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ABSTRACT
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This study was set within the context of Catholic Education in Scotland; a
context that holds a unique historic position, operating within the state education
system. It investigated and explored the faith development experiences of
Catholic teachers as they progressed from their initial teacher education
programme through to full registration as qualified professionals, incorporating a
one-year probationary period. A smaller comparative study was undertaken to
add value to the theory that emerged from the main study. The research was
phenomenological in nature and the qualitative research strategy adopted
throughout was that of grounded theory, where the researcher used methods
which allowed theory to emerge from the data. Data collection and analysis took
place over a three-year period and the application of constant comparative
analysis was implemented, where concepts were explored and their relationships

investigated.

Based on their own personal narratives, the development of participants’ faith
was recorded during four key data collection and analysis stages which were
given the titles, Considering the journeyahead, From theory to practice,
Socialisation: finding a voicend The Catholic teacher: authentic witness to
faith. Two faith development contexts were identified to enable Catholic teachers

to be authentic and authoritative witnesses to their faith—concepts of self-
realisation that aligned very much with the expectations of the Catholic Church.
The first is the requirement to develop the teacher’s knowledge and
understanding of the Catholic tradition and the second, the ability to teach in an
explicit and proactive faith environment where, through its leadership and overall
culture, this has the potential to significantly impact upon an individual’s faith.
The study raises important questions surrounding the ongoing faith development
of the Catholic teacher within the context of continuing professional

developmenigiven its unique position within the state system in Scotland.
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Chapter 1

INTRODUCTION TO THE STUDY

OGood teaching is charged with positive emotion. It is not just a matter of
knowing oneOs subject, being efficient, having the correct competencies
or learning the right techniques. Good teachareE. passionate beings

who connect with their students and fill their work and their classes with
pleasure, creativity and joyE@largreaves 1998:835).



Education reform continues to spread throughout the world like a policy
epidemic (Levin 1998), whemgowerful agents and stakeholders contribute to the
multitude of interrelated ideas that ultimately determine what educators and
scholars will not only do, but who they are (Ball 2003). In recent years in the UK
there has been criticism over a tendency pimmote a OtechnicistO or
Operformativity® model of reform where teacher education programmes have
focussed on producing educators expected to deliver Ocentrally packaged
decisionsO that ignore or undermine the importance of them as unique individuals
with existing experiences, perspectives, insights and personalities (ibid:217). Ball
has advised of the dangers of this continued trend, where practitioners are
expected to Oset aside beliefs and commitments and live in an existence of
calculationO where theyganise themselves as Oa response to targets, indicators
and evaluationsO (2003:215). He showcases the individual teacher and considers
the effect that educational change can have on oneQOs social identity and refers to
the Ostruggle over the teacherOKDs(ibid:217). Ball is not alone with his
concerns. They can be placed in a wider and growing interest in what might be
termed the inner life of the teacheand how this concept relates to the
effectiveness and vitality of schools (Mik$ al 2004, Dadd4.997, Voiels 1996).

The focus of this thesis is on a related Bf@ancerned with the attitudes,
commitments and beliefs of a new generation of teachers choosing to embark on

a career in faitthased schools.

The status of faith schools situated withiecslar, statdunded educational
systems continues to stimulate strong and diverging opinions from a wide range
of religious, social and cultural commentators throughout the United Kingdom
and beyond (Judge, 2001\While much recent work has been done be t
philosophical and ideological controversies surrounding-faaised schools and

the legitimacy of their claims on state sponsorship (for example, Conroy, 2003),
much less attention has been paid to those teaching within them, those on whom
the continuabn of the particular mission and purpose of fditsed schools
arguably depends. Neglect of this area of study impedes a full understanding of
the working environment of the faigthool and of the specific personal and

professional needs of those chogsio work there.



This studyis not concerned with the political or philosophical controversies
surrounding faitkbased or denominational education in the United Kingdom,
which are weHlrehearsed elsewhere (Gardmral, 2003). It aims, instead, to
invedigate in some detail, the faith development needs of a new generation of
Roman Catholic primary and secondary school teachers in Scotland. It will
examine the experiences of this group of teachers as they make the transition
from the final stages of a vaty of initial teacher education (ITE) programmes

to full registration as qualified teachers, a status which incorporates-yeane
probationary period. The study is set within the context of the Scottish education

system and, in particular, the Romartt@éic sector situated within that system.

Scotland has a unique position with regard to faith schools, since the state
primary and secondary establishments falling into that category are all (with one
or two exceptions) Roman Catholic. Unlike its neiginbsouth of the border or
indeed elsewhere, where there are faith schools attached to a variety of different
religions and denominations, ScotlandOs education system includes
denominational schools almost exclusively for those belonging to the Roman
Cathdic tradition. At present there are Roman Catholic teachers employed in

four hundred and three Roman Catholic state schools in the country.

For the purposes of this study and from this point onwards, the Roman Catholic

Faith, and those belonging to itilMbe referred to as OCatholicO.

This study is situated within the phenomenological paradigm and has used an
empirical methodology to generate grounded theory. Data was collected and
analysed over a thrgear period and the processes of continuous caatipa
analysis (Strauss and Corbin, 1998) were applied, allowing for the exploration of
emerging concepts and their relationships. The overarching research question
was:

What are the faittdevelopment needs of Catholic teachers in the

evolving CPD structees of Scottish Teacher Education and how

effectively are they being addressed?



Developments and changes in individualsO professional and personal life were
captured in four different stages, each generating categories and concepts worthy
of further exploation. A core category emerged for each stage and these were
entitled: Considering the Journey Ahead, From Theory to Practice,
Socialisation: Finding a Voicand Catholic Teachers: Witnesses to Faiffhe
transition from being a student teacher to beinlly fregistered in the state
education system was charted. During this period, the overall analysis and
evaluation of the faith development of the participants revealed that,
predominantly, there are two separate but contributing factors integral to the
provision of faith development opportunities. The nature of both will be
discussed at length in the thesis and it concludes that these factors ought to be
accorded a higher profile within the pattern of the Catholic teacherf@ssional

development.

The voices of twentysix teachers dominate this study and it is important that
they are heard within their appropriate context. Chapter Two therefore presents
the background to the study, considering the historical, social, religious and
professional contexhiwhich the teachers are placed. Its focus is the educational
debate currently driving Continuing Professional Development (CPD) in
ScotlandOs schools. It includes a comprehensive exposition of the Catholic
ChurchOs view of the teacher, from both a glabdla Scottish perspective. It
also discusses the historical context of Catholic schools in Scotland and their

position in the current educational environment.

Chapter Three discusses the methodology adopted for conducting the research,
and the essentialecisions that directed its progress. The participantsO accounts
of their experiences were used as the primary source of data but a smaller,
comparative dimension to the study was implemented where the perspectives of
student and early career teacherbla@w South Wales, Australia were considered
and compared with the participants from Scotland, in order to add value to the
main findings. This chapter highlights the tools used to access the data, the role
of the researcher and charts the chronology of datéection. The data
collection stages includespalot studyfvhere the views of school leaders are

considere®Bnd a stage that highlights the opinions of two senior Scottish



Catholic education representatives. The manner in which the data was analysed

is also presented in this chapter.

Chapter Foudiscusses the pilot study that took place prior to conducting the
main part of the research. The views of head teachers are considered in relation
to the faith development of their staff and within the eanhif the new CPD
provisions put in place for schools as a result of the McCrone Agreement (SEED
2001) on teachersO pay and conditions. The purpose for engaging in this process
was primarily to test the methodology and develop the researcherOs data
colledion technique. However, it also generated significant theory that
contributed to guiding the main study and so was considered worthy to be
included as a separate chapter in the thesis.

Chapter Five combines four stages of data collection and anatysigtie main

study. It explores the participantsO differing religious identities and biographies
and the faith development opportunities they encountered as they traversed from
student to probationer, and from probationer to fully registered teacher. An
increase in selésteem and confidence was conveyed as they progressed through
a socialisation process, and changes in attitudes and behaviour regarding their
own faith were acknowledged and recorded. The roles of the state, the Church
and of the school in gporting Catholic teachers are explored, along with the
increasing confidence of participants as they are observed questioning current
practice in this axis of their development. The study draws upon a wide range of
literature in order to clarify and suppahe findings, serving as a secondary

source of data and indeed a tool for validation.

Chapter Six introduces the comparative dimension to the study, and hears the
voices of thirteen student or recently qualified Catholic teachers in New South
Wales, Australia, as they reveal and reflect upon their emerging faith identities
and dispositions. The impact of historical and sociological realities on
individualsO faith identities is discussed, including the phenomenological
concepts of Oparochial® and Ocaotitaop faith.



Chapter Seven focuses on the views of two senior Catholic education
representatives. The first is a Bishop of one of ScotlandOs seven dioceses who is
also the chairman of ScotlandOs Catholic Education Commission (CEC). The
function of the EC is to advise and assist ScotlandOs Conference of Catholic
Bishops on all educational matters and to promote development in this particular
field. The second is the director of the Scottish Catholic Education Service
(SCES), the CECOs operational ageAayonclusion to the study is presented in
Chapter Eight.

Overall, this study concerns itself with identifying the faith needs of Catholic
teachers in Scotland and charts the professional and personal experiences of the
participants as they travelled tiuwgh a journey of self discovery and change
whilst embarking upon a career in the teaching profession. Most importantly, it
allows them to tell their own story, where the interviews provide the opportunity
for the participants to discugieir accounts ofived experiences, observations
and reflections upon their faltd subject very often considered to be personal
and private. In conjunction with findings from the comparative stage and the
opinions of the senior Church representatives, the accounts ef tba&shers
were listened to attentively. An attempt was made to elucidate faith development
needs in relation to their role as a Catholic teacher and the contextual

circumstances and conditions that might affect addressing these needs.



Chapter 2

BACKGROUND TO STUDY

ORemember your leadersE
Consider the outcome of their way of life and imitate their faith.O
(Hebrews 13:7)



2.1 Introduction

The debate about faith schools is wrdaging and has generated much
educational discourse in recent years in the UK, a great deal of which presses its
claim to public attention on the current expansion of such schools (Short 2002).
The debate rarely focuses, however, on the role of the tesckach schools,
especiallyof those who are professedly members of the faith community in
which they teach. This is a poorly understood part of the mosaic of faith
education. The focus of this thesis is on the continuing professional development
needs of the faith educator and particular of the Catholic teacher in the
Scottish education system. An important part of any such study is an exploration
of the historical, social, religious and professional context in which these
teachers are placed. The aim of this chapter, theto, present the background

to the study by considering the educational debate as it impacts upon the agenda
currently driving Continuing Professional Development in Scottish schools. In
addition, it will explore the Catholic ChurchOs view of the Cathlietichebb

from both a global and Scottish perspec®#®aying particular attention to the
ChurchOs expectations in terms of teacher development. Finally, it will discuss
the evolution of Catholic schools within the state funded system in Scotland and

their position in the current educational climate.

(This is an important point at which to clarify nomenclature. For the purposes of
this study the word OChurBiiihless otherwise indicat®B@tipulates the
hierarchy of the Catholic Church in its teagicapacity.)

2.2 Continuing Professional Development in Scotland

Professional development of ScotlandOs teachers has attracted increasing
attention in recent years. The Sutherland Report (HMSO 1997) observed that
careeflong professional development hdmken neglected, that it required
attention and that consideration should be given to the creation of a national
framework focusing on teachersO Continuing Professional Development (CPD).
Since Sutherland, professional development opportunities for 8d6ateachers

have changed quite considerably. In 2001 agreement was reached at
governmental level following recommendations made in the McCrone Report
(SEED 2000) that all of ScotlandOs teachers should be committed to maintaining



and developing their pfessional expertise by adhering to an agreed programme
of CPD. An additional 35 hours of individual CPD per annum was to be
introduced, in which a clearly structured agreed individual plan for CPD would
be composed after an annual professional review thié line manager. The

intention was that the plan would

Oconsist of an appropriate balance of personal professional development,
attendance at nationally accredited courses, small scale school based
activities or other CPD activity. This balance wile based on an
assessment of individual need taking account of school, local and national
priorities and shall be carried out at an appropriate time and gBEED
2001:7).

Teachers would be expected to maintain a CPD portfolio to record the range of

actvities in which they would participate.

The McCrone Report and subsequent Agreement (SEED 2001) made a
commitment to Odeveloping and supportingO the teaching profession for two
reasons. Firstly it aimed ©enhance the opportunities@ilable to teachs in
Scottish schools and secondly, it sough@tinimise the incidence of teachers
undertaking work which is not directly related to their key role in teaching and
learning@ibid, p16). The Agreement also gave particular focus to ensuring that
approprate CPD opportunities would exist for probationer teachers in pursuit of
their full registration, along with those teachers wishing to progress in their
career in being awarded the title OChartered TeBdr@itiative that provides

a promotion strucire for those teachers choosing to remain in the classroom
rather than pursuing school management posts. The Agreement commenced in
August 2003.

Since its implementation, the major stakeholders in the field of CPD in Scotland
have responded vigorouslp the McCrone Agreement. For example, local
authorities and Teacher Education Institutions (TEIs) spent time developing CPD
courses in an attempt to attract schools and teachers in this very lucrative
business, in addition to responding to the recommendaif ensuring that
ScotlandOs teachers would be given appropriate opportunities for CPD that are
Oapplicable and accessitie@ll (SEED 2001:16).
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The Scottish Executive worked with stakeholders to establish a national
framework for CPD with the intéion of helping teachers ©identify and access
relevant, highquality development opportunities that enable them to meet their
full potential@Scottish Executive, 2002:2).

It can be argued, then, that the whole thrust of the CPD agenda in Scotland for
the last 10 years has been to position and empower individual head teachers as
managers and coordinators of the professional development of the{iHstafés

2001). It has been claimed that Local Authorities previously paid lip service
only to CPD (Marke 1999) but this has changed and the McCrone Agreement
has contributed to raising its profile even furthe@ontinuing professional
development (CPD) should be a condition of service including every teacher
having a commitment to CPD, with individual CRilans agreed once a year

with the immediate manager, and teachers maintaining a personal record of
CPDQSEED 2001: para 4.1)

Underpinning this agreement was a vision for a change in culture where the
teacher would have more autonomy and would be imebin important decision
making processes at school and national level, therefore elevating their
professional prestige (SEED 2001: 28). It appeared to challenge thdo®tdp
model wher®Bhrough initiatives such as the chartered teachersO progp@nme
the classroom teacher as well as those in managerial posts would be considered
the experts in learning and teaching and would, among other things, be included
when agreeing Othe range of collective activities contributing to the wider life of
the school on aollegiate basisO (SEED 2001: 29). According to McDonald
(2004), McCrone appeared to provide an opportunity for the dominant and often
criticised culture of compliance and hierarchy to give way to a Oculture of
collegiality® (p414).

Interestingly, a reent report on the ongoing monitoring and evaluation of the
implementation of the Agreement, carried out by Audit Scotland and Her
MajestyOs Inspectorate, indicates that while there have been positive changes in

terms of support systems for staff and be@®D provision (Audit Scotland
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2007), uptake and participation have been patchy and that teaching staff have not
seen professional development as relevant to their needs (Draper and Sharp,
2006).

2.2.1 Criticism of the Continuing Professional DevelopmErdamework in
Scotland

Critics have argued that the creation of a national framework for CPD in
Scotland has resulted in thmitation of the range of opportunities available to
teachers and that this curbs teacher autonomy. It is claimed that it has
sucaimbed to the Oculture of performativityO (Ball, 2003:219), with its stress on
appraisal systems, target setting and output comparisons and that the CPD
opportunities in Scotland reflect this. According to these critics, the framework
that has been introded in Scotland relies mainly on a skitlesed or
competencédased model, an approach that includes CPD activities that can be
assessed and accredited. Indeed the terminology used throughout the Scottish
ExecutiveOs documefContinuing Professional Rdepmentd2003) would
suggest that competence and skills are higher on the CPD agenda rather than
reflection, personal research and other such ventures concerned with what has
been referred to as the OfundamentalsO of teaching (Coll, 2006). For example,
when explaining OWhy CPD?0 the document states;

If higher standards are to be reachedE it is essential that teachers are
well prepared for their work and that they have the opportunities to
refresh and enhance their skills throughout their careers.

It continues:

CPD is intended to support teachers and to equip them with the skills and
knowledge required to keep pace with the rapid changing educational and
professional environmen{Scottish Executive, 2003:7)

As many have suggested, (eg Humes 200&jher than initiating CPD
programmes that are intellectually challenging and rigorous, the focus appears to
be on a preoccupation with practicalities and relevance that can often result in
teachersO professional knowledge being Ocontrolled, devaluedraddsiilledO
(Sachs and Logan 1990: 4790his is not to downgrade technical skiised and
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subject focused CPD courses since they are important for successful learning and
teaching to survive and develop. However, as Hoban (2002) has articulated,
professional development programmes that do not challenge teachers to explore
or verbalisewhy they teach in a certain way or encourage teachers to think
outside of their own environment can result in teachers becoming conditioned to
expect oneoff courses thatdeliver information to them as passive learners.
Hoban (2002: 170) warns of the policy makers viwontinually demand that
standards for teaching should be based on a mastery of technical skills and
knowledgeErather it is how, when and why skills and whedge are applied

that requires professional judgement and is the heart and soul of teaCfiiadg.O

in Fullan (1991), LoucksHorslet et al argue thatOwhen staff development
emphasises an idea or an approach without considering the person(s) who will
implement it, the design and results are weake(e8{®). There is a danger
then, that the needs of teachers are lost and forgotten @owerly systematic
structure@Livingston &Robertson 2001: 194).

The CPD framework in Scotland, then, has been a#ttifor being too tightly
controlled by the Government, which has in practice resulted in a Otop downO
model where the teacher is addressetkelsnician Head teachers are accused

of Oplaying the gameO (Ball, 2003: 221) as they encourage staff tadméng
activities that inspectors want to see and which will be hailed and rewarded by
school improvement. The danger of this is that teachers, and indeed school
managers, will ignore their personal opinions about teaching and learning in the
belief thatthe visions and experiences of others are better than their own.
Increasingly they respond to the OexpertO outside and deny that there may be an
expert within. This heteronomous model treats professionals like empty vessels,
Oignoring that they bring meriences, practices, perspectives, insights and
anxieties about the highly complex nature of their workO (Dadds 1997: 31).

The debate as to whether the current CPD framework in Scotland focuses on
producing autonomous and more professional teacherscouges them to
adopt a more subordinate persona to comply with hierarchical wishes
(McDonald, 2004) is an ongoing one and it is within this context that the

interviewees involved in this study are placed.
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In addition to being a part of the state system and responding to national and
local educational developments, teachers in Scotland wishing to teach in Catholic
schools also have a ‘duty’ to respond to expectations from the Church. What
follows is an exposition of the Catholic Church’s view of the Catholic teacher
and what it expects of that person in terms of disposition, character and

professional development.

