financial crisis -> effects on school system 20
Demarcation UK school system 6
Free second-level schooling 2
History of the Irish school system 16
Influences on the Church on Irish school system 4
Schools and economy (historically) 0
Stakeholders in school education / education community 93
3. CSPE and citizenship 14
Citizenship [CSPE and new Junior Cert 8
in school CSPE and teacher education 47
CSPE in teaching practice / schools 39
What is citizenship? 12
Citizenship and 'Politics and Society' 4
Citizenship and citizenship education 2
Citizenship and schools 7
Citizenship and teacher education 13
Citizenship and teachers 25
Citizenship education and education 10
Citizenship stakeholders 2
4. ITE
Death of the Celtic Tiger -> effects on newly qualified teachers / student teachers 48
Half in en half out - student or teacher or what? 11
Induction / Probation 37
Initial Teacher Education (ITE) 7
Inspections and teacher education 19
PME content 46
PME placement 31
PME structure 23
Stakeholders in ITE 22
5. Citizenship as educational practice 55
Citizenship [Curriculum as a nationalist agenda? 12
as The power of teachers (society, community, role) 18
educational |The new Junior Cert 31
practice The role of the school - young learners, young teachers, young schools 120
Address controversial topics in class 26
Classroom management 284
Democracy in the classroom / in schools - prescribe opinions or let opinionate 106
Democracy in the staff room 7
Learning activities, school project, engagement 70
Racism in schools / misbehaviour 85
Teacher personality: allow questions / making mistakes / learning 44
Teacher personality: being the sovereign 176
Teaching transparency (team teaching, observing, make students understand
what's going on etc.) 33
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The gap between learning to teach and teaching 25
6. Austerity |(Austerity-) teachers (public service) - media / public perception 33
and Austerity against teaching ideologies 6
teaching Global Capitalism, knowledge economy, international education comparisons 28
Neoliberalism in education 0
Investment in education, paoff 4
Relation: state - public service - teachers (employer/funding controversy) 23
Tuition fees / they want my money / they make money 5
Workload 12
7. Reflection|Role as researcher 38
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VI. Leaving Certificate numbers in twentieth-century Ireland
70,000

60,000 )
50,000 /
40,000 /
30,000 /

20,000 ,//
10,000

i

0 ﬁ| 1 I U U U U I I U I 1 I
1932 1935 1941 1946 1952 1957 1961 1966 1968 1975 1980 1983 1990 1995

Source: (O’Connor 2014, Figure 1)
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VII. Teaching Council Members

Total Constituency Elected Nominating Bod

2 Colleies of education Colleies of education

2 School management — post-primary School Management

2 School manaiement — irimai

1 Irish Trade Unions (ICTU) Minister for Education and
1 Irish business (IBEC) Skills

3 Ministerial appointment

37

Source: (Teaching Council 2015g; Teaching Council 2015h)
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VIII. NCCA Members

Total Constituency Elected Nominating Body

1 Chairperson

2 Ministerial appointment Minister for Education and
Skills

1 Ministerial appointment Minister for Children and
Youth Affairs

2 School management — post-primary, voluntary JIMB

1 School management — ETBI ETBI

1 School management — community and comprehensive ~ ACCS

schools

1 School management — primary, Catholic CPSMA

1 School management — Special Education NABMSE

1 School management — Church of Ireland Church of Ireland

1 University teachers IFUT

1 Irish business sector IBEC

1 Irish trade unions ICTU

1 Irish language Foras na Gaeilge

1 State examinations SEC

1 National Parents Council (primary) Parents’ associations

1 National Parents Council (post-Primary)

2 Teacher representatives, post primary, ASTI Teacher unions

2 Teacher representatives, post primary, TUI

3 Teacher representatives, primary, INTO

25

Source: (NCCA 2016a)
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IX. PO Protocol Extracts

Figure I:

Protocol (extracts): Josh, PO, Monday, 25™ of April 2016

9-10am, English, 1* years

Josh prepares the computer etc. Students are still waiting outside. After a while he goes calling
them in.

J: Shush. I wish you’d be quiet Board
like this every morning.

They come in and take their

seats. ® o
J: Okay. Shush. Whose 400"

anniversary are we celebrating 4 L

Teacher's Table

Door

these days?
Talking.
J: Can we listen to John? If one

person is talking we don’t talk ,
over him. The same in history.
So don’t forget when you come #

S
o
ke
£
=

in here.
J: Who was W. Shakespeare?
They start talking again.

J: Hands up now.

He calls one of the students. ()

Student: A writer. Ego ¢
J: What did he write?

Student: Macbeth

Some more questions and answers on the topic. Then Josh does the roll call and leads over to the
film they had watched the other day.
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Figure I1:

Protocol (extracts): Catriona, PO, Tuesday, 19" of April 2016

12:15-1:15pm, Ethics, 1* years

Students come into the classroom. They are very noisy.
C: Sit, ... sit, ... sit

C: Alright, ... shush.

They are still noisy.

C: Alright, shush, shush.

C: Alright, shush, shush.

Students calm down a bit. ‘
C: Alright. ._Baako

Catriona starts the roll

call. She interrupts:
C: Kevin, sit!
C: Baako, sit!

C: Kevin stop talking!

p g N Kevin .Catriona
C: Guys excuse me. It’s
not even five minutes TeachersTable
since we’re here!
She asks why nobody
reacted when she called '

Ego

the name of one student,

Board

Locker

not telling her if he was not in or if he was somewhere else. She repeats the name of the absent
Student.

One student answers: Not in.