2.3 Catholic Education

Edward B Jordan (1942) claims that the one characteristic, distinguishing
Catholic Education from other educational systems worldwide, is that, from its
earliest days and throughout the centuries (with few exceptions), all of the
adherents of the Catholic faith agreed on its basic philosophical principles of
education. Taking philosophy of education as the interpretation of ‘an organized
body of convictions’ that considers aims, purpose, goals, and values, he suggests
that the Catholic position on such matters has not varied over the centuries and
that any changes that have occurred have been associated with ‘secondary
objectives’ (p3). Pope Pius V, in the introduction to the Catechism of the
Council of Trent in 1567, stated that the ends of religious instruction within the
Catholic faith are, ‘a knowledge of Christ, observance of the commandments and
love of God’ (Rummery, 1975:30). Echoing this, over four hundred years later,
the Second Vatican Council’s Declaration on Christian Education (Gravissimum
Educationis, 1965) explained that those being educated in the faith should be,
‘introduced to the knowledge of the mystery of salvation... learn how to worship
God the Father in spirit and truth....bear witness to the hope that is in them but

also how to help in the Christian formation of the world...” (para 2).

This consistent ‘body of convictions’ is based on an understanding of the
meaning and purpose of life that Jesus Christ—the person on whom Christianity
is founded—gave to mankind, where eternal truth was proclaimed and a clear
path was given as to how to attain it. ‘7 am the Way, the Truth and the Life. No
one can come to the Father except through me’ (John 14:6). He explained to his
Apostles the nature of man, society and of truth—a philosophy of life that has
also been claimed to be a philosophy of education (Jordan, 1942; Arthur, 1995;
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Murphy, 2006), and it ispon the understanding of this that Catholic Education

is based.

2.3.1 Scriptural roots

The Roman Catholic Church uses its sacred scriptirdsrmulate the basic
principles of Christian pedagogy. It claims that the New Testament is rich in
educationalvisdom and is a support to any Christian educator. There, Christ can
be found establishing a teaching Church; during his tye@e period in active
ministry he is engaged in daily conversation with his Apostles, those appointed
by him to follow him ando carry on his work once he had Oascendedd. The
Gospels reveal Christ being referred to by his ApostleSRabbi@ohn 1:38)

which means Oteacher® and his work exemplifies this since we observe him
educating them, supporting them, clarifying their kimg during special
OseminarsO and illustrating how to teach others. After his Resurrection, Christ
gave his mission to his Apostles; he commissions them to gaOtemch all
nationsCauthentically and authoritatively and to observe all of his commands.
He promises that they will never be alone since he will always be with &iem,

the end of time@atthew 28:1920). Indeed, there are many ancient images
depicting Jesus as a teacher &thrist the Teachef@gure 1.1)is one of the
bestknown presemtions of Jesus in Byzantine iconographyHere he is
depicted holding a Gospel which declaf®$,am the light of the world. He that
followeth me shall not walk in darkness but shall have the light of IB&@st is

seen blessing the beholder. Theage was written to remind followers that
Jesus Christ teaches all that they need know, through the Gospels, through prayer

and through the people that are met in daily life.
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Figure 1.1: Christ the Teacher

The mission of the Church, then, is considered a continuity of the mission of
Christ. OAs the Father has sent me, so | send(you{20:21). From the very
beginning, the recognition of this fact by Christians has moved them to give
public witness to their faith in Jesus Christ and to teach them the Gospel of the
Kingdom of God. Today, all Christians are expected to play their part in that

same mission. Ol have called you friends, for all that | have heard from the

Father | have made known to you. You did not choose me but | chose you and

appointedyou that you should go and bear fruit and that your fruit should abide®

(John 15:15-16). Education in the Faith is considered part of that mission.

The Church considers the story of Christianity and its expansion as a record of
the Apostles’ achievements as teachers and of their ability to ensure the
continuation of a teaching office. In the Acts of the Apostles and the Epistles
(found in the New Testament) the educating activities of the early Christians are
evident where the teachings of Christ are passed on with what could be
interpreted as great passion and conviction. They are found advising, converting,

catechising, evangelising and teaching with authority the messages proclaimed



16

by Christ in the name of God, whom he claimed to be his father (for example,
1Corinthians 12:9; 1Timothy 4:1-5; Titus 3:8). The successors of the Apostles
and those charged with the responsibility of continuing to teach in the name of
Christ were referred to as the ‘elders’ or ‘bishops’ which literally means
‘overseer’ (Titus 1: 7-9). That title has remained unchanged and the main duty
of the bishop in the Roman Catholic Church today honours Christ’s expectation
of his followers: to teach authentically and authoritatively. The Pope and
bishops’ interpretation of what they believe is the ‘truth’ is known as the
‘Magisterium’—the teaching authority of the Church—and these teachings are

transmitted to followers.

The Vatican has administrative departments responsible for different aspects of
the Church’s ministry. One of these is the Sacred Congregation for Catholic
Education, which, among other things, has the authority to advise and guide
Catholic teachers on matters of education. The Church relies heavily on its
members to assist in the transmission of this ‘truth’ and its Catholic schools and
those teaching within them are central to the proclamation of Christ and his

teachings.

2.3.2 The Aim of Catholic Education

Cunnane (2004) highlights the importance of viewing schooling as only one
aspect of education arguing that ‘education is an interplay of life forms, only one
of which is the school’ (p12). For the purposes of this research, however, it is the
school context that will be investigated and referred to when the concept of

‘education’, ‘Catholic education’ or ‘religious education’ is discussed.

The Church considers education to be its concern since, ‘as a mother, it is
obliged to provide for its children an education in virtue of which their whole
lives may be inspired by the spirit of Christ’ (Gravissimum Hucationis1965:3).
The Declaration on Christian Education along with Gaudium et Spegl965)
emphasises a change in the role of Catholic education within modern society,
moving from an isolated position which viewed Catholic schools acting as a

bulwark against an increasingly secular society (Divini lllius Magistri, 1929)
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towards the view that the Catholic school has a very positive contribution to

make to society which will be of benefit to the wider world.

The aim of Catholic Education and of the Catholic school is to contribute to the
‘Salvific Mission’ of the Church; that is to proclaim the Gospel as ‘the way, the
truth and the life’ (Sacred Congregation for Catholic Education, 1977: para 5).
God’s teaching, revealed through Scripture describes the purpose of one’s
existence as being the development of oneself to ‘the fullest extent of human
nature’ (Morris, 1998: 94). ‘Perfection’ is what is strived for and this is based on
an understanding of Scripture, Obe perfect as your Father in heaven is péfect
(Matt 5:48). Catholic education, then, has a role in achieving this; ‘true education
is directed towards the formation of the human person in view of his final end
and the good of society to which he belongs, and in the duties which as an adult,

he will have to share. (Gravissimum Educationis, 1965: para 1)

Recently, when addressing an audience in the Catholic University of America in
Washington D.C, Pope Benedict XVI referred to the Catholic school as ‘a place
to encounter the living God who in Jesus Christ reveals his transforming love and
truth’ (2008:1). This echoes what was said in his address to the Diocese of
Rome, when he explained that Catholic education should allow a child to ‘meet
Jesus Christ and to establish a lasting and profound relationship with him” which
is central to the ‘formation of a person to enable him or her to live to the full and

to make his or her own contribution to the common good’ (2007: 3).

The Church has affirmed the Catholic school as being at its heart and has
increased awareness of its ecclesial identity in the modern world. Where decline
in Sunday Mass attendance in the UK and elsewhere continues to be observed,
Catholic schools—worldwide—remain full (Johnson & Castelli, 2000) and so as
‘a genuine instrument of the Church,’ these schools are expected to ‘fulfil their
vocation’ and provide a ‘genuine experience of Church’ for Catholic children

(Congregation for Catholic Education, 1997: para 11).

Unsurprisingly then, the role of the teacher is considered by the Church as

central to the success of the Catholic school in fulfilling its mission. Literature



18

from the Church will now be presented in an attempt to outline its expectation of

the Catholic teacher.

2.3.3 The Expectation of the Catholic Educator

There are man documents written by the Catholic Church about Catholic
education and the role of the Catholic teacher. Consideration of these documents
presents those choosing to embark on a career in Catholic education with a clear
Ojob description®. The Church geises that Catholic teachers, like those
teaching in secular schools, should have the best possible academic
qualifications, a thorough knowledge and understanding of their subject, in
addition to competence and skill in the transmission of that knowledge
However, an additional expectationtbbseteachers exists, one that focuses on
their personal identity and disposition; an expectation of which they should be
aware. TheSecond Vatican CouncilOsclaration on Christian Educatiostates

that:

OLet tachers realise that to the greatest possible extent, they determine
whether the Catholic school can bring its goals and undertakings to
fruition. They should, therefore, be trained with particular care so that
they may be enriched with both secular antigi@s knowledgeE
Bound by charity to one another and to their students, and penetrated by
an apostolic spirit, let them give witness to Christ, the unique Teacher, by
their lives as well as by their teaching$@avissimum Educationis
1965, para 8)

In the most recent declaratiorhe Catholic School on the Threshold of the Third
Millennium (1997), the importance of the contribution of teachers to the

continued promotion of the Faith is presented once more:

In the Catholic school, "prime responsibilifgr creating this unique
Christian school climate rests with the teachers, as individuals and as a
community"EMoreover, we must remember that teachers and educators
fulfil a specific Christian vocation and share an equally specific
participation in the nsision of the Church, to the extent that "it depends
chiefly on them whether the Catholic school achieves its purpose”.
(Sacred Congregation for Catholic Education, 1997, para 19).

and;

OTeaching has an extraordinary moral depth and is one of our most
excdlent and creative activities. For the teacher does not write on
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inanimate material, but on the very spirits of human beiri§aCred
Congregation for Catholic Education 1998: 19).

Benedict XVI has spoken of the challenges facing Catholic educators but
reminds them ofthe promise of the permanent abiding of Christ with his
teachers, Ol am with you alwaysEto the end of timeO (Matthew 28:20).

We must always be aware that we cannot carry out such a task with our
own strength but only with the power of thepil8. We need
enlightenment and grace that come from God and act within hearts and
consciences. For education and Christian formation, therefore, it is above
all, prayer and our personal friendship with Jesus that are crucial: only
those who know and levJesus Christ can introduce their brothers and
sisters into a living relationship with hienedict XVI, 2007:4).

For the Church, then, the Catholic teacher is someone who is walking with
children on their journey of faith and, in order to do so effetti must give
witness to their own faith and continue on their personal faith journey.
According to Benedict XVI, the Ofigure of witness and role of witnessing is
central® to Catholic education, since a witness is not simply involved in the
transmissiorof information but is personally engaged with what he believes is
the truth, Qand through that coherence of his own life, becomes a dependable
reference pointO (2007:6). He stresses the importance of the Catholic teacherOs
relationship with Christ and @ explaining that this is the Ofundamental
condition® for carrying out their responsibility in educating effectively.
However, the role of the Catholic teacher in educating in the faith is not to refer
to him/herself, but rather to Christ, and so anh@atitO educator is to model
him/herself on OJesus Christ, the witness of the Father who said nothing about
himself but spoke as the father had taught HimO (Benedict XVI, 2007:6).

@ do nothing of my own accord. What | say is what the Father taught
me.@John 8:28)

According to the Code of Canon Law of the Roman Catholic Church, the

Catholic teachers in Catholic schools should be
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Outstanding in true doctrine and uprightness of lif@ddex luris
Canonici (1983: 803)

2.3.4 Lay Catholic teachers.

The Chuch has recognised the continual decline in the number of religious (a
commonly used term for those who are ordained or consecrated to the priesthood
or religious life) working in Catholic schools worldwide and has strongly
asserted the importance of laptBolic teachers (OlayO being distinguished from
Oclergy®) emphasising that they have a specific vocation within the Church, one
which should be nourished and supported (Franchi, 2007:31). In a document
concerned with discussing the role of the Cathdig feacher, the ChurchOs
expectation is clear;

The Catholic Educator must be a source of spiritual inspirationEThe Lay
Catholic educator is a person who exercises a specific mission within the
Church by living the faith, a secular vocation in the commrtiaita
structure of the school: with the best possible professional qualifications,
with an apostolic intention inspired by faith, for the integral formation of
the human person, in communication of culture, in an exercise of that
pedagogy which will give ephasis to direct and personal contact with
students(Sacred Congregation for Catholic Education 1982:14).

The Church recognises the challenge this presents. Where clergy have
traditionally been well versed in the teachings of the Church and have hagl stro
religious formation prior to entering the classroom, lay Catholic teachers have

not experienced parallel support although the expectation of them is as strong.

Oall too frequently, lay Catholics have not had a religious formation that is
equal to thi general, cultural and most especially, professional formationO
(Sacred Congregation for Catholic Education 1982:60).

For the Church, the development of teachersO faith is central to effectively

carrying out their role.

In summary, the ChurchOs exption of the Catholic teacher is clear. It is
someone who is inspired by the Apostles; believes in the mission of the Church;
accepts their vocation within that mission; knows and loves Jesus Christ; is
engaged in prayer; develops their own faith; isppred to accompany their

students on their journey of faith; will give witness to Christ their role model and
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is committed to helping children get to know Jesus Christ and develop a lasting

relationship with him.

2.4 The Catholic Community in Scotland

It is important in a study of this nature that the social and religious backgrounds
of the participants are explored. Indeed this will be considered in more depth
later in the thesis, but at this stage it is worth introducing the Scottish Catholic

community.

Much has been written about identity in Scotland and in particular that of the
Catholic community (Bradley, 2004; Boyle and Lynch,1998; Devine, 2000).
This community has recently expanded owing to the influx of immigrants from
Central Europe and thereéoconsists of a combination of several ethnic groups
with strong Catholic roots. However, despite remaining a minority entity in an
increasingly secular country, the Catholic community has a significant presence
in Scotland and the Catholic Church hasdme a welestablished institution
(Boyle and Lynch, 1998). The community has its origins in the survival of the
Catholic tradition posteformation, but the immigration of Italians, Poles,
Lithuanians and Irish has been the major contributing factoereTére a number

of Catholic communities in the Highlands and Islands as well as the North East
of the country. However, Catholics of Irish origins are the largest segment of
Scotland®s Catholic community and are concentrated particularly in the West
cental region of the country. This influx of Irish Catholics had an impact on the
education system and as Bradley (2004) argues, the Catholic Schools system was

created as a direct result of this.

When the lIrish first came to Scotland they were often stdgeo much hostility

as was theiOalien and often detested faifBfadley, 2004, p20). Indeed, this
was not just confined to Scotland but to other parts of the UK. Morris (1998)
explains that Catholic communities suffered long periodsOpiersecution,
repression and social segregatian® that they experienced religious prejudice
Oakin to racisn{f92). It has been argued that the struggle to survive and thrive
in Scotland has resulted in the weditablished and strengthened identity of this

communityto the present day. While it has also been claimed that social and
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economic change has led to the integration and acceptance of the Catholic
community into Scottish society, there still exists a belief that a struggle against
discrimination continues siecthere are entrenched a@ttholic sentiments in
society (Rolheiser, 1994). This claim has been well documented in recent years
(MacMillan, 2000). A high proportion of ScotlandOs teachers in Catholic schools
come from this Catholic community situated time WestCentral belt of the
country including, understandably, 85% of those selected for the purpose of this
research. These Catholic teachers are employed by the state and are part of the
Scottish education system, but they work within the Catholitosesf that

system, the origins of which will now be presented.

2.4.1 Catholic schools in Scotland

The Catholic Education Commission (CEC) works on behalf of the Roman
Catholic Bishops of Scotland in setting national policy on all educational
matters. & operational agency is the Scottish Catholic Education Service
(SCES), which, among other things, works to offer support and guidance to
schools and Catholic teachers in Scotland and develop and implement plans for

the development of Catholic education.

It could be argued that the Catholic Church has a very healthy position within
educational provision in Scotland. Enshrined in law, Scottish Catholic schools
are able to enjoy the benefits of full state funding without conceding their
Catholic ethos.They are administered in exactly the same way as those in the
nondenominational sector, through the local authorities, and are fully
accountable to the state in terms of standards, policy implementation, leadership
and performance, which are inspected ammhitored as are all other Scottish
stateschools. However, Catholic schools are able to preserve their distinctive
identity and faithbased mission since the Church has jurisdiction over the
employment of staff in Catholic schools and the content of Rieégious

Education (RE) curriculum. This is a position that it has enjoyed since 1918.

2.4.2 The Historical Context
In the late 19 and early 28 centuries, Catholic schools in Scotland were staffed

by unqualified, underpaid teachers and served #tuteBfand mostly IrisBb
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population. In 1872 the Church had rejected the invitation to transfer its control
to the state on the grounds that the denominational character of the schools
would not be preserved, even with the promise that individual schetaisied

the right to determine their religious nature if they so wished. The Church found
this unacceptable. Their schools were very poorly resourced both financially and
academically and indeed would have benefited from the lifting of this burden.
However, it balanced this with the guaranteed faith dimension of education that
the children were receiving in these schools, something about which the
community felt strongly (Coll & Davis 2007).

The Catholic minority paid general and local taxes but didamail itself of the

state education facilities until the government recognised that the community
was being unfairly treated on the grounds of conscience. Eventually, and after
much controversy (OOHagan 2006; OOHagan & Davis 2007), the Scotland Act of
1918 was passed, giving Catholic children the same formal educational
opportunities found in the nondenominational schools. The schools were to be
fully funded and maintained by the state but the Church was given control over
the religious education curttum and the appointment of teachers. This

position has remained largely unchanged for almost a century.

Catholic schools in Scotland today are somewhat different to those that existed at
the turn of the twentieth Century. As a result of immigration thedeffects of
secularisation, Catholic schools now teach children from a range of cultural and
religious backgrounds. In addition to those parents who are practising Catholics,
parents of children from many ethnic communities choose to send their children
to the Catholic sector, resulting in some classes being very multicultural. Indeed
in a minority of Scottish Catholic schools, the school roll can consist of children
from predominantly noi€atholi®fr even norChristiarb®ackgrounds. It is

also recogrsed that of those who are baptised OCatholicO, many children
attending such schools come from families where traditional practicesotaire

observed, the most obvious of these being Mass attendance.



24

2.4.3 Approval

As a result of the 1918 Education (Seatl) Act, and owing to the ChurchOs
control over the appointment of staff, potential teaching staff in Catholic schools
must satisfy the Church that they are suitable in Obelief and character® (Great
Britain Statutes (1918) Education (Scotland) Act). They also subject to a
stringent approval process. Anyone teaching RE must be an appraetiding
Catholic (all those teaching in Catholic primary schools fall into this category).
Moreover, theCatholic Church requires to be assured #ihtother appinted
teachers, whether Catholic or not, are committed to the promotion and support of
the Catholic schoolOs mission, aims, values and ethos. Approval therefore is also
required for nofCatholic staff. The process involves a reference from a priest
(or for non Catholics, a professional) who can testify to the commitment of the

individual.

At present there are over seven thousand approved Catholic teachers in Scotland
employed in 403 Catholic state schools.

2.4.4 Qualification in Catholic Education.

In addition to being OapprovedO, there is the expectation that Catholic teachers
wishing to teach Religious Education in the Catholic sector obtain their OCatholic
TeachersO CertificateQ. This certificate indicates to the Bishops Conference that
an individual is adequately equipped to teach Religious Education in the Catholic
school. Teachers in Scotland wishing to gain this certificate usually choose to
study their Initial Teacher Education (ITE) course (either -fmar
undergraduate honours degree cesirsr a ongrear professional diploma) at the
Faculty of Education at the University of Glasgow. This faculty is the only one

in Scotland that has the formal responsibility for providing Catholic teachers for
Catholic schools and therefore the Religiousu@ation component of these
courses is heavily focused on the Catholic faith. Upon satisfying the subjectOs
academic requirements (which includes being observed teaching RE in a
Catholic school), in addition to the Catholic TeachersO formation coudsmtstu

are awarded the Catholic TeachersO Certificate. The only other way of obtaining

this certificate is through CREDL (Certificate in Religious Education by



25

Distance Learning)—a distance learning course offered by the same educational

institution.

2.5 Summary

This chapter has presented a background to, and context for, this particular study
by discussing the current professional development climate in the Scottish
education system and by introducing the Catholic Church’s expectation of
education, and of Catholic teachers, from both a global and local perspective.
This background and context has influenced the choice of methodology adopted

to conduct the study—a detailed account of which, now follows.
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Chapter 3

METHODOLOGY

OThe fundamental rationale for developing the educational research profession
should be to improve the quality of research so that it may better serve the
education sector(Evans, 2002: 228).



27

3.1 Introduction

The purpose of this chapter is tiscuss the methodological approach taken
throughout the conduct of this study and to present the decisions that ultimately
affected the direction of the research. It will introduce the participants,
explaining how they became involved in the study e &s outlining the depth

of this contribution. A detailed account of the data collection methods employed
will be presented, along with a thorough explanation of how the data were
analysed. The ethical issues taken into consideration during the hegdhhze
discussed, in addition to clarifying the role and position of the researcher. The

way in which literature is used throughout the study will also be explained.

The purpose of this study was to identifig faith development nedolBf anybb
of Caholic educators within the Scottish state schoolsO system. The overarching

research question was:

What are the faith-development needs of Catholic teachers in the
evolving CPD structures of Scottish Teacher Education and how

effectively are they being addressed?

3.2 Conceptualisation

Evans (2002) believes th&too many educational researchers produce second
rate work and there are, for the most part, too few checks against this occurring®
(p44). One way of ensuring that research is not Oseam idy paying
particular attention ®fnd taking seriousBhe issue otconceptualisationDb

that is, ensuring that there is clarity over the exact meaning of key terms when
they are being referred to. Of equal importance is the communication of this
meaning to others engaged in the research activity. Evans claims that the
implications of ignoring this can include the quality of the research being
impoverished. She staté€3conceptual clarity is an essential methodologicd tool

essential, that is, if researishto be rigorous(ibid: p49).

In this study it was important from the outset to identify key concepts and
establish that their meanings were understood. This ensured that the researcher

was actually researching what she was intending to research andhéh
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participants and herself were on the same wavelength. Wilson and Wilson (1998)
advise of the danger of different people involved in any research, ‘talking about
different things under the same title heading’ (p365). Strauss and Corbin (1998)
echo this concern by explaining how invalidation of possible meanings of
concepts would result in the limitation of the development of theory. According
to them, the researcher must be trained to consider the different meanings that
respondents might attribute to salient terms; terms that are potentially ambiguous
or susceptible to a variety of interpretations. With this in mind, consideration
was given to the central and it could be argued potentially nebulous concepts of

‘faith development’ and of ‘needs’.

3.2.1 ‘Faith Development needs’

Faith, according to Fowler (1995), is a response to a superior or transcendent
power as understood through the forms of a ‘cumulative tradition’. Faith grows
and develops through its interaction with the cumulative tradition—otherwise
known as ‘religion’—to which the person has committed himself or herself. In
explaining this concept further, Fowler uses Wilfred Cantwell Smith’s works on
the subject (1977 & 1979), which claims that faith involves ‘an alignment of the
heart or will’ in addition to a commitment of ‘loyalty and trust’ (Fowler
1995:11). Fowler continues, ‘to set one’s heart on someone or something
requires that one has ‘seen’ or ‘sees the point of that to which one is loyal.’
Therefore, according to Fowler and Smith, faith involves a commitment to what
is already known or acknowledged and °‘lives loyally, with life and character
being shaped by that commitment’ (Smith 1979:61). It is a total response, a way
of living where someone sees, feels and acts in terms of a dimension that is

transcendent.

The term ‘development’ implies change and within the context of this research
‘faith development’ was taken to mean the changing nature and maturation of
‘man’s [sic] response to God... as he searches for the ultimate meaning of his
life’ (CCC, 1994: para 26). Faith development is not considered by the Catholic
Church to be simply an intellectual or rational response to God, but rather a
whole life response where it affects what someone thinks, says, feels and does—

it is the growth of an orientation of the whole person towards God.
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Throughout this study the word OfaithO appears many times and has a number of
different meanings. It is used by participants to refer to the Roman Catholic
tradition; that is, describing a&lwnging or attachment téh® Catholic Faith©r
describing theiOfaith backgroundfbth referring to a system of religious belief.

It is also used in the context of people having, for exandeeat faith@hich is

taken to mean the observance of someOs obligation or loyalty to the Roman
Catholic tradition and its teachingsFalth developmentChowever, is as
described above: participantsO ongoing response to God as they search for the

ultimate meaning of their lives.

Within the context of Ofaittievelopment needsO, the wOrtkedgfen refers to
what is required or wantedin order for a response to God to be developed
further. Therefore th®faith development needs of the Catholic teacheridat

is required or wanted by a teacher in orderthair holistic orientation towards
God to grow, as they search for the ultimate meaning of their lives, as they

continue in their role as educator.

The next section describes the design of the study and includes details of the
framework adopted and opéom of this; the location of the study and the ethical

issues that were taken into consideration.

3.3 Design of Study

There exist two main paradigms for conducting research most commonly known
as gualitative and quantitative approaches, and both containimgymerous
strategies of inquiry for use by investigators. The benefits of either continue to be
debated and although there are aspects of both which can sometimes encroach on

the otherOs paradigm, they are usually considered as opposite ends of a spectrum.

Creswell (2003) refers to a quantitative approach as,

Oone in which the investigator primarily uses postpositivist claims for
developing knowledge (ie., cause and effect thinking, reduction to
specific variables and hypotheses and questions, use ofireeent and
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observation, and the test of theories), employs strategies of enquiries such
as experiments and surveys, and collects data on predetermined
instruments that yield statistical datp@8).

Thus there is always a theoretical base for whatavieeing studied, an existing
historical precedent for viewing theory a®acientific prediction or explanationO
(ibid: 120). This paradigm differs significantly from the qualitative one in that it

is shaped by particular assumptions that are epistersalagd ontological. The
gualitative approach does not emphasise a theoretical base for the study nor does
it use a mathematical process of interpretation of data. Rather, it analyses the
data for the purpose of discovering concepts and relationships rgadises

these into a layout that is Otheoretically explanatoryO (Strauss & Corbin, 1998:
11). For this kind of study the data are referred t@®ssftéince they are rich in
description of people, places and conversations, and are not easily intelogreted
statistical methods (Bogdan & Biklen, 2007). Within the qualitative approach,
theory can be allowed to develop, based on the analysis of data, and is subject to
change or refinement as the research continues. Theory that develops in this way
emerges fsm the bottom up as opposed to a top down model since the theory is
grounded in the data (Bogdan & Biklen, 2007: 6).

It is argued that qualitative research, in its purest sense,

Ofollows the naturalist paradigm, that research should be constructed in
the natural setting and that the meanings derived from research are
specific to that setting and its conditions. The approach is that of a

holistic interpretation of the natural setting@iersma & Jurs, 2005:13)

and is;
Oresearch about persons®, lilleed experiences, behaviours, emotions

and feelings as well as about cultural phenomena and interactions
between nation@trauss & Corbin 1998: 11).

This particular study is situated within the qualitative paradigm.

There is much debate about thdueaand validity of the different research
approaches. Champions of quantitative (or positivist) research would argue that,
only things that are observable and measurable can be regarded as knowledge
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and they question qualitative researchOs validity dadattk of measurement in
favour of a focus on feelings, behaviours and experiences. On the other hand,
qualitative researchers have trouble being convinced by quantitative researchersO
presentation of statistics as the results of surveys and tests ®yaeality. In

the field of education they claim that decisions affecting change and courses of
action cannot be based upon scientific explanations of educational situations
(Carr & Kemmis, 1986: 76). They challenge this approach by elevating the
importarce of a focus omeaningrather than omeasuremerand explain that
investigating a reality can actually have anpact on that reality. The
phenomenon under investigation in this study is the faith development of
Catholic teachers. The reality is theperience of the teacher and how they

choose to interpret and articulate that experience.

Bogdan & Biklen (2007) stress that the tegoalitative researclis often used to

refer to a variety of research strategies that all share similar charactefiségs.
explain that the term is sometimes used synonymously with other terms such as,
fieldwork; ethnographic research; phenomenological research; naturalistic
researchand while this can be confusing since these terms can often have very
exact meanings, thetrategies used in all come under theaftative researchO
umbrella. They claim that there are five distinguishing characteristics of
qualitative research, and as it happens, all were key features of this particular
study. What follows is a very briefonsideration of each but they will be

developed further as this chapter progresses:

1. Naturalistic -Oqualitative researchers assume that human behaviour is
significantly influenced by the setting in which it occurs and whenever
possible they go to thédcation@ibid:5).

During this study the researcher strove to conduct all interviews with participants
in their natural educational surroundings. This was considered important since it
was believed that divorcing what was being said from its context dwave

resulted in a loss of significance.
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2. Descriptive databOThe data collected take the form of words or pictures
rather than numbersE. [qualitative researchers] try to analyse the data with
all of their richness as closely as possible to the formvhich they were
recorded(@bid: 5).

In this particular study the data was analysed with the assumption that nothing
was trivial or should be taken for granted, and that every word had the potential

for being used to gain a deeper understanding of whastbeing studied.

3. Concern with processb @ualitative researchers are concerned with

process rather than simply with outcomes or prodiittisO6).

As this thesis will convey, process was an integral part of the study. The
questions that particgmts were asked explored how things came to be rather

than what they simply were.

4. Inductive - OQualitative researchers Edo not search out data or evidence
to prove or disprove hypotheses they hold before entering the study; rather,
the abstractions arbuilt as the particulars that have been gathered are

grouped togetheifdid: 6).

A grounded theory approach to the study was implemented (Strauss &Corbin
1998), an approach which relies on the data to produce theory. As the theory
emerged a picture waslowly constructed and the different rounds of data
collectiorbfand analysis of Rffected the way the picture looked.

5. Meaning D @ualitative researchers are concerned with making sure that

they capture perspectives accurat¢Bdgdan & Biklen, 207:8).

Throughout this study the researcher focussed on the participantsO perspectives
and how they made sense of their own @iind the development of tR®

within the context of the school. The concern was with trying to capture, as
accurately as msible, the participantsO own interpretations of events and then

these were used to develop theory.
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3.3.1 Framework for the study

The qualitative research strategy adopted during this particular study was that of
grounded theorywhere the researcher used methedhich allowed theory to
emerge from the data. Charmaz (2005) recognises that a strength of such an
approach is that, among other things, it encourages researchers to remain close to
the phenomenon that they are studying. She explains that adoptiograext

theory approach uses a framework or guidelines that en@bkesearchers to
focus their data collection and to build inductive middiage theories through

successive levels of data analysis and conceptual develofpsoid

The data for thistady was collected over a foyear period and the analysis of

this was an ongoing process, therefore an appropriate framework for the study
had to be considered in order to maximise the full potential of this particular
strategy. The framework was req@d ultimately to facilitate answering the
research question and therefore needed to be sympathetic to a grounded theory
approach, where concepts were emerging and developing and new questions
were being asked. A cyclical framework was considered bestpyposuthis
proces®f framework involving four major activitiesplanning, acting,
observing and reflecting (Dearnley, 2002) This allowed for an inductive
approach and for the research to be responsive to its own findings in that it could
look back for jstification for the next steps. The framework in Table 1:1

illustrates the seven stages involved in the process.
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Pilot Stage Data Collection | Data Collection | Data Collection | Data Collection | Data Collection | Data Collection and
and Analysis and Analysis arnd Analysis and Analysis and Analysis Analysis
Stage 1 Stage 2 Stage 3 Stage 4 Stage 5 Stage 6
Action: Conduct| Action: Collect Adion: Collect | Action: Collect | Action: Collect | Action: Collect | Action: Collect data:
Pilot Studyb data: interviews | data: interviews | data: interviews | data: interviews | data: interviews | interviews with Church
(Twelve in Scotland. in Scotland. in Scotland. in Scotland. in NSW, representatives.
Scottish head | Transcribe and | Transcribe and | Transcribe and | Transcribe and | Australia. Transcribe and analyse
teachers) analyse data analyse data analyse data analyse data Transcribe and | data

Reflect:On the
process, the
outcomes and
implications

Observe:
Review the
literature

Plan:
The next stage

Reflect On the
findings and their
implications

Observe:
Category
development /
review literature

Plan:
The next stage

Reflect:On the
findings and
their implications

Observe:
Category
development /
review literature

Plan:
The next stage

Reflect:On the
findings and
their implications

Observe:
Category
development /
review literature

Plan:

The next stage
including
comparative
stage

Reflect:On the
findings and
their implications

Observe:
Category
development /
review literature

Plan:
The comparative
stage

analyse data
Reflect:On the
findings and
their implications

Observe:
Category
development /
review literature

Plan:
The next stage

Reflect:On the findings
and their implications

Observe:
Category development /
review literatue

Plan:

Writing a thesis which
accurately represents the
experiences of the
participants and
researcher
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The framework illustrates that planning took place at each stage after the
activities of acting, reflecting and observing. This set of activigigisled the
progression of the study to the next stage of investigation. At each stage the data
collection involved conducting interviews. The interviews were then transcribed
and coded (Stauss & Corbin, 1998), categories and concepts emerged and these
werereflected upon and refined. Literature pertinent to the current findings was
considered and both this and the development of the categories and concepts,

informed the planning for the next stage of the investigation.

3.3.2 Reflection
As the framework clearlyllustrates, an integral aspect of this methodology was
reflection B both on thetheory that was emerging as well as on #eeearch

practice of the investigator.

An important aspect of the cyclical nature of the research framework, which can
be seen ifable 1.1, was that of OactionO. For this particular study, a repeated
OactionO that took place was the conducting ofsseictured interviews this
appeared at each stage of the framework and was central to the direction of the
study. During the diffeent stages reflection on the interviewing technique took
place where the researcher constantly reviewed her skills in this area, in an
attempt to develop them further. Inevitably the interviewing technique improved
as the research progressed; the pilodytstage was of particular value in
starting this reflection process, which took place prior to embarking on the main
component of the research. Analysing the data allowed for reflection on this
OactionO, where the interviewing technique could be dssedstail. However,
another key aspect of reflection was the consideration of what actually happened
and was said during the interviews, and what concepts were emerging.
Reflecting on these contributed to informing the next stage of action. During the
analysis of the data, memos were written to record such reflections and were
crucial in directing the future stages of the study. They highlighted concerns,
guestions, areas requiring additional attention, new ideas and so on. These
memos have been codered a key resource in the investigation and are
absorbed into this final presentation of the research. Strauss & Corbin (1998)

explain that a memo is,th® researcherOs record of analysis, thoughts,
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interpretations, questions, and directions for furtdata collection@p110).
What follows are a few examples of the memos that recorded the researcherOs

reflections:

¥ A note to pursue an idea during the stage of interviews.
Example from the study: This school provides many opportunities for
staff to comdogether with pupils and pray. Although she did say that she
has not been aware of formal CPD opportunities to develop faith, the
activities in the school related to faith contribute to her own
development: team, community, strong supportive RE dept, mass
together.Quite a number of others have commented on the EXAMPLE of
the head or members of the SMT and how this alone has encouraged
development in faith in RESPONSE to this example of others. This is
worth investigating further, this whole idea of cuéurand

example/witness of others in the school having an impact on faith.

¥ Questions about some comments from head teachers.
Example from the studyThis would link with the suggestion in R1a
10/11/03 Code Notel that teachers are more professional irihig are
more discerning about the quality of the CPD course. Is this the case? If
S0, is it because of the demand (McCrone) placed on them to engage in
CPD? Is it because now that there is a requirement to engage in formal
CPD that teachers have becommre discerning and expect value for
money? Why should teachers accept CPD courses that fail to do what
they propose to do, especially now that there are high CPD expectations
of staff? Look into this further.

¥ An emerging hypothesis having reflected on pticipantsO comments.
Example from the studyls the activity of teaching RE developing faith?
Some teachers are not directly involved in the teaching of RE and so
donOt feel that their own faith is being OtappedO into as much as if they
were. This sits aofortably with those teaching in the primary sector and

who are responsible for the teaching of BESome have mentioned a
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development in their own faith due to preparing and implementation of

these lessons.

Reflection, therefore, was a significant agpiEahe work of this study and often

directed the work and contributed to the outcomes of the analysis.

3.3.3 Location

This study was conducted in a variety of different locations but common to them
all was the natural environment of the participantéiles & Huberman (1994)
believe that this strengthens the data siditbey focus on naturally occurring,
ordinary events in natural settings, so that we have a strong handle on what Oreal
lifeO is like(p10). The school leaders and Church represensagiggticipating

in the study were interviewed in their offices. The teachers in Scotland (who
were the main focus of this study) were interviewed on four occasions over a
threeyear period with the initial interview being conducted while they were
studentteachers in their final year of study. During this stage they were
interviewed on the university campus, the environment where they were
completing their initial teacher education (ITE) qualificaticthe campus where

the researcher worked. With twooeptions, the remaining interviews (those
taking place after participantsO graduations) were conducted in the participantsO
own classroom or school environments. Those interviewed in New South Wales,
Australia were, for the most part, interviewed in treturdent/work environment

but for a small minority, the participants suggested that the interview would be
conducted outside of the school environment for fear of not being able to speak
openly and freely. It is worth noting that the university estabkstimin both
Glasgow and Sydney gave permission for interviews to be conducted with the

participating students and on campus (Appendix 1).

The decision to collect data within the location where the researcher worked was
one that was well considered, howevgiven that Glasgow University is the
only Higher Education establishment in the country that offers the Catholic
TeachersO Certificate and is the University to which most students wanting to
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teach in the Catholic sector in Scotland attend, it was textéjpat this location

was appropriate for this particular study. Ultimately, engaging with those who
were wishing to embark on a career in Catholic education was necessary, so
choosing the University of Glasgow as an initial base, was considered the righ
choice. It is worth mentioning at this stage (and the section on Data Collection
will explain their selection and involvement in more detail) that the participants
who were students at the university, and some of whom were taught and
examined directly Y the researcher, were all in the final month of their ITE

courses and the researcher had no longer any involvement in their assessments.

It is accepted that by using some of the researcherOs own students in the study,
that this may be perceived by arteznal audience as increasing any element of
bias. However, the recognition of this potential limitation, in addition to
continuous reflection on the data collection process, has resulted in the
researcher paying particular attention to the transparentlyeo$tudy and she
believes that the presentation of the thesis conveys this.

3.3.4 Collaboration and consultation

Engaging in academic conversation and sharing findings with colleagues,
interested parties and other researchers was a valuable inclusioraety of
different stages throughout the study process. Strauss (1987) recommends that,
Oseminars can give presenters confidence in their analyses, whether in
preliminary or almost final form, as well as confidence in the analyses embodied
in their writingO(p259) The Graduate School within the Faculty of Education
where the researcher worked provided a platform to meet and discuss progress
with peers, and the findings of the pilot stage of the study were presented in a
formal seminar early in 2005 The research seminar series, hosted by the
Department of Religious Education, also provided opportunities to meet with and
speak informally to invited guests from the field of Religious Education about
ongoing work from the study. The opinions of ofhehe exchange of ideas and
discussion of findings helped build the researcherOs confidence and strengthened,
she believes, the validation of the results.
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At a more formal level, three academic papers were written as the study
progressed, all of which we submitted to internationally pé&eeviewed
journals, where they were subjected to interrogation by a number of experienced
colleagues within the field of education. All were accepted for publication and
all have appeared in print (Coll, 2006: Coll, 289 Coll, 2007b). The
opportunity to do thisoosted the researcherOs confidence in her writing and
research ability (Strauss, 1987). In addition, her findings were presented at the
annual UniversitiesO Council for the Education of Teachers (UCET) Qu#ere

in November 2007. Both activities allowed for additional feedback, suggestions

for refining her work and for completing the thesis.

The comments, suggestions and support from others have been reflected upon
and considered. They allowed the researth step back from her work and see

it from other researchersO perspectives valuable inclusion in the whole
methodological process.

3.3.5 Ethical considerations.

ONaivetZabout ethics]itself is unethical@Seashore (1982:100h Miles &
Huberman, 1994:288). As with any research study of this nature, it was
imperative that this investigation was subjected to a number of moral and ethical
questions prior to and during its process. A comprehensive application was
submitted to and approved by theitrsity of GlasgowOs Faculty of Education
Ethics Committee, a committee charged with the responsibility of considering
the ethical issues involved in a research study and authorising it to proceed. The
decision it makes is guided by general principlegtbical research, as well as
considering the codes of ethical conduct of a variety of Research Councils and
Associations Committees

(www.qgla.ac.uk/facultis/education/research/ethics/informationforapplicants/

There existed the requirement for transparent information regarding consent of
participants, ethics surrounding data collection (including interview schedules)
and the dissemination of results amd,responding to these requirements, the

following areas were considered. (The section on Data Collection will detail how
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participants were selected and the strategies involved in gaining information.
What follows here is an explanation of measures that were taken with regard

only to the ethicalconcerns.)

3.3.5.1 Informed consent

Punch (1994:90 in Christians, 2005:144) argues that there is a predicament for
qualitative researchers regarding informed consent in that, ‘divulging one’s
identity and research purpose to all and sundry will kill many a project stone
dead’. Regardless, the researcher believed strongly in the moral and ethical
obligation to observe this procedure and did not consider it to be detrimental to
the data collection process. It was important to establish that those willing to be
a part of the study had freely given their consent, ‘fully, voluntarily and
uncoerced’ (Miles & Huberman, 1994:291). Clear information was given to
participants regarding the nature and purpose of this study. Prior to the interview
stages, all participants were asked to sign a consent form in addition to a plain
language statement that outlined exactly what the study proposed to do and how
the individuals would be involved (Appendix 2). They stressed that those willing
to be a part of the study could withdraw consent or any data supplied at any time.
They conveyed the necessary procedures to take if participants had any concerns
about the conduct of the study. It was made clear that dissemination of the
results of the study would be presented in a thesis and may appear in academic
journals or other publications. Both the consent form and the plain language

statement were considered by the Ethics Committee to be appropriate for use.

Eisner (1991) has agued that it is impossible in qualitative studies to gain truly
informed consent since certain developments in such evolutionary research
cannot be anticipated from the outset. However, for this study, it was not
expected that the main area of focus would shift as it progressed, and the consent
form and plain language statement were as accurate and as transparent as
possible at the time that participants were asked to sign them. Related to this
was the issue of submitting the interview schedules for the committee to approve

prior to embarking on this study. This again was impossible due to the nature of
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the research and of the fact that the interview questions would evolve after the
reflection action at each stage of the process. It was deemed acceptable to

submit the interview schedule for the first stage of the interview process.

Consent was considered of great importance by the researcher, not only for
satisfying ethical queries, but for establishing and honest an open relationship
with participants- somehing that was valued as highly as consent itself. Miles

& Huberman (1994) argue thaf)jweak consent usually leads to poorer dataO
since, Orespondents will try to protect themselves in a mistrusted relationshipO
(p291)

One issue, often affecting thersent of individuals engaged in such research

activity, is that of confidentiality. This will now be discussed.

3.3.5.2 Anonymity and confidentiality

Anonymity was agreed with every participant in the study with the exception of
two. While the names ohése two individuals will not be used in this thesis,
identifying them may be straightforward for those familiar with the Scottish
education system due to their unique positions of office within Scottish Catholic
Education. As Christians (2005) obserni@®gseudonyms and disguised locations
often are recognised by insiders. What researchers consider innocent [can be]
perceived by participants as misleading or even betrad6). Both
participants were aware of their easily identifiable profiles and aewepted and
agreed to this limited anonymity. The remaining fesiy intervieweesO identities

and research locations were protected by the use of pseudonyms, and participants
were aware of and agreed to this from the outset. The measures taken for this
confidentiality were to safeguard against unwanted exposure, which could
potentially harm any of the subjects. Christians (2005) claims that in any social
science enquiry, exposure is the single most likely cause of harm to participants
and that no one derves this. Indeed, the researcher was well aware of the
implications of this and of the effect that lack of anonymity could have on the
reliability of the data being collected.
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3.3.5.3 Honesty and trust

House (1990n Miles & Huberman 1994: 290) suggle basic ethical principles

when planning qualitative research, the first of which is ensuringGhaitual
respectGhould exist, where the researcher pays particular attention not to
damage participantsO self esteem or adopt a condescending disp&iam.
coercion and nemanipulation@ another of these principles where participants
should be invited in a nethreatening manner to respond to or cooperate with the
researcher.Fontana & Frey (2005) stress that if we want to learn about people,
we slould treat them as people rather th@faceless individua)sihd this may

result in them working with us to generate accounts of their experiences (p722).
The digital recordings and transcripts of the interviews conducted for this study
provide evidencehat both principles were adhered to with the utmost care,
resulting in individuals responding and participating in an atmosphere of
partnership and trust. In addition, the researcher was committed to ensuring that
honesty prevailed for the duration ofslstudy, where no participant could claim

to have been deceived or misled. The researcherQOs interpretations of the data have
been based on what was asked and what was said and at no time was there a
hidden agenda involved in this study. Christians (198d)es thaDopposing
deception@s one of the main moral principles of any social science code of
ethics and that any deliberate misrepresentation of data is forbidden. This study

demonstrates a commitment to that principle.

3.3.6 Use of literature ithe study.

In many research presentations, a review of relevant literature is introduced at an
early stage as an orienting framework and context for the work. However, if a
grounded theory strategy has been adopted, as is the case for this investigation,
Oliterature will serve less to set the stage for the s{@ig&well, 2003: 30).

This research was inductive and as can be observed from the framework,
throughout its progression literature was referred to and reviewed to clarify or
support emerging caepts and theories. Essentially this meant that the concepts
and theories emerged from the data rather than from the literature. For this
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reason the bulk of the literature related to this study is evident towards the end of
this thesis, when the resuéige reflected upon. It is used to compare and contrast
with these results as they emerge from the study and serve as a secondary source
of data and as a tool for validation.

It is recognised, however, that the researcher brings with her a considerable
amount of knowledge in this particular field of enquiry to the research, and much
of this will be as a result of literature read in the past. Strauss and Corbin (1998)
warn that creativity could be stifled if this prior knowledge is allowed to
dominate. TRy also point out that the important concepts of a study are not
known prior to the start of any grounded theory research and so referring to the
literature at an earlier stage would not be fruitful.

3.3.7 The role of the researcher

This chapter has already addsed the important arealotation, in explaining
where the data collection took place. However, the researcher recognised that
even though participants were interviewed in their own envirori@stan
attempt to ensure that the data was collectedsimatural and comfortable
surroundings as possi}@he issue of Qobserver effectiidl not disappear. As
Bogdan & Biklen (2007) describe, this is the effect that the researcher has on
participants by simply conducting the study. For example, it is drgoat
inviting someone to complete a questionnaire will change their behaviour in that
they might adopt an opinion about something that they had never really
considered before. Therefore measures were taken to minimise this effect during
the interviewingstages by trying not to make participants feel like Oresearch
subjects®. The interviews will provide evidence that participants were
encouraged to talk freely and openly in their natural environment and the
researcher tried to ensure that she not wasabng the situation too tightly.

Another issue that requires attention and discussion at this stage is that of
subjectivity or bias. Researchers come from a variety of different backgrounds
and their interests are diverse. It is argued that two peopléucting similar
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studies may produce quite different theories or results based on their background
in training or their particular area of expertise (for example, psychology,
sociology and so on) due to the effect that this will have on the phenomenon
studied. The investigation would be shaped by their inherent theoretical
perspectives and so different types of data would be collected and different
conclusions may be reached (Bogdan & Biklen, 2007). While both studies can
be considered reliable, it walibe advantageous for the researchers to inform
readers of their starting positions to add to the contextualisation of the
investigation. Therefore, at this stage in the presentation of this particular study,
it is important for the researcher to expose fersonal background and address

the issues of subjectivity and bias.

In qualitative research it is recognised that data Ogoes throughO the researcherOs
mind prior to presenting results, and this raises questions about that effect that
personal convictios might have on the results that are produced. Bogdan &
Biklen (2007) argue that good research design can help with this predicament:

@ualitative studies are not impressionistic essays made after a quick visit
to a setting or after some conversatiothva few subjects. The researcher
spends a considerable time in the empirical world laboriously collecting
and reviewing piles of dataEEE.Additionally, the researcherOs primary
aim is to add knowledge, not to pass judgement on a seiBg38).

Througtout the study, the researcher was very aware of her position and the
implications of subjectivity, and strove to minimise the affect that this had on her
work. The act of keeping detailed memos that included continued reflection on
the data, and her owmterpretation of it, helped confront the issues of
subjectivity and bias. However, it was also acknowledged @vat, matter how
much you try, you cannot divorce your research and writing from your past
experiences, who you are, what you believe, and wbatvalueO(ibid: 38).
Others (Nisbett & Ross (1980) and Miles & Huberman (1994)) echo this by
stressing that all research is based upon a relationship between the investigator
and the researched, and that individual preconceptions will always affect the
results of the work. Therefore the advice was to embrace this and not allow it to
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immobilise the work by becoming so concerned with it (Bogdan & Biklen,
2007). The aim then was not to eliminate it, but to reflect on, and be more aware

of how personal fatures may shape the process.

The researcherOs personal background will now be made explicit.

3.3.7.1 Personal background

For the purpose of this section it is important to introduce the resefner is

also the writeDBnd so will be referred to e first person.

As already mentioned, it is recognised that my biography may bias some of the
claims of this investigation therefore presentation of my own background and
culture is essential so that readers can place this study within an appropriate

context.

| am single female, of Caucasian origin and come from a Western industrialised
culture. 1 was born and brought up in a predominately Catholic town in the West
of Scotland by practising Catholic parents, one of whom is Irish and the other,
first generation Irish. | am a practising Catholic and have three siblings, all of
whom practise their faith. While the assumptions | make in this study are
grounded on experience and reflection on relevant literature, | recognise that they
represenmy persgectives on what is taking place and my biases and subjectivity,

based on my historical narrative, will affect that.

In addition, it is essential to acknowledge that there are many similarities
between the participants and myself as researcher. My biggrapembles that

of many of the students in Scotland who were interviewed and tracked over the
threeyear period. Most are from the same geographical location (the West of
Scotland), have similar cultural backgrounds and, like me, completed their ITE

programme at the only institution in Scotland that awards the Catholic TeachersO
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Certificate. | am a qualified Catholic teacher who has undergone the same
instruction and experienced the same processes in order to gain entry to the
teaching profession. (Indd, in some cases, the participantsO tutors were the

same people who taught me.) For seven years | taught in a Catholic primary
school and for the last eight years | have been a full time member of the

academic staff in the Faculty of Education at theversity of Glasgow, five of

those as a lecturer in the Religious Education department. Amongst my

responsibilities, | am directly involved in the delivery of the Religious Education

component of two of the initial teacher education programmes.

Having shaed many of the participantsO experiences and being acutely aware of
the Religious Education dimension of their programmes of study, this allowed
for increased awareness, comprehension and discernment as the research

progressed.

3.4 Data collection methods

The semistructured interview was chosen to be the primary data collection tool
for this study. It is a tool that enables a researcher to probe further, follow up
ideas and return to points if necessary. Unlike those for a questionnaire,
interview resposes from participants need not be taken at face value and have
the opportunity to be developed or clarified (Bell, 2005). It is recognised,
however, that the interview is notreeutral tool since it involves two people,
each coming from historical and pgadal contexts and bringing with them
(sometimes unconsciously) motives, biases and emotions. In addition, it is a tool
that if used incorrectly or without appropriate planning and preparation, or
careful consideration given to the surrounding conditidrsan produce second

rate and unreliable data. Regardless, the pitfalls of such a tool were outweighed
by its considerable benefits and, ultimately, the s&mictured interview was
adopted since it is commonly regarded as a tool that is designtgk fpurpose

of improving knowledge (Wengraf, 2001).
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3.4.1 Participant selection and theoretical sampling

The framework adopted for this study promoted a flexible theoretical approach to
sampling, in terms of what was investigated, owing to its evolvatgra and

focus on emerging theory. Strauss and Corbin (1998) explain that theoretical
sampling, Orather than being predetermined before beginning the research,
evolves during the proces$a?02) It is cumulative in that it extends and
strengthens prewus data collection and analysis (ibid:203). However, it was
recognised that setting boundaries from the outset, in order to define the study,
was required since it was important to consider who was to be interviewed and
why, where, when and about whafs Miles and Huberman, (1994) stress, a
researcher cannot stu@everyone, everywhere doing everyth{pg®). Setting
boundaries allowed the researcher to determine what could be studied within the

limits of her time and means (ibid:27).

Throughout thisstudy, a total of one hundred and six sstnictured interviews

were conducted during a foyear data collection period involving fiftyiree
participantsThere were four different categories of participants and these can be
viewed in Table 1.2 It was considered important to ensure that multiple
viewpoints were beingoiced. Wengraf (2001) explains that gaining different
perspectives on the phenomenon under investigation is valuable and is good
research practice, since one set of participants willidenghformation relevant

that another group may not. This then allows for analysisCayththesizingd

can be considered a form of OtriangulationO (Wengraf, 2001:105).
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Table 1.2: Categories of participants

Category 1 Category 2 Category 3 Category 4

6 individual 26 Catholic 13 Catholic 2 Catholic
Catholic school | student teachers student/qualified education
leaders and one (Scotland) teachers representatives
focus group of (Focus (New South Wales) (Scotland)

six head Category) (Comparative
teachers. dimension)
(Scotland)
(Pilot Study)
Interviewed once | Interviewed 4 Interviewed once Interviewed once
times

When selecting participants for this study, purposive, criterion sampling (Patton,
1990) took place, meaning subjects were selected on the basis of a number of
characteristics. What follows is a brief outline of how participants were recruited

and the criteria they had to fulfil.

Category 1 (Pilot Study)
Criteria: All participants had to be;
1. ahead teacher or depute in a Catholic school in Scotland

2. responsible for the school’s CPD programme.

Recruitment: A letter was sent to ten Catholic head teachers (both Catholic
primary and secondary schools) in the central belt of Scotland, asking if they
would participate in the research. The nature of the research was explicit in the
letter (Appendix 3). There were six replies: four were male and two female.
Three belonged to the primary sector and three to the secondary sector. All six
became participants. In addition, the researcher was invited to one of the
participant’s cluster group meetings and was given time to speak to six additional
head teachers collectively. The cluster group consisted of one secondary school
head teacher and the head teachers of all the associated primary schools. The

researcher interviewed these teachers together in a focus group situation.

All of these interviews took place at the pilot stageof the framework.
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Category 2(Focus group)
Criteria: All participants had to;
1. be Roman Catholic
2. be in their final year of study
3. be studying for their Catholic Teachers’ Certificate

Recruitment: Students in their final year of study from three different ITE
courses (Bachelor of Education (Honours); Professional Graduate Diploma in
Education (Primary) and Professional Graduate Diploma in Education
(Secondary)) were invited to become participants in the study via an invitation
from their Religious Education tutors. The information that tutors had, stated that
the research would be conducted over a three-year period and was concerned
with the Continuing Professional Development of the Catholic teacher. Willing
students submitted their email addresses and the researcher contacted them
directly to give exact details of the study and invite them for a meeting to discuss
this further. Twenty-six agreed to participate and be re-interviewed over a three
year period, as they moved from student teacher, to newly qualified teacher and
finally to fully qualified teacher. Twenty of these were female and six male.
Fourteen were training for a career in the primary sector and twelve for a career
in the secondary. Of the twenty-six that participated at the beginning of the
study, eighteen were still there at the end (see Table 1.3. These interviews took

place at stages 1,2,3 and &f the framework.

Category 3(Comparative dimension)
Criteria: All participants had to;
1. be Roman Catholic
2. be in their final year of study/ or in their first two years of teaching

3. be studying for or have gained their Catholic Teachers’ Qualification

Recruitment:A link was established with a Religious Education lecturer at one
of the Australian Catholic University campuses in Sydney, New South Wales.
He expressed willingness to help set up interviews with four student teachers,
four newly qualified teachers and four teachers in their second year of teaching.

This was done prior to the researcher arriving in Australia. He was given the
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criteria and contacted students and former students to invite them to participate.
Fifteen interviews were arranged and thirteen of these took place. Seven
participants were female and six male. Seven were training for, or teaching in,
the secondargector and six in the primary (s@able 1.4. These interviews

took place astage Sof the framework.

Category 4
Criteria: All participants had to;

1. be in a position of authority within Catholic education in Scotland.

Recruitment: Both the Director ofthe Scottish Catholic Education Service
(SCES) and the chair of the Catholic Education Commission (CEC) in Scotland,
who is also a Bishop, agreed to be interviewed. These interviews took place at

stage 6of the framework.

Typically, the interviews lastetetween thirty minutes to an hour. They were
digitally recorded and transcribed professionally. Participants had the
opportunity to receive copies of their transcript(s) but this offer was only taken

up on one occasion.
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Participants

Primary /Secondary
trained

As a student teacher

As a newly qualified
teacher (1)

As a newly qualified
teacher (2)

As a fully qualified
teacher

Patricia

*

Joseph

*

*

Siobhan

Withdrew

Laura

Helen

Julie

Francesca

Patrick

Marie

Emma

Paul

f| ¥ k| k| X| k| k| X

Andrew

*

Leona

Bl k| k| k| X | k| k| H| k| k| H| ¥ *

Withdrew

Maura

Serious health problems|
resulting in areer break.

Serious health problems
resulting in career break

Serious health problems|
resulting in career break|

Theresa

Withdrew

Diane

Pauline

Denise

Ed

| k| ¥| k| *

Mary

Katie

Withdrew

Sarah

numnwmooToTT ONmMIOWnWw TV TVTTOV O TN OO

*

Withdrew
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Participants Primary /Secondary | As a student teacher | As a newly qualified | As a newly qualified | As a fully qualified
trained teacher (1) teacher (2) teacher
Christine S * Withdrew
Gemma S * * * *
Brenda S * * * *
Eileen S * * * *

Table 1.3 (Continued)

Table 1.4: New South Wales Catholic teacher participant matrix (O*O denotes when interviewed)
Participants Primary/secondary Student teacher Newly qualified teacher Fully qualified teacher
trained
Mike S *
Neil S *
Frances P *
Elle P *
Louise S *
Mandy S *
Cath S *
Mags P *
Steve S *
Hugh P *
Drew S *
Caroline P *
Vince P *
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3.4.2 Interview techniques

In the atmosphere of trust and respect previously highlighted, the researcherOs
aim was to miatain a balance between formally questioning the participants and
achieving a conversational mode. A number of planned open questions were
asked and these initiated responses that were probed further, allowing concepts
to emerge. For example, for theoBsh teachers who were interviewed, one
such question waDTell me about the professional development opportunities
youOve had since we last matfd; then: What about formal or informal faith
development opportunitiesa@d depending on how this wasswered, €an you

give me a bit more detail about what your head teacher does during this
assembly that you mentioned, and the prayer that takes pla@e®®often then,

the participantsO responses directed and guided the interview. The following

passagéurther demonstrates this interviewing technique:

Mary: The first thing is that | wasnOt sure whether | wanted to teach in
the Catholic school. | really wasnOt at the start of this and you
know in fact there were things about it that really put me rodfla
thought I think IOl steer clear.

Roisin: Can you tell me more about that?

Mary: Ah hm. Well I was thinking well that my own faith had just kinda
dwindled away really and at that point | thought well | donOt want
to go into that you know some softam ethos for people that are
very religious and | feel outta that then or feel under pressure to
take more part in it.

Rois’n: When you say Odwindled awayO do you mean in terms of your own
attendance at mass and things like that?

Mary: Everything. Sotihas made me think again. Actually the opposite
happened. | just felt very included when | came in and there was
no pressure on me as a teacher you know.

Rois'n: None?

Mary: No no. | have chosen to become involved in the kind of spiritual
life in the sbiool. You know by helping out if there are retreats or
IOve approached, IOve gone and sat in the RE classes just to see
what goes on because.

Rois'n: What influenced that choice then?
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Roisin:

Mary:
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Well | mean 10m just thinking about CPD you know but also 1Om
just curious as to what goes on within RE classes. Also at the time
were | was asked to do that | was doing work on the Uganda
Project and so they were also doing that in RE. First they were
doing it in RE and | asked if | could go and just sit inttheee

what angle they took on it obviously it must be quite different from
English you know. Although there were some eh common features
as well. Em what did you ask again?

Just about how you, you were saying that your faith prior to
coming here, yowerenOt sure if you wanted to teach in a
Catholic school but now that you have you felt included.

Well that has actually changed me and I think it definitely has
changed my faith. You know I think | grew up with feeling that eh
feeling a guilt thaif | wasnOt really practising. Now its just a
feeling that if | go to mass its because | want to be there. ThatOs
really liberating for me. And that | actually really love that ethos
within the school. And | do feel that it has a major impact on me
and tren on the pupils.

Another technique that was adopted by the researcher was, on occasion, to

OsummariseO what the participant had said to ensure that she had grasped and

understood the intention:

Laura:

Roisin:

Laura:

| just feel as though no because youOre notenauraged. Like
last year even when you were kind of sitting listening to the head
teacher and he was really, you know he was really reverent he
knew, you know he knew what he was talking about so you knew
he would maybe teagioua wee bit actually em lbno.

So last year, so IOm getting from you, last year even from the way
in which the Head teacher spoke to the children, the teachers
learned from it?

Yeah the teachers were learning you know he was making things
kind of that you could werstand em because some parts of you
know kind of you know the religion you donOt understand as such
when the priestOs kind of talking and youOre just like whatever you
know but he really brought it down to a level where the children
understood thereforthe teachers did too.
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For those teachers in the primary sector both in Scotland and NSW, the
interviews took place, for the most part, at the end of the school day and in their
classrooms. For those in the secondary school, free periods were designated by
participants as opportunities to conduct the interviews. Since many of the
participants moved from school to school it was decided that they should seek
permission from their head teacher for the interview to take place in the school.

At no point did this present a problem.

3.5 Data analysis

A constant comparative method of data analysis was adopted for the duration of
this study in an attempt to improve the credibility of findings, which have been
recognised as the result of subjective interpretation. It cannot be claimed that
this diminished the subjectivity to vanishing point, but the manner with which

data analysis converged has arguably strengthened the validity of the results.

3.5.1 Coding

Strauss and Corbin’s (1998) method of data analysis for grounded theory was
adopted for this study. Open and axial coding took place on the transcripts
where the researcher conducted a detailed line-by-line analysis of the text in
order to generate concepts. As she did this she was constantly conceptualising
and recorded this by labelling any concepts and their properties while creating
memos to reflect on these. This was done by herself rather than by using any
software since the researcher felt that even though it may be more time
consuming, she would have a fuller grasp and understanding of the data and of
the concepts emerging. This is an example of the open coding process that took

place during one of the pilot study interviews:

There definitely is a neREQUIREMENT) for CPD and | think that is
because of # pace of change just ndahange)it is really rapid and |
think we have to be prepared for meeting challenges for the future
(challenges)and | think its unfair to ask stafbtaff pressures}o take
onboard all the new, the ideas which are coming upasive are giving
time for them to really be reflective about what they are doing and how
we can incorporate new ideagreflective staff) The whole issue of
planning for improvementiNIPROVEMENT) now | think is really, a
biggie for us and reaching highstandardgqtargets)supporting children

in their learning and I think that whole agenda really makes it important
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that we are addressing teachers needs in terms of moving forward
(futuristic). | think teachers need to be prepared and we also need to
give them the <chance to wupdate their skills(necessary
OPPORTUNITIES) So | think there is a great need for CRwsitive
reaction) With regard to the purpose | think, you canOt expect people to
take on board new ideas and to develop things if you are noggivie

for them to actually find out about them and to be able to work as a staff
to implement thing&ime) So thatOs on the whole where | think there is a
real need for CPD in the school.

The first concept here is that there iseguirement for CPDThe properties of
that are thatapid changesre taking place and that teachers have to be prepared
for future challenges Another concept is that glanning for improvementhe
properties being how children asupportedand how higher standardsare
achieved. A third concept is that gpportunitiesand the given properties here
areupdating skillsandtime.

These concepts were developed through the researcherOs reflections and her
comparisons with other interviews. This assisted in the developofiedtore
categoriesO being established at each of the data collection stages and these and

their relationships were explored and developed as the research progressed.

It was important to check that the concepts and subsequent categories that were
emergingwere valid and so measures were in place to accommodate this. For all
of the data collection stages, with the exception of the first and last (due to the
small number of interviews being conducted), the first half of the interviews
were coded. The conges and subsequent categories that were emerging from
these were then checked through the analysis of the remaining interviews. In
addition, the findings of the research were revealed to and discussed with
participants of the focus group when they wenerviewed for the third and
fourth time, as an attempt to gain their views on the researcherOs interpretations
and assumptions. This proved to be a valuable step. These measures were

considered important in increasing the validity of the study.
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3.6 The Pilot study

A pilot study was conducted prior to the main investigation and proved to be a
very worthwhile exercise. The objectives for conducting such a study were to
give the researcher experience in conducting stmctured interviews and
analysirg the data, to inform the direction of the main part of the study, to test
whether these methods of data collection and analysis were suitable and therefore

to add to the overall reliability of the main study.

Six head teachers (or deputes) were interggévdividually and six as part of a

focus group. The transcripts were analysed and coded, literature was consulted
and concepts and categories emerged that demonstrated that the phenomenon of
faith development needs of Catholic teacheas worthy of futher exploration.

In addition, the pilot study was subjected to feedback from peers and academic
colleagues as it was presented at a research seminar at Glasgow UniversityOs
graduate school and publishedthe Journal of Inservice Educationn 2006

(Coll, 2006).

This valuable exercise allowed the researcher to reflect on her practice and refine
this prior to embarking on the main part of the study. However, its results were
of significance since they informed the direction and development of the main

study and were therefore considered integral to it, as opposed to separate from it.

3.7 Summary

This qualitative study was conducted using a grounded theory approach

throughout, where an inductive manner was adopted in terms of data collection

and dataanalysis, resulting in concepts and categories emerging as the study
progressed. These were subjected to continual reflection and comparison, and
were supported by the consideration of relevant and appropriate literature.

It is considered that this hassulted in the research question being investigated

in a reliable manner.
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Chapter 4

THE PILOT STUDY

OTeachers cannot create and sustain the conditions for the productive
development of children if those conditions do not exist for teachersO
(Sarason, 1990: xiv).
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4.1 Introduction

This chapter discussehet pilot study that took place prior to conducting the
main part of the research. The original purpose for engaging in this pilot stage
was to test the methodology to be employed in the main part of the study and to
develop the researcherOs skills in ¢hkection of data via the use of semi
structured interviews. Indeed, this proved to be a valuable inclusion from which
the researcher greatly benefited. However, the reason for including this pilot
study as a separate chapter in the thesis lies in ¢gmfisant theory that it
generateBBheory which has contributed to guiding the main part of the study.
What follows is a detailed description of the pilot study, a thorough presentation
of its context and a comprehensive discussion of the results amaaothese
contribute to the studyOs direction.

4.2 Context

The Catholic Education Commission (CEC) has commented that it is keen to
complement the Scottish ExecutiveOs elevation of CPD, which, according to the
Church, was correct in stressing the impartamf professional development
(CEC, 2003). However, as well as identifying curriculum and skills
development as important, the Church has voiced its desire to address Catholic
teachers@ith development In the previous two decades the Catholic Church

has expressed the view th@il too frequently lay Catholics have not had a
religious development that is equal to their general, cultural and most especially
professional developmen(Sacred Congregation for Catholic Education 1982.
No 60). Again tis claim has been echoed in the most recent of Church
documents on Catholic education where the encouragement of a journey of
formation for the lay Catholic teacher is one of its main points of focus (Sacred
Congregation for Catholic Education, 2007). #ncbe argued that the main
reason for this spotlight on faith development is sociological since the presence
of religious teaching orders has diminished in Catholic schools in Scotland,
almost to vanishing point (Fizpatrick 2001). There was an inbuilthgstson

that the charism of these orders would pass to less experimycedlleagues

who worked alongside therofessed religiougeachers and while this did
happen, it has faded out over the generations (OOHagan 2006). Most lay teachers

do not have thesame theological knowledge and understanding or spiritual
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development and devotion that religious teaching staff would experience by
virtue of their Oprofessiond. Indeed as new generations of lay Catholic teachers
emerge, their understanding of theirrgpal role, and articulation of this, in
addition to their adherence to the traditions of their faith have come into
question. Grace (2002: 237) refers to a weakening of the teachmwisx of
sources of spiritual capital@here family background, prey life and Mass
attendance in addition to experiences of Catholic schooling no longer have the
same influence in the lives of Catholics as they once did. In Catholic schools in
Scotland today, most teaching staf lay Catholics and the Church recogrss

that the future preservation of the distinctive religious character of its schools

depends on these very people.

For this reason the Church has stressed the importance of this kind of
development for its Catholic teachers and defines Ofaith for@atiorOfaith
developmentO in terms of teachers becoming Omore aware of their own spiritual
naturesO and better able to represent the values of the Kingdom of God within the
Catholic Church and in society as a wh@@EC 2003: 1Q) In doing so it is
expected that the teacher in the Catholic school will then be more aware of the
importance @ helping young people to understand the spiritual dimension of
lifeQ(CEC 2003: 1Q) Like other areas of professional development, the Church
recognises faith development as a challenge for teachers, but stresses its
importance:

OTo reject a developmentEthat involves the whole peBduman,
professional and religiouBis to isolate oneself from that very world that
has to be brought closer to the GospéS@cred Congregation for
Catholic Education 1982: n.70)

The philosophical reason for CPD for the purpose of faith developrsent i
intrinsically related to the Catholic understanding of adult faith develofient

that is, that all adult Catholics have laid upon themselves by virtue of their
baptism an obligation to deepen an understanding of the ChurchOs teaching, of
scripture, of thesacraments and of how to give witness in whatever social or

occupational context they have been placed.
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OWhatgver you do in word or work, do all in the name of the Lord Jesus
Christ.QCol. 3:17)

Because Catholic teachers have the responsibilitffoohing the faith of
children, this is then considered by the Church to be a doubly binding duty to

enhance their own adult faith.

Teachers and educators, who carry on a distinguished form of the
apostolate of the laity by their vocation and office,Btidoe equipped
with the learning and the pedagogical skill needed for imparting such
apostolic training effectively.

(Apostolicam Actuositatem 1965: n30)

For some, tharea of faith development of teacheray beviewed as being very
personal andwould not be considered as a legitimate focus for teachersO
professionaldevelopmeni{Robinson, 2002).However, the Catholic Church in
Scotland insists that this is an integral part of the Catholic teacherOs professional
development since faith should peneadratl aspects of his/her career. There is,
however, ndegal requirement for Catholic teachers in Scotland to pursue CPD
in the area of faith development. Instead, the Church stresses that thisrig a
responsibility of all Catholic teachers since ttag valued as beinQcentral to

the development of the school as a place of developrf@Et©2003:11). The
Church has recognised that it could scarcely be present or function without the
activity of the norordained members (laity) of its faithful commty
(Apostolicam Actuositatem, 1965). It values and encourages the work of lay
teachers and has recognised this from New Testament times (Acts211:19
18:26). A set of professional expectations is promoted by the Church in Scotland
through the Scottis Catholic Education Service (SCES) and the CEC, and is

communicated to Catholic teachers in their initial teacher education programmes.

In Scottish education the Catholic Church has embraced the McCrone
Agreement as an opportunity for promoting itsno@PD agenda in terms of both
curriculum and faith development. A recent example of this appeared in August
2003 when SCES producefid and Teaching’ a CPD package designed to
support Catholic teachers and their faith through a variety of CPD adiviti
(CEC 2003) The Church has promoted this as a legitimate CPD venture since it
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relates to the values dimension of teaching and echoes the CPD framework
agreed by the state authoritieThe package was constructed by representatives
from SCES, Education Institutions and Her MajestyOs Inspectorate (HMI) and
was jointly funded by the Scottish Executive.

4.3 Aim

As already detailed, faith development CPD is not a legal requirement fo
Catholic teachers to undertake but it is an expectation of the Church that it
should be addressed. The aim of this pilot study was to elicit opinions and
practices of Catholic school leaders in order to provide a picture that would be
indicative of theCPD activities in the Catholic school in Scotland and to
establish how important the whole area of faith development is considered to be

by Catholic leaders.

As highlighted in the last chapter, twelve school leaders were interviewed for this
part of thestudy. Six were interviewed individually and six were interviewed as
part of a focus group. (Every single participant was a head teacher with the
exception of one who was the depute in the school. However for the purpose of
this thesis, from this point erards all twelve will be referred to as Ohead
teachersQ). It is possible to consider that these teachers may have given
subjective and biased accounts of the faith activities and practices in their own
schools or exaggerated them. However, as Grace (20@2rved in a study he

too conducted with Catholic head teach@te professional integrity of the head
teachers as Owitnesses to truthQ must also be acknowfe2ibBdO

4.4 Results

The interview data were coded in order to elicit emerging conceytst@a
develop categories. As detailed in the last chapter, Strauss and CorbinOs (1990)
open coding took place resulting in the researcher grouping similar happenings
and responses together to create categories. Discrete concepts are found within
these ctegories and the fact that they share a common characteristic enabled the

researcher to group them together.

Four main categories emerged:
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Purpose of CPD
Quiality of CPD

Implementation of faith development CPD

K K K K

Sensitivity to faith development CPD

Each of these categories contained a number of concepts (@atedories) as

shown infigure 4.1.

Purpose of CPD Quality of CPD
¥ Fundamental vs. Technice ¥  Staff Expectation
¥  Control ¥ Cost Effective
¥ Career Progression C—) ¥ Coherence
¥ Catholic CPD
Implementation of Faith Sensitivity to Faith
Development CPD Development CPD
¥ Responsibility ¥ Differing Faith
¥ Prioritising <= Backgrounds
¥ Neglected Area ¥ Compulsory?
¥ Comparison with other
CPD

Figure 4.1: Pilot Study: Key Categories and their Concepts

4.4.1 Purpose of CPD
The head teachers were asked to commenthenptrpose of CPD in their

schools. In doing so a number of issues emerged. These were;

¥ Thetechnicalskills based CPD opportunities involved in the profession
versus the activities that encourage reflection, challenge and discussion.

¥ Who controlsand directs CPD in schools and essentially who dictates its
purpose and,

¥ Individual career progressiaand its impact on the CPD agenda.
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Fundamental v Technical

A tension emerged regarding the purpose of CPD. While the majority of those
interviewed artiolated a desire to ensure that staff would be given the
opportunity to reflect and challenge themselves on specific areas of their overall
work or embark on personal research and discussion, the examples of recent
CPD activities almost entirely consistefl amurses concerned with enhancing
skills, developing new areas of the curriculum or informing staff about a new
initiative to be implemented in their discipline. Examples such as Oimproving
writing®, Odeveloping ICT skillsO and Ogoing to stained gtms ait classesO
were given. One head teacher did comment on the lack of balance between the
Otechnical thingsO and the Ofundamental thingsO a teacher should develop in his or
her professional career. ThZrsse, a head teacher of a large primary school in
very affluent area of Glasgow suggested that all Scottish teachers, whom she
considers to be facing a time of change and challenge, should be provided with

time to reflect.

The pace of change just now is really rapid and I think we have to be prepared for
meeting challenges for the future and it is unfair to ask staff to take onboard all the new
ideas...unless we are giving them time ...to really be reflective.

However, when asked to give examples of general CPD activities, she mentioned
a recent schdoinspection by Her MajestyOs Inspectorate and how the
programme for CPD reflected the recommendations found in the inspection
report; that is, skill based or OtechnicalO activities as opposed to those providing
opportunities for reflection or discussiattivities ThZrese desired for her staff.

It must be noted that the desire expressed for these opportunities for staff was not
confined to a personal faith context, but rather to the wider professional context,
relating to all aspects of the teacherOmeta This exemplifies possible

constraints that head teachers face when determining CPD programmes.

A discussion arose amongst those interviewed as part of the focus group about
the individual teacher now having a voice in determining his or her @D
needs. However as the researcher probed further, conditions surrounding this

OvoiceO began to emerge.
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| know of a teacher who would have written down aromatherapy as one of her choices.
So there has to be some kind of balance in the approach addpénds on the
individuals and schools etc. But essentially what we are saying is the system is going to
be such that it is linked to their annual reviews which will also be linked to development
planning.

When asked to give examples of the kinds of Gfvities that would be linked
to their development plans, again very technical and skills based CPD activities

were highlighted:

NOF (New Opportunities Fund for developing ICT skiltsxiningE workshops in ICT
where groups of staff receive developmentiodern languages.. story tellingE play
ground gamesE language.

James spoke of how head teachers had come together to talk about how best to
use the CPD budget given to schools from the local authority. He explained that
there was a recommendation frons lown local authority that 50% of this
budget was to be used to support the individual teacher and the other 50% for the

schoolOs development plan.

To be honest with you | could probably argue a case (about aromatherapy) if | wanted
to. If | felt there \as somebody really stressed and that was something | knew would
benefit the person and would then benefit how you teach children, | could maybe argue
that if | felt really important. What about an afternoon on the golf course? (laughter) |
was wonderingabout whether | could do that! Trip to Seville! We as heads, had
discussion, with regard to what would be acceptable with regards to CPD and there are
different opinions on that.

Therefore, although there was some disagreement regarding appropriate CP
activities there was enough evidence to suggest that the kind of activities
promoted by these head teachers were very much concerned with measurable
competences and skills, which relate directly to the school development plan.

This raises questions aswo has jurisdiction over CPD in schools.

Control

Control of the CPD programme in schools, therefore, became a further theme to
emerge. In Scotland there are continued pressures at national level arising from
the demands for increased quality in schaold local authorities have responded

to this by creating their own CPD agenda. Tony, the depute of a large Catholic
secondary in North Lanarkshire, commented on how his school related to this

structure.
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| like to look at it in terms of Russian dolls.Ewhave National PrioritiesE the
authority agenda and a Scottish agenda, teachers are not self employed. We have a
school development plan, departmental development plans and individual development
plans and they all fit in together and they have tdike,Russian dollsEthe bottom line

is we are all part of the same National goal.

ThZrese explained the pressure from her own local authority;

[The Local Authoritylnow has a policy and it is stating clearly that during that PRD
meeting this CPD planeould be prepared and it must take account of school priorities,
also the local agenda, the national agenda and teachers individual neédisEvery
difficult sometimes to accommodate individuals in that. Say for example one of the
teachers is looking fom course on Aspergers you have to dig around a bit and you have
to do a wee bit of homework and if the authority is not providing something then looking
out with and that can be tricky. It is not always possible.

Purdon (2003a) has argued that in Scatldre creation of a national framework

for CPD has resulted in the limitation of the diversity of opportunities available

to teachers and that this curbs teacher autonomy. She claims that the control the
Government exercises over the framework restrioés dhoice of appropriate

CPD ventures by individual teachers and their managers, since the records for
individual teachers, detailing activities undertaken for the statutory 35 hours
contractual commitment, can be collated by local author{tBsSED 2002)

Purdon argues that there is no clear indication as to the purpose of CPD in
ScotlandOs schools or to its direction. She asserts ¢hgtaittish Executive

lacks vision and is unsure if CPD is abdDfulfilling personal needs and
aspirations, meeting the development plans of schools and local authorities or
fulfilling government priorities@urdon 2003b:948)The framework that has

been introduced in Scotland relies mainly on a skiised or competendmsed
approach, an approach that includes CPD activities that can be assessed and
accredited. As previously highlighted, the terminology used throughout the
Scottish ExecutiveOs documentation regarding CPD would suggest that
competence and skills are highen the CPD agenda rather than reflection,
personal research and other such ventures concerned with what has been referred
to by one of the participants in this study as the OfundamentalsO of teaching.

Five of the six head teachers who were intervibwelividually did diagnose a
need for CPD activities that encourage professional reflection and challenge, but
these same head teachers appeared to be coerced by the authorities into adhering
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to a much more hierarchical CPD agenda where the favoured imasl¢énded
to be Gightly-controlled, centralydriven® and Otied to government policy and
practices(Humes 2001:10)

Career Progression

Career progression is another theme that emerged when determining the purpose
of CPD. ltis claimed that many teachers view CPD as necessB®rf@ven as

a means ®fpromotion and @ building an appropriate or suitable CPD portfolio

is something to be expected. Tony commented that;

Teachers want to actively see opportunities to buy into a programme that is going to
allow them to develop as professionals

Consideration should thenebgiven to the nature of the courses available.
Teachers aspire to produce a CPD profile that includes activities that future
employers would consider desirable, appropriate and sometimes essential for
promotion. With the demands placed on head teadhars local authorities
along with the weight of national expectations, a CPD profile responding to these
demands would, of course, be looked on much more favourably than activities
that lacked formal recognition or simply focused on personal reflection and
thought. It could be argued that a course on management skills, for example,
would be looked on more favourably than a series of afternoons spent observing

and reflecting on the teaching of peers.

4.4.2 Quality of CPD

Schools have many CPD coursesotivities on offer for staff and most of those
interviewed for this study stressed the importance of the quality of these courses.
When considering CPD for the purpose of faith development three main points

emerged in relation to quality. These were;

» staff expectationsf the courses provided,
* howcost effectivethese courses are,
* the cooperation of the providers iocohering these specific CPD

opportunities.
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Staff Expectation

The claim was made that teaching staff in ScotlandOs schools are orech m
discerning than ever before when it comes to CPD experiences. As a result there
is a need to ensure that CPD providers produce quality products. It was claimed
that teachers ardée@ up with poor servicedd this concerns head teachers since

it reeds cynicismCNick commented that,

teachers have never been more professional in terms of their need for development and
they are eager to take advantage of quality opportunities.

One could of course conclude that this seeming advancement in s€cher
professionalism in Scotland is down to the implementation of the McCrone
Agreement, where 35 hours of CPD is a contractual commitnt&nnes (2001)

argues that a culture of complacency and compliance among teachers has existed
for many years, but that the McCrone Agreement provides an opportunity for
teachers to raiséeir voices and be heard. Since CPD has changed in that it has
become statutory, it is not at all unexpected that staff are much more discerning

about the choice of course or activity that will contribute to their CPD profile.

Head teachers expect valfer money. Classroom teachers expect value for
taking a day out of class, or sacrificing an evening or weekend. Teachers,
according to the experienced judgement of the head teachers interviewed, will
not accept CPD courses or opportunities that faiddowhat they propose,
especially now that there is a contractual CPD commitment. This has
implications for providers but also for the managers, since they have a role in

deciding the courses or opportunities to promote.

The Catholic Church and its rementative bodies (CEC and SCES) are
encouraged by the participants in this study to ensure that the courses or
activities on offer are of a high standard so that they can compete with the wide
range of other attractive courses on offer. Ja@hmead tezher of a large

Catholic secondary school 30 miles from Glasgow commented that

if you are saying to people [teachers] in the limited amount of time they have, give up
your subject timeEl want you to do this then it has got to be goodEif you are
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persuading encouraging people to make time for whatever faith means to them then it
has not got to be time that they see is wasted, it has to be quality stuff, it has got to be
quality.

The word OqualityO is commonly used in the field of education where concepts
such as dbality assurance@nd Quality enhancement@re referred to on a
regular basis. However, what is meant by the school leaders when they refer to
the word QualityOin the context of CPD is worthy of consideration. Robert
Pirsig (2007) suggests thgquality has to be owned since it is the harmonious
relationship between parts. This, then, would suggest a proactive approach to
CPD on the part of the learner if quality is to be achieved. However, there is
some anecdotal evidence to suggest that tier@ gap between the popular
perception of teachersO responses to such activities and the reality of the

perception of CPD courses.

It appears, then, that as staff become much more aware of the CPD opportunities
currently in existence, the promotion ofPD concerned with the faith
development of teachers requires to be planned, advertised and implemented
very carefully in order to satisfy the teaching staff. As already highlighted, the
fact that the CPD opportunities on offer from the Church do notyaladhere to

the course model approach could reduce the appeal for both teachers and head
teachers. Ensuring the quality of these opportunities would appear then to be
crucial. Faith and Teachindnas been recognised by the Scottish Executive as a
valid CPD activity since it had a representative involved in its production and
because it has supported its publication financially. It can be argued that this
has raised its profile considerably and has made it much more attractive to
potential clients. Hoever, the effect of its implementation and the level of the

quality of such ventures remain to be seen.

The whole thing is going to be who is delivering this, how is it being delivered and what
the perception is of teachers who initially have the depee of these.

Cost Effective
Participants in this study were concerned about financing their CPD programmes
and ensuring that the activities were cost effective. All twelve head teachers

discussed value for money and the management of the CPD buBigeting
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staff on one day, oreff courses during the school day was not viewed as cost
effective as courses are considered expensive and often the head teachers have to
pay for supply teachers to cover staff absences. It was not just the cost of course
based CPD that was discussed but also its effieleria, the head teacher of a
Catholic primary school in North Lanarkshire, conveyed her reluctance to send

her staff individually on courses:

..if somebody comes in and speaks to the staff then all the staff are getting the same
information at the same time Whereas if one person is going out to a course depending
on what it is, the responsibility is in the school for them to come back and disseminate
that information to everybody. Now with the best will in the world you are not going to
remember everything and you try to write it all down, I have even tried to do it myself
and I can’t.

Tony echoed this:
..how do you feed that development back to other members of staff in the school ?

It seems, then, #i oneoff courses to which individuals are sent are not the most
cost effective choice even though this model is popularly promoted by the local
authorities and the national CPD framework. Hoban (2002) argues that those
promoting oneoff courses have drsplistic view of the nature of teaching. He
comments on the lack of support after the course and points out that very rarely

do they promote change.

Some participants had experimented with other methods of getting the most out
of CPD. Examples incltl buying someone in to speak to the whole school or,

as ThZrese explained, inviting other local schools to join in and share in the
development and the costs. Fullan (1995:3) criticises this particular style since
he has argued that Oschools by and kgeot places of reflection and learning
when it comes to their own continuing developmentO. Nevertheless, ensuring
that the learning that takes place on such courses is disseminated to others in the
school, was a desire expressed by those interviewed.

Reflecting on the CPD opportunities concerned with the faith development of
Catholic teachers, it would seem that the Church is at an advantage given the
CPD opportunities it already has in existend&uith and Teaching promotes a
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list of possible CPD divities, ranging from personal study to participating in a
retreat or engaging in faith sharing sessions. The traditional course model is not

promoted to any great extent and Michael explained that;

..the way in which the bundles ofsarvice experieces are put together under different
themes infaith and Teaching®hink is excellent rather than just say there is a course
here, there is a course there, they are bundlirgdrvice courses, a video, a chapter of
a bookEit is coherent, almost like wee portfolio and something which | would like to
transfer to other areas of CPD in the school.

This structure then, that the Church has embraced, seems to appeal to head

teachers owing to it being cost effective in benefiting more staff.

Coherence

Coherence of CPD was a recurring concept to emerge from the study. Ensuring
cooperation between the agencies concerned with promoting and providing CPD
in relation to the Catholic nature of the school, was a suggestion emerging from
the interviews. It wasommented that in terms of faith development CPD, the
CEC, SCES, the Faculty of Education in the University of Glasgow and the
diocesan advisers should make a concerted effort to ensure that they do not waste
their time vying for the same participants.cliwhen supporting this viewpoint,
suggested that quality of the CPD courses relied on a well structured, well

thought through programme where different providers work together:

| mean there are lots of people out there as well as people in the Faodltthe RE
auspices who are good but I think it needs to be a concerted effort so we are not vying
for the same customers. We are not wasting time overlappingE

4.4.3 Implementation of Faith Development CPD

Within the limitations of this pilot stage, thitugy indicates that a clear desire
exists among head teachers to have faith development CPD implemented in their
schools. However, more often than not, participants spoke in the future tense
when addressing this issue, suggesting that CPD of this kiach@taa common
occurrence. A number of concepts emerged in relation to the implementation of
this type of CPD:

¥ Theresponsibilityof Catholic teachers to engage in such CPD.
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¥ The whole area oprioritisation when planning and implementing the
CPD progranme.
¥ Reasons as to why this kind of CPD has hesglectedn the past.

Responsibility

Without exception, participants in this study agreed that Catholic teachers have a
responsibility to engage in CPD opportunities that are concerned with their faith
and its development. Of all responses given during this study, the question about
teacherOs responsibility to address faith development generated the strongest
feedback;

‘It is our [Catholic teachers@sponsibility to move forward in that area as it is in any
other aspect of school life’.

Yes, for teachers, that responsibility is definitely there’.

‘If you are employed within a Catholic school then there is an expectation of you'.

‘This has got to be part of their ongoing development’.

‘The onus is on to show by your example what it means to live your faith’.

Within the focus group one head teacher commented that the argument for CPD
for the purpose of faith development of teachers goes hand in hand with the
justification of Catholic schools.

You can’t make an argument for CPD in Catholic Schools if you haven’t got an
argument for Catholic schools, the two of them go together. If you can’t justify a
Catholic school then you can’t justify Catholic CPD if you can't justify (Catholic)CPD
then you can''t justify Catholic schools

There was general recognition that it was also a responsibility of the school to
ensure that faith development was taking place. One respondent observed that

Catholic schools should be and are Odifferent® as a restlit of fai

people have to make that happen and they have to do it from a really sound belief,
religious background.

It might be reasonable to assume that leaders of Catholic schools would feel
obligated to make statements of this nature, but it is importanbt® that
historically CPD for faith development has not played a part in CPD. It has
never been high on the CPD agenda for Catholic schools, since these schools are
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local authority schools and CPD was, until very recently, determined by the local
authoity. As already illustrated, the change in the new CPD climate means that
head teacheBipotentiallipave greater autonomy in determining the CPD
programme. Traditionally, faith development had been viewed as being a private
affair and not necessarign active CPD practice of schools. Therefore, there is
no necessityfor these leaders to support this since the historical weight of CPD
practice is against it. Of course, it will always be the case that head teachers of
Catholic schools would desirediththeir staff be faith committed and faith active,

but it is quite another to say that faith development should be part of CPD.

Prioritisation
The desire to encourage staff to engage in this particular area of responsibility
was expressed but it wasognised that historically this has not been a priority.

The difficulty is it is competing with so many thingsEwe are trying to prioritise this as

highly as we canEcertainly very often schools are left with not a lot to work with in
terms of time, buf that sounds like an excuse it is certainly not intended to be one.

This view was supported by four other head teachers. They indicated that faith
development has not been high on the CPD agenda owing to external and
sometimes internal pressures, suwh those discussed earlier in this chapter.

Tony explained his dilemma,;

The difficulty is it is competing with so many other things. For example we want to
launch the OFaith and Teaching® programme this year and already | arrsindde

day four bedre | can even think about it because there is such a backlog of things which
have to be dealt with. We are trying to prioritise as highly as we can and hopefully it
will happen in February.

Many Religious Education CPD activities had taken place utthjority of

them were concerned with the development of the Religious Education
curriculum or the sacramental initiation of children. One head teacher who did
give examples of faith development activities that had taken place in his school
referred to hem in such a way that suggested that they were not considered a

main feature of school life.

We have done things like wee staff mini retreats after schoolsE we do staff things like
that. So | think that they have been fairly well received, we areagoigsthat every
member of staff comes or anywhere near that.
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Neglected Area

There was general agreement that the area of faith development for staff has been
neglected for some time. The language that participants used when talking about
faith development in their schools was particularly revealing. Much of it was
subjunctive, explaining what they would or could do in this area, indicating that

it was not currently receiving or had not received much attention. For example;

Yeah, this is an area I would want to develop... I think that there is a big need for that.
[Nick]

1 think that the school should do more to encourage people to think about this. [Patricia]

1 think there is a place in Catholic schools or whatever to go to maybe at some point,
maybe in an evening or whatever to go on a retreat and get some spiritual input.
[Maria]

One head teacher interviewed in the focus group admitted that this had not been
something he’d considered before and asked his peers how this type of CPD
could be justified;

But how does that sit with workloads? [Paul]

A number of reasons were suggested for neglecting this area including time,
budget and other pressures. In addition, it was indicated that there had been few
opportunities available from CPD providers with regard to faith development.
In fact Nick referred to it as a ‘vacuum’. He even went as far to say that if CPD
opportunities of this nature don’t exist then Catholic schools may lose credibility.
John had another take on it. He commented that, ‘this area has been neglected

because there is this feeling that it is implicit in what we do .

Sensitivity associated with this particular kind of CPD was raised. The head
teachers indicated that they felt uneasy approaching this subject with their staff
for a number of reasons. (These will be discussed in the following section.) In
the secondary sector, those participating admitted that occasionally Catholic staff
felt uncomfortable embarking on CPD that was not directly concerned with their
subject area. John explained that some staff did not want to be given additional

RE responsibilities.
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They are wary because as soon as they start to sign up to specialist Catholic education

as part of their CPD they anticipate being Qkief(hext year.

Consideration must be given to the context in which Scottish Catholic schools
find themselves. They are located within local authorities along with
nondenominational schools, schools that are expected to respond to the same
local and national pressures that Catholic schools are faced with. The
nondenominational sector has the same amount of time and money to devote to
CPD. If Catholic schools and their teachers embark on CPD concerned with
faith development, CPD that the nondenominational sector has not in the past
responded to, then that will be at the expense of another ‘secular’ CPD activity
that the nondenominational sector will have time to embrace. It could be argued
that competitiveness and ‘being seen’ to do the right thing may have contributed
to neglecting CPD for the purpose of faith development. ~As Tony voiced, Oit is
very important, but how much time can you actually devote tolitst be
noted that three of the six head teachers who were interviewed individually did
highlight faith development CPD activities that had taken place in their schools

albeit, they admitted, to a small extent.

In theory, the participants support faith development CPD activities for their staff
but the lack of evidence of these opportunities betrays the verbal
acknowledgement that this is an area school managers are committed to

developing.

4.4.4 Sensitivity to Faith Development CPD

Sensitivity was an underpinning concept that all participants observed with
regard to CPD for the purpose of faith development. Although continuing to
endorse CPD of this nature, the head teachers spoke of how it required ‘careful

handling’. The following areas were addressed:

¥ The differing faith backgrounds of staff.

¥  Whether or not this form of CPD should be compulsory.
¥ Comparing this kind of CPD to others.
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Differing faith backgrounds

As a result of different upbringings in terms of parental influence, religious
observance, choice of schooling and so on, within the Catholic population of
Scotland there exists a wide range of religious experience and faith development.
The situation is no different for Catholic teachers. Even their formal Initial
Teacher Education (ITE) experiences will have been different, particularly with
regard to different generations of teachers. Indeed two participants commented
on recently qualified teachers’ lack of knowledge in terms of their faith

compared with the older generation in the school. According to Thérese,

You have people committing themselves to Catholic teaching and they do notitome w
the same background knowledge that people had a generation ago because things are
different now and it is a different ball game altogether.

This was echoed by Maria,

Actually my Deputy Head and | were just talking about this the other day therieitha
going to be even more of a need as the years go on. | actually worry sometimes about
the faith of the young teachers. | have been very fortunate in here | have to say, but |

know from other schools there is a question mark there with some of them

Although it could be argued that this is a generalisation, it is accepted that the
faith development aspect to formal Catholic education has changed over the
years and is not as rigorous as before. Even when considering those that did

receive similar Catholic upbringings and similar ITE, the effect of this will differ

from person to person. One could go as far as to say that within the same
family, siblings will display different levels of commitment to faith even though
they share the same parents and background. Therefore the head teachers in this
study recognised prior faith development and commitment as an issue for
teachers in their school. For example, all Maths teachers will have demonstrated,
at a particular level, that they have the mathematical knowledge, ability and skill
to enter the teaching profession in their subject. The faith of a Catholic teacher
cannot be assessed in the same way. Although all Catholic teachers require
approval to teach in the Catholic school, the extent of their faith, knowledge or

belief may never be properly determined. It cannot be standardised.
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In Scotland the Catholic Church recognises that children have very different faith
backgrounds. ‘Since members of any school community will not be at the same
level of faith commitment, a sensitive awareness of the personal situation of each
individual will be necessary’ (CEC and SOED 1994:2). The same can be said for
teachers. Knowledge of doctrine, experiences of worship and faith development
vary and the participants in this study observed that some teachers do not always

feel confident or even comfortable with CPD addressing their own personal faith.

For me to go to someone and say, there is an excellent course coming up on an aspect of
faith development. That is a wee bit more sensitive. It is just being careful and not
putting pressure on people is the way to handle itb@ajjohn]

The issue of sensitivity also raises further questions regarding the expectation of

the Church for Catholic teachers to be engaged in such activities.

Faith developmentCompulsory?

Catholic schools claim to be distinctive and one of the elements they insist makes
them distinct from other schools, is that they educate children according to the
faith of the Catholic Church. They purport to, ‘seek to integrate ...a specific
religious tradition which fosters faith in the daily life of the members of the

school community’ (CEC and SOED 1994:4).

It seems appropriate, therefore, to assume that the teacher has an important role
to play in the realisation of this. One could claim that in order to assist children
in this ‘ongoing journey’ of faith development, teachers should have experience
of this process themselves. This principle is not alien to education in general as
Sarason (1990) has observed. The Church advocates a consistent view:
‘Teachers are valued by the Church as being central to the development of the
school as a place of development’. For this reason, ‘the Church recognises the
importance of teacher development being ongoing and developmental — a
constant growth of knowledge, beliefs, attitudes and skills...” (CEC 2003:11).
Should then, CPD concerned with personal faith of individuals be enforced? If
faith development of children is one of the most significant features
distinguishing Catholic schools from their nondenominational neighbours, and
since it is the role of Catholic teachers to assist in the realisation of this, should

the ongoing faith development of teachers be compulsory?
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Another issue head teachers have to consider is the expectation of Catholic
parents. In Scotland, Catholic parents have a choice of school to which to send
their children and overwhelmingly the majority stihoose the Catholic sector
(Bradley 1995) There are a number of reasons for this, but one of the main
factors is the transmission of the Catholic message to thiddlren (Fitzpatrick

2003) In our democracy, parents devolve a large part of their authority to
schools and, as articulated by Fitzpatriak, & successful outcomeGronsensus

of outlook between parents and teachers is esse(@B03:279). It is widely
recognised that mangatholic parentslo not adopt a lifestyle that would adhere

to Church teachings, however mespect Catholic teachets have a particular
demeanour,life-style and a commitment to fajtrand its development is
envisaged as part of thatd is the quality of integration of faith and life in the
person of the teacher that ennobles the work of the tea¢hirfatrick
2003:279)

The respondents in this study varied widely in their views on whether this kind

of CPD should be compulsory. They agreed th#tpagh it is a sensitive issue,

it is necessary for Catholic staff and all should engage in it. However, a whole
school approach was recommended as a way of introducing it, one which might

alleviate any negative responses. ThZrese commented,

I can’t see of any reason why there should be opting out in a programme like that.
There wouldn’t be opting out if it were something to do with problem solving or
something to do with writing or whatever, especially if you are moving forward as a
school — everyone has to be involved.

Two of the secondary head teachers even went as far to say that all teaching
staff, even those who are not Catholic, should be involved in this. Al
respondents were very reluctant to pinpoint individuals to engage in such CPD.
One participant, who did not believe that it should be compulsory, said that it
should be OofferedO to staff the same way as other CPD opportunities. When
discussing this issue in the focus group, Patricia observed that the outcome of
this kind of CPD canot be measured. People who embark on faith development
activities donOt know where it will lead them and neither does the head teacher.

She explained;you can’t send people on a personal search and tell them what
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they are going to find... | think you hatetake all of that on boardIhis kind

of opportunity then, was differentiated from the other kind of CPD activities
previously mentioned and so there was general agreement that it had to be
approached sensitively.

Faith Development CPD compared tdhvet CPD activities

Competence in problem solving or the teaching of French can be measured to a
certain extent, and the exam results may be used as one source of evidence to
illustrate if a teacher is able or is in deaf development in the field. Usisgich

crude measures in the same way to determine a level ofvaitd not be
appropriateand a head teacher could not and, most would argue, should not
judge a teacher with regard to this. One can conclude that CPD concerned with
this is very differenfrom other forms of CPD and should be treated differently.

As this study highlights, CPD concerned with faith development is considered an
important area of development by those interviewed. It would seem plausible,
then, that the suggestion of a wholehsol approach would be the most
appropriate way to move forward, a way in which all teachers are given the
opportunity to engage in the activity while knowing that they have not been
singled out. Nick discussed a possible strategy for ensuring thatwstald

benefit from this kind of development while not feeling pressurised. He
promoted staff consultation as a means to ensuring that teachers do not feel

threatened.

If you have a wee background in discussing these things with staff and puttiredf on st
things no matter how simple they are then you are beginning to sow the seeds and it is
maybe something that has not come out of the blue all of a suddenEit should come as
no big surprise then that this is an area for developmentE

He continued by talkig about the kind of example that those within the school
should give to others, both children and adults and how effective that can be in

supporting faith.

We do try and say that this isnOt a school where Catholics come to, it is a Catholic
school and itaffects everything that we do and therefore if that is the case then we have
got to make that happen and we have got to try and build up teachers awareness of
thatE

John agreed and highlighted the need to support staff,



80

Eyou have to provide opportunés to encourage people, | think as managers of the
school you have an expectation that people bring a faith commitment and you should
nurture that commitment and encourage that commitment but | donOt think you can
dictate it.

The approach, then, to thkend of development was recognised by interviewees
as requiring time and dedication from the head teacher in order for it to have the

desired effect.

4.5 Commentary

This study aimed to identify twelve Catholic head teachersO perceptions of
Continuing Proéssional Development for the purpose of faith development of
Catholic teachers in Scotland. Issues emerged after the analysis of data using
the process of grounded theory, and these ranged from the practicalities of
engaging staff in such CPD experienteshe quality of opportunities and the
wider political CPD agenda. As Marker has expressed, traditionally professional
development has been one of thpoor relationsd Scottish education. He has
claimed thatQOunless the situation changes, profeakidevelopment for many
teachers will continue to be an ad hoc low level activity whose value they are
sceptical of and which compares ill with that demanded by other professionsO
(Marker 1999:924) However, the recommendations found in the McCrone
Agreement have provided all stakeholders in Scottish education with the
opportunity to address ti@bleakOPD situation (Humes 2001:6).

In 2003 the Catholic Church launched aDChnitiative called Faith and
Teaching which aimed to begin to address individualsO personal faith
development in that it provides a variety of opportunities to reflect, discuss and
spend time considering faith commitment and development. As this Ryt st

has suggested, the implementation of this approach to CPD of this nature is not
without controversy. Some may have difficulty in accepting that this is an area
related to teachergibfessionadevelopment, viewing it as something personal
and disthct. The approach is new and the area of faith development is not
something in which schools have formally engaged in the past. It is recognised
as a sensitive area. The shared concerns of Catholic school managers

anticipating sensitivity to CPD dea$) with faith development should not be
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ignored. Respondents commented on how individual Catholic teachers may feel
uncomfortable with this area. In addition, all respondents demonstrated a verbal
commitment to ensuring that staff do engage in these kinds of CPD opportunities
as this will assist teachers in their role as Catholic educators. An observer may
see the continuation of the supposed ‘distinctiveness’ of the Catholic school as a
factor for this commitment, where head teachers try to ensure that these schools

retain a strong Catholic identity to secure continued existence.

The head teachers interviewed were clear that the quality of the ‘products’ on
offer for CPD must be of a high standard. = This has implications for the
providers that are competing in a highly competitive market. If CPD for faith
development purposes is to be supported, then activities and courses must be of a
particular standard.  The appeal of Faith and Teachingeems to lie in its
difference, since it is not course, nor competence based, like the majority of other
opportunities. Rather, it claims that it encourages time and reflection to
concentrate on some of the ‘fundamental’ aspects of the Catholic teacher’s
vocation. Although it may appeal to school managers, Faith and Teachingxists
alongside the competence based, centrally controlled CPD framework that
accredits teachers and can add to an accepted profile for CPD, the kind of profile
that Catholic teachers will want for promotion purposes. The Church, then,
finds itself in a challenging situation. It may have to consider carefully the CPD
opportunities it promotes and be aware that head teachers, while appearing to
support these activities, worry about the external CPD pressures they face. The
Catholic Church’s CPD agenda exists within a CPD context that does not seem
to promote to any significant degree the kind of activities found in OFaith and
Teaching; activities that, for example, ‘encourage teachers to become more
aware of their own spiritual natures’; activities that ‘assist teachers in the
evaluation of their own contribution to the effectiveness of the school as a
Christian community of faith’ (CEC 2003:5 ). The Church may have to choose
between pursuing innovation in its CPD activities or reacting to national
pressures resulting in conforming to the model of CPD that is promoted by the
Government through the National CPD framework. The latter would, as Humes
describes, be detrimental to the whole philosophy of professional development.

‘Professionalism as conformity is a weak and unworthy notion’ (Humes 2001:9).
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Perhaps working more closely with the Scottish Government will result in
stronger recognition of the CPD opportunities the Church promotes. A good
relationship exists between the Catholic Church and the Scottish Government
and, in terms of education, both bodies have worked together successfully in the

past (Coll, 2002).

The Catholic Church would appear to have been innovative in creating the Faith
and Teaching package, since it promotes opportunities for Catholic teachers in
Scotland to explore something new and something different. This appears to be
a style of opportunity that many have been advocating for some time in that it
allows teachers to explore fundamental aims and values (see Humes 2001,
Purdon 2001, Marker 1999). As Humes (2001) eloquently explains, it is
important to ask ‘What is it that teachers profess?” He doubts that it is a list of
competences or benchmarks. ‘A more likely response is that they would appeal
to values and principles concerned with such things as the worthwhileness of
learning, their commitment to helping youngsters develop, their desire to help

them achieve... ’ (p15).

With a centrally controlled, standardised CPD framework in place in Scotland—
which promotes numerous competence-based courses and activities—head
teachers in Catholic schools have indicated that they find it a challenge to
respond to the Church’s desire to, not only support teachers in the continuation

of their professional development, but also in the development of their faith.

4.6 Considerations for main study

The theory generated from this pilot study has been used in directing the main
part of this research. The views of the head teachers presented in this chapter
raised significant questions and revealed concepts which were sometimes
integrated into the interview schedules which were used with those participating
in the main study. In addition, the theory from this part of the study was
reflected upon when considering the responses of the Catholic teachers, allowing
for the triangulation of thoughts. In particular, for the next stages, a number of
points from this part of the study were considered significant and worthy of

further exploration. These were:
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» The view that a weakening in ti@@matrix of sources of spiritual capitalO
of newly qualifiedCatholic teachers exists and the impact that this has on
teachersO knowledge andderstanding of Church documentation on
issues regarding their faith.

* The leadership of the head teacher in nurturing the faith of the teacher by
providing opportunities for its development (as opposed to dictating and
directing this.)

* The balance in thkind of CPD opportunities available for teachers

and,

* The priority given to CPD for the purpose of faith development.

The main study results will now be presented.
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Chapter 5
RESULTS

OTeaching has an extraordinary moral depth and is one of our most excellent and
creative activities. For the teacher does not write on inanimate material, but on
the very spirits of human beings.O
(Sacred Congregion for Catholic Education 1998: 19)
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5.1 Introduction

This chapter is divided into four sections, each corresponding to the first four
data collection stages that took place during the study. Within the sections, the
outcomes of the data analysis ftetindividual stages will be presented and

discussed.

The interviews were coded and analysed after each round of data collection and
the focus was not on individual cases, but rather on identifying and establishing
core categories emerging from the datea whole. A core category emerged for

the individual stages of the study, and within each of these, subcategories and
concepts evolved. These were tracked from one stage to the next in order to
monitor their development and determine if they requirethéu exploration or
discussion. As this chapter will illustrate, some of these developed into main
categories then into concluding theoflable 5.1presents the core category that
emerged for each stage and the subcategories associated with them. The
relationships between the different stages are also made clear. (The comparative
dimension to the study and the stage exploring the views of senior Catholic
Education representatives are also present&dhie 5.1put their results will be

considered in dasequent chapters.)

Stage one of the study will now be considered in detail.
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Stage 1: Stage 2: Stage 3: Stage 4: The Compartve CEC/SCES
Considering the Journey From Theory to Practice Socialisation: Catholic Teachers Stage Pointing to the
Ahead Finding a Voice | Witnesses to Faith (NSW, Australia) Future
¥ Identity ¥  Catholic teacherOsole Challenges
Social histories. Teacher as Church. ¥  Symbolic ¥  Faith ¥  Faith identity Role
Faith influences. Teacher as Witness. leadership development Biographies. Neglect
Words and Faith Triggers. Cosmopolitan Regponsibility
¥  Selfperceptions ¥  Faith development Actions. Response. faith?
Role. Seltdevelopment. OSharedd y Awakeninas
Concern. CPD. leadership. ¥  Professional ¥  Catholic teacherOsg Powerful i?ﬁluences
Experience. development role )
¥  Impact of leadership ¥  Community needs. OvaluesO Church involvemen
¥  Expectations Explicit/Implicit support. Faith WhyProfessional versus OWitness Leadership
Faith development. Community. Development. Development? Support
Collaboration. Faith needs. ¥  Faith Obsicles and
School support. development inconsistencies
¥  Understanding of needs N
Role Symbolic Political
Ownership. leadership. Implications
Collective Knowledge. Positive
Responsibility. relationships
CPD Focus

Table 5.1: Core categories and subcategories for each stage in the research.
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5.2 Stage on®Considering the Journey Ahead

It is claimedthat many student teachers construct their career choice not in terms
of professional progression or salary opportunities but in terms of a belief that
this work is socially meaningful, challenging and will assist in the development
of pupils for the gooaf the individual and of society (Youngera/ 2004). The

good of the pupil is held as a high priority and the ambition and desire to connect
with the children they teach, in an attempt to make an impact on their lives, is a
highly motivating idealism @t encourages committed individuals to enter the

profession.

In Scotland, there exists a number of institutions offering students a pathway to
teaching in both the primary and secondary sectors via a variety of Initial
Teacher Education (ITE) courgdghese include a mixture of fowrear
undergraduate courses and a -gaar fulttime or twoyear partime
postgraduate study. Owing to the rigorous scrutiny of these courses by the
General Teaching Council of Scotland (GTCS) on behalf of the Scottish
Governnent, and the expectation that all finishing students will have satisfied or
exhibited an agreed set of standards prior to probation (QAA, 2000), the
programmes of study on offer from the different institutions have many
similarities and so students haveditionally chosen an establishment for
reasons relating to geographical location or reputation rather than for any real
difference to the content of course. (Some ITE institutions do have additional
courses on offer, for example Physical Education ITE@mmes.) However,
the ITE courses on offer at the University of Glasgow have a significant
difference from those found elsewhere in the country since, in Glasgow,
recruitment focuses not only on attracting intelligent and capable students with
the desireto educate children, but specifically on encouradingian Catholic
students to embark on teacher education studies by offering the Catholic
TeachersO Certificate, thereby enabling them to teach in Catholic Schools across
the country, subject to approvaht the time of conducting this study the
numbers of Catholic students on three of the initial teacher education courses
were as follows:

¥ Bachelor of Education with Honours (BEd (Hon&))97.5% Catholic

students
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¥ Professional Graduate Diploma in Education (PGDE) Secondary
Teaching course - 68% Catholic students
¥ Professional Graduate Diploma in Education (PGDE) Primary Teaching

course - 65% Catholic students

The methodology chapter has established that twenty-six student Catholic
teachers from the University of Glasgow were tracked over a three-year period
for the purpose of this study. The first round of interviews was conducted during
the final twelve weeks of the students’ ITE course. The analysis of these

interviews generated three main categories. These were:

¥ identity
¥ self perceptionsnd,

¥ expectations.

These categories contributed to establishing the core category for this stage
namely, Considering the Journey Aheadlll three contained numerous concepts

(see Figure 5.1)each of which will be considered in turn.

Considering the Journey Ahead

Social Histories

Faith Influences

Identity

Role Faith Development

Concern Self- i E: i Collaboration
percep

Experience School Support

Figure 5.1: Stage One: Key Categories and their Concepts
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5.2.1Identity

The first main category to emerge was thatid#ntity. It has been argued
elsewhere (Coll 2007a) that in a globalized world full of continuous change and
shortterm commitments, the desire to seek attachment and belonging in an
attempt to anchor oneOs identity is a very live issue. Nationalism is one example
of identity that has such appeal for anchorage, since it can provide powerful
historical narratives, symlsim and beliefs that give people a sense of security
and stability. Religion is another.

Crawford & Rossiter (2006) explain that individuals are unique persons but they
also are a part of cultural reference groups and this has an influence on the
shapingof personal identity. They define personal identitpasprocess in which
individuals draw on both internal and cultural resources for their- self
understanding and sedikpression@bid: 124) The Catholic student teachers
interviewed for the purpose this study spoke of their identities and discussed
their backgrounds and reasons for religious attachments. It revealszhtiept

of identity to be an important factor when considering the career choice of
becoming a Catholic teacher. In exploring thigher, the subcategories sdcial

historiesandfaith influencesvill now be considered.

Social Histories

Within this research, the intrinsic reasons for choosing to teach in a Catholic
school were centrally linked to student teachersO biograptdesocial histories.

The research revealed that 88% of the student teachers identified their
background as a major reason for their decision to attend Glasgow University
and gain their Catholic TeachersO Certificate. A number of these students did not
give any theological, political or educational reason for their choice. Phrases
such aDobvious sectoa@dOnatural thing to dadre used, indicating a loyalty

and sense of belonging to their community. Some appeared to be unreflective
about their positiorand admitted simply being comfortable in the tradition and

that they did not know any differently:

Well, IOm Catholic myself so it wasnOt a choice that | would choose the nondenominational
sector.
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I'm Catholic myself and I've been brought up as a Catholic so it made sense to carry it on.

I've chosen it primarily because I'm a Catholic myself so I don’t really know anything else
other than that.

For some it was the inherent value of Ocontinuing® or Opassing onO the faith and
being a part of the communit
Because of my upbringing, I was always at a Catholic school em basically that’s what 1

believe, and obviously I want to go in to a Catholic school and kind of share that and
that’s just the upbringing that I've had, that’s what I see as being normal for me.

I've always been brought up within Catholic Education and I feel it is part of my faith to
pass that on.

I'm a Catholic and I see that it’s been important to continue that faith.

For others, however, a considered thought process clearly hadpiacenand
they were able confidently to articulate their desire to be a part of the Catholic
system:

I'm a committed practising Catholic, I see the value of Catholic Education and, wishing to
be a teacher I want to participate in that particular sector

I've been brought up a Catholic and the Catholic ethos in schools that I've seen is one of
the main reasons. I think that there is a better quality of Education.

1 believe in Catholic Education and its importance for society and I think that Catholic
schools are a sign of society that parents should have the democratic right to send their
children to whatever school they want and are a reflection of different shades of society
and how schools should be in the future.

Catholic schools provide children with a different grounding in education ... and I like
making sure that religion is some part of children’s lives

This study has revealed, then, that identity and belonging to the Catholic
community is, for some students, justification alone for choosing uiay sto

teach in the Catholic sectoFor others there have been additional reasons,
relating to a firm belief in the principles of faibased education or to personal
experience or to knowledge of its perceived merits, but a cohort of students
admitted tfat they entered this sector because they simply Obelong to itO. It could
be argued that this is not a healthy position, since students may be blinkered in
their choice, having failed to consider other options. Paradoxically it could be
perceived as being ery strong positiobBtudents have not considered other
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options because they are so immersed in their tradition and feel strongly about

remaining within it.

At this stage a reminder of the historical context in which these students find
themselves is racial. As the background chapter to this thesis has already
highlighted, 85% of the students interviewed belong to Scottish Catholic families
whose origins are to be found in an immigrant Irish community which claims to
have experienced significant hosyil and prejudice against it over the last
century (MacMillan (2000), Bradley (2004)). GraceOs view is that, for many
anglophone countries, Catholic schools wéreonstructed and constituted as
citadels and fortresses for the preservation of the faith hosdile external
environment characterised by a dominant Protestant order, continuing anti
Catholic prejudice and the growing influence of secularisati(2@D0:7).
Looking specifically at Scotland, a counter argument exists suggesting that the
Catholic @mmunityOs view of the Catholic school was from a culturally
defensive position, but rather from a forward thinking one, which was flexible
and open to innovation as OOHagan and Davis (2007) have illustrated in their
study of the relationship betweerh@ch and State in the late nineteenth and
early twentieth centuries. Regardless, it has been accepted that the struggle to
survive and thrive in Scotland has resulted in the -esthblished and
strengthened identity of this commurand strong allegiares to iDBo the
present day. It is not surprising, then, that many of the students in this study

exhibit a firm attachment to the community to which they belong.

Faith Influences

When discussing their religious backgrounds and Ofaith biographies©f 88%
respondents revealdleir family as having a strong influence on their religious
development. It quickly became apparent that many of these students were
brought up within the confines of a practising Catholic environment where
religious observance amtomotion of the faithOs traditions were normattday

day events:

Both my parents, my mother in particular was quite rigorous about her faith...I had that
background. There are six in my family and it was all centred around going to Mass, you
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know. We wednto novenas and devotions and it was a very traditional Catholic
upbringing.

My mumOs family is a strong Catholic family. We always went to Mass as a family and we
continue to do that now. My dad wasnOt and he became a Catholic when | was youngE.
and | sippose if your dad is doing something like that itOs a good example and model as
well for you and even through to nowE

My grandfather had a strong influence on me because he was a very faithful man and was
just a person who had a wonderful faith and hththat that has really filtered on, and |
think that it is a gift and | just hope you know, that | can continue it as best | canE

IOve a strong family backgrpundEit would just be conversations with my parents thatOs
helped me develop my faith E. and withmily friends that are priests ..

For a very small minority, family was not a major source of influence in terms of
faith development and, interestingly, this tended to be the case for students with

parents of mixed faith:

IOve got a kind of mixed kacound so em in the home If)ve got one parent Catholic and
one parent is Protestant so because of that it wasnOt a really, its not a very religious
family.

My mumOs side is Catholic and my dadQOs side-@atioolicE my mum and gran have

a lot of faith ba they donOt attend mass em my granOs side is Irish so | think thatOs why |
was brought up [Catholic]..my mum and dad never enforced anything ...I didnOt have to
go to massE. | just believed in God. ThatOs all | knew about my religion when | was
younger, Ibelieved in God and that was it, | didnOt believe in anything else.

Alongside family being mentioned by most as having a paramount influence,
Catholic schooling also had significant effects on shaping faith, although not all
of these were positive. 92%ommented on Catholic schooling having

contributed to making an impact on their faith and, of these, 25% went as far as

to say that this was even stronger than their familyOs influence:

| suppose most of my faith though did come from school. There washaqwards
masses and prayer. There was prayer at the start of every class.

Most of my input was from primary school.
It was certain teachers you know who gave you that faith, you know they would refer to
itEjust the way some were hopeful and trustinggd put your trust in God and it will

all work outO and all this kind of stuffEthey would maybe make wee comments like that
and they werenOt RE teachers.

For others, the Catholic school did support or Oback upO what was being said and

practised at homend the continuity between school and home was an influential

element in itself.
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When I experienced the loss of my dad the school chaplain went out of her way to take
me out of class and see how I was doing. She was a sister and I'll always remember
that.

I always felt that anything that was learned at home or in the parish was reinforced in
school...I got a uniform message.
For a small minority of those interviewed (19%), the experience of Catholic
Education at school was not always particularly positine #his will be

discussed shortly.

A further point to note was that 69% of those interviewed highlighted the
connection between home, parish and school when asked about the background
to their faith development. Much has been written about the CathalicckBBs

view of the importance of the inclusion of all three elements in a childOs
education (for example, see Codd (2003); Prendergast (2003); Francis and
Brown (1991))stressing that th@partnership between home, parish and school is
the best setting fothe development of maturing young peop(B&hopsO
Conference 2000: para3). It is considered that this OtriangleO is the bedrock for
educational provision. Indeed, when asked about their faith development, the
majority of those interviewed commented oomhvisible and influential these

three elements were when growing up:

I've learned from my mum, from the school and em from my Church.

Faith development? I suppose through the school and I also liked being part of my local
Church, being an altar boy, that kind of thing so partly that and my family as well.

From my parents primarily and from school to some extent, to a great extent I would say
from school and from my local parish.

5.2.2 Self Perceptions

The Catholic student teachers were interviewethatend of their various ITE
programmes and so were in a position to reflect on the course they were about to
complete and to consider the next stage of their teaching career. Whilst
reflecting on this in conversation with the researcher, theirpseteptions as
Catholic educators emerged as an area worthy of focus and within this, three
particular aspects were considered to be of significance to this study. These

were: the students@e, their concerns and theipast experiences.
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Role

All of the stuaents were confident and clear when detailing what they believed to
be their role as a Catholic teacher. The responses indicated an awareness of the
ChurchOs expectation of them; most notably they talked about being a witness to
the faith, passing on the itla, helping children in their faith journeys and
spreading the Gospel messB@d| familiar language of the Church:

| think it is very important to give children a faith, something to hold on to and to run in
tandem with and to accommodate their spiritifa as well as their educational life.

Em to support children in their faith, to some extent. Unfortunately for a lot of children
to initiate them in the faith or at least give them some contact with the Catholic Church
which they may not have at homieid them in daily prayer and hopefully pass on the
teachings of the Catholic Church.

To teach the Gospel values through your teaching

Being a role model for the children in school., leading by example, letting them see you
as a member of the Church.

To give more of a faith input rather than knowledge about the faith.

| see my role as being a representative of the faith

This apparent understanding of their role, and confidence in articulating it, is
perhaps testimony to the input they received duttayy i TE course. However,
only 58% of the students admitted feeling ready to carry out this responsibility

and of these students an awareness of the enormity of the task was present.

YouOre a Catholic teacher. 1tOs not a thireyhour week youQOre a Balic teacher, itOs
non-stop like in everything you do.

Yeah. ItOs a bit scary but | feel more excited about doing it because it is a challengeE

Yeah butEIOm still learningEitOs a little bit frightening that these kids are relying on
you to learn theirdith.
This was echoed by the remaining 42% who displayed a clear understanding of
their strengths and weaknesses in this aspect of their future careers and showed
self-perception when identifying their needs. The strengths that students
diagnosed tendedtbe concerned with their personal characteristics, talking
about being witnesses to their faith in the manner in which they communicated

through word and action.
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| wouldn®t say that IOm hugely versed on my faith or anything like that but the whole way
you treat each other.. that will be the main thing that will come across in my own
teaching.

| stopped going to mass myself and its only in the last couple of years, you know with
family and everything, that I0ve started going back. IOm not the gredtest @athe
worldEbut IOm an example...

As a Catholic teacher | can foster that ethos within schools, to be open, to be
approachable.. to consider myself as a Catholic teacher before as an English teacher.

What was particularly noticeable was their deetl commitment to their role as
Catholic teachers along with their enthusiasm in this area. Other strengths
identified were in relation to their faith backgrounds and what they themselves

had learned as they grew up.

Concern

Conversely, a deep apprehiems about their own knowledge in this area did
arise as a concern for many of those interviewed. While feeling confident in their
ability to promote Christian values and an appropriate ethos, it emerged that 39%
worried about their competence in the trarssion of accurate knowledge and

about being questioned on aspects of the Catholic ChurchOs teachings:

| think that there is a lot of knowledge that | still have to get you knowE.

| do feel that there are a lot of areas that IOm not quite sure abéiLit getfeel sort of,
IOm not particularly prepared in the RE element of the teaching.

The RE part is still quite daunting to go in and teach RE at the moment Ebecause itOs
outwith my subject areaE. my area of expertise. In my last placement | was worried
because we were doing a lot of work on the Old Testament and trying to get to grips
with it and then going into classE but 10l just have to get on with it and stay one day
ahead.

This concern relating to knowledge and understanding of the content of the
curriculum and a fear of being asked difficult questions was a common
occurrence, but some students had already identified methods of coping with
this. One student commented on the confidence she had in the support network
she had at home and in her paiifsbhe required to seek advice. Some indicated

a confidence in the school assisting them in terms of continuing professional
development. Others mentioned the belief they had in the strength of their own
faith in assisting them in succeeding in their ea@d indicated the importance

of ensuring this was developed.
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[1O1l be finels long as IOm keeping up with my own spiritual journey and doing my own
reading E

Experience of RE and Catholic Education

Thornton et al, (2002) and Younger et al, (2004)ehsuggested that for many
students, the decision to teach is as a result of their own positive experience of
schooling. For a number of the students interviewed for this research, the choice
to teach in the Catholic sector wast based on any positive @ffirmative
experience. Indeed, the religious dimension to their schooling was not always

memorable:

| feel it wasnOt really well taught in school, again | think thatOs very much dependent on
the teacher, you know in school | thought that there was meigh emphasis on the
OcCatholics are right and everybody else is wrong® E and | think probably that pushed
me away from the faith rather than brought me to it.

It was a chore and was kind of frightening. Secondary school was just copying out the
bible so &hough | was Catholic, | wasnOt. | didnOt really take my religion seriously then
to be honest.

It [RE]was the period which we took registration.

It is clear then that although these negative experiences had an effect on the
students, they did not detehem from entering the Catholic sector when
embarking on a career in teaching. For some it resulted in a determination to
contribute to the eradication of that kind of practice:

It will teach me to be very wary about the way of teaching Catholicism digtbus

education, it has to be very balanced teaching, and it has to allow children to
wanderE.

| donOt want to be that kind of teacher that just gives pupils bibles to copy out and just
lecture to them about what happened in the gospels. | want teebidaé kind of teacher
| had one year, the kind that made it excitingE

ItOs important to note that all of the negative experiences recorded were directly
related tolesson®fhat is, the content of the RE curriculum and the manner in
which it was taughtHowever, the positive experiences documented by other
students refer mainly to thgastoral nature of the school and the manner in
which teachers related to pupils. Examples were given of the care and support of
staff during periods of bereavement; enemimg pupils to use their talents to get
involved in the religious services or teachers being available for chats where the
advice given had its roots in the Christian faith and often included phrases such

as OTrust in GodO or OIOIl remember you in ragsfrawhile isolated instances
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such as these can look trivial, cumulatively they can be powerful. Such accounts
were frequently mentioned by respondents, commenting on how this OwitnessO of

teachers to the faith contributed to their own belief:

I've learned a lot you know..... what strength and support you can find in religion and

even through school, knowing that you had someone to talk to, knowing that there was a

priest or teacher that you could talk to, you think that they didn’t have a clue because

they didn’t live your lifestyle but they did and they were good.
5.2.3 Expectations
Students were very clear as to what they would like to happen in terms of support
once they embarked on their probationary year. Clear expectations were
articulated about theontinued development of their faith and how this should
come aboutFuaith development, collaboration and school support emerged as

subcategories worth discussing under the umbreNaedutions .

Faith Development
Respondents in this study were unaours when indicating the need and desire
for additional support in the area of faith development if they were to realise and
fulfil their role as Catholic teachers. For many of them, the Catholic Teacher
Formation component of the ITE course that they weerapleting had already
contributed to their development and had whetted their appetites. Some were
surprised at how much of a positive effect this had had on their faith and how
they were looking forward to learning more and developing it further once in
school.

I have found even the last part of the R.E. specialist course...has been really, really

important in, in directing me and giving me reasons for things I really didn’t know
before.

It has strengthened my faith ...you have to make the commitment to it and it has
committed me more towards my religion, definitely, or towards the faith, because I feel
it sort of, I feel I have to, I want to know more about it.

1 think for a lot of people on the course as well, it’s renewed their faith, you know, it
really has renewed their faith

Interviewees were unsure of the amount of support they would get, but all

expected to get some.

Now that I have started I don’t want to stop....it’s something new to me, to be
questioning myself so don’t want to stop.
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Collaboration

The discussions on this area revealed that the interviewees regarded faith
development to be both a personal and yet collaborative activity of teachers.
While appreciating that people have very different faith positions and
biographies, and that persorad privatereflection on faith is important for

their work, 92% stressed the need for collaboration to take place when engaging

in faith development.

It would be good if Catholic teachers were involved in it together... it links with the
whole idea of being a reflective practitioner...what better atmosphere to do it in that
with other Catholic teachers..

I would love to see it as a communal activity because I'm the type of person who really
benefits from the support of other people...

You need to have your own personal faith but you also need support from other people.

You should be involved in it as a community but also.... Everyone’s at their own stage so
it’s a personal journey as well.

School Support

Within the context of the probation y&idn which allthe interviewees would
embark once they had completed and passed their &ddlveee was a clear
expectation from the majority of respondents that their school would provide
support in terms of faith development for all staff. Interestingly, many sgoke o
this as though they were relying on it and were taking it for granted that this
would be catered for in the Catholic school. 69% expected there to be formal
Continuing Professional