C: Thank you.
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Figure III:

Protocol (extracts): Catriona, PO, Friday, 15" of April 2016

10-11am, substitution, 1% years

Catriona starts writing the tasks —

on the board while it is still loud. e @

C: Guys, stop.
C: Baako, I just told you to stop.

Sit down.

Calmer now.

C: Alright okay. So Mary had left
plenty of work for you.

Baako: Miss, Miss, can we do it

ﬁaako
Aiden
— Oisin
Rashad

'

NpNN

Board

work to do. I shouldn’t hear

together? v

C: You do it on your own. Write + ?
it into the copy. It’s al} left for you ® = '@ —

on your own. So, you’re plenty of Catriona

talking.
C: Oisin, books out. Start doing
something.

Teacher’s Table

@ @

Ego

Qisin: Sorry, Miss.

Locker

Jaden starts shouting something.
C: Aiden, stop (in low voice)

Windows

1t’s going on like this for the next 30 minutes. Catriona shushes them, walks around and makes Oisin
to sit at one of the front tables. Baako starts some discussion off topic and others get involved. Then
Catriona takes a marker and writes down the names of Oisin, Aiden and Rashad (those talking most
except Baako) on the board and explains why. Baako wants to be on the list as well, insisting on the
blue marker she had used for the others. She explains to him that the list is for those that get a note at
the end of the class if they re not behaving.

Baako: Never mind, Miss.

C: Come on Baako, you’re on a line.

1t’s getting calmer now. Then some start talking again, also Baako. Catriona adds him to the list. He
keeps talking.

C: Baako, we’ve had this before. Unless it is not a question on the subject, keep it to yourself.

He gets up.

C: Baako, sit down.

She walks to him, repeating that he has to sit down.

She writes on the board: Finish for homework. Most of the students are done with the tasks by now
and do the extra exercises online. Catriona takes two of the names off the list. Baako and Rashad are
still on the list. Rashad’s neighbour asks, why Rashad (who went to the toilet) is still on the list.

C: We have to see how he behaves, when he gets back.

When he is back, after a while, she deletes his name. She explains homework. The bell had rung and
all had left the room except Baako. She explains him again how to behave.

C: You were behaving well all week, so what is happening now? I don’t want any more notes today.
I’1l check it.
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Figure IV:
Protocol (extract, original): Catriona, PO, 10™ March 2016, 9-10am, Irish
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XI. Abstract

The Celtic Tiger was a period of economic prosperity in the Republic of Ireland in the 1990s
and 2000s. Its sudden end came with the economic crash in 2007 and had far reaching
impacts also for the public sector. In early 2016 public servants still find themselves in a
situation of restrictions and financial cutbacks. This thesis shifts the focus now on those who
are about to become public servants in the teaching sector. The prospective teachers face a
tight labour market and hostile public voices against their future profession. The main
argument of this work bases on qualitative ethnographic fieldwork that concerns two
prospective teachers for second-level schooling. Carefully, the thesis sheds lights on the
aspects of citizenship, which permeate the relations between these prospective teachers, the
state, their schools and the public. It is asked, how these aspects affect their learning
experience and practice as teachers. Citizenship is presented as an open concept in the
making, so that the thesis is able to capture the various relations of power that encompass the
in-between situation of the prospective teachers — learning to teach and at the same time
teaching as a student. Thereby, the prospective teachers’ ‘beliefs’ and their schools take a
crucial role in forming their understanding and practice of citizenship. Yet, their ideas of
citizenship become challenged in various ways throughout their experiences as prospective
teachers.

Wihrend des sogenannten Celtic Tigers in den 1990er und 2000ern erfuhr die Republik Irland
eine Periode des wirtschaftlichen Aufschwungs. Diese Periode kam mit der Finanzkrise ab
2007 zu einem plotzlichen Ende und fiithrte auch zu weitreichenden Einschnitte im
offentlichen Dienst. Auch zu Beginn des Jahres 2016 befinden sich die Beschéftigten des
Offentlichen Dienstes immer noch in einer Situation, die von Einschrinkungen und
finanziellen Kiirzungen geprégt ist. Diese Arbeit lenkt den Fokus nun auf jene, die kiinftig
Teil des offentlichen Diensts im Schulsektor werden mochten. Die zukiinftigen Lehrkréfte
sehen sich den Schwierigkeiten eines angespannten Arbeitsmarktes und einer 6ffentlichen
Stimmung gegeniiber, die sich entgegen ihres kiinftigen Berufsstands ausspricht. Das
Hauptargument der vorliegenden Arbeit basiert auf qualitativer ethnographischer
Feldforschung mit zwei angehenden Lehrkriaften der Sekundarstufe. Sorgsam beleuchtet die
Arbeit citizenship-Aspekte, welche die Beziehungen zwischen diesen angehenden
Lehrkriiften, dem Staat, ihren Schulen und der Offentlichkeit durchziehen, und fragt, wie sich
diese Aspekte auf ihre Lern- und Lehrerfahrungen auswirken. Citizenship wird als offenes,
sich im Prozess des Machens, befindliches Kozept verstanden, sodass die verschiedenen
Machtbeziehungen, welche die Situation der angehende Lehrkréifte beeinflussen, hier erfasst
werden konnen. Die besondere Situation der angehenden Lehrkrifte zeichnet sich dabei durch
ein Zwischenstadium aus, welches zwischen lernen zu lehren und lehren als lernende Person
liegt. Die ‘teacher beliefs’ und die Schulen der angehenden Lehrkrifte nehmen eine
Schliisselrolle dabei ein ihr Verstindnis von und Umgang mit citizenship zu pragen. Jedoch
werden ihre Annahmen {iber citizenship wihrend der Lehrer innenausbildung immer wieder
auf die Probe gestellt.
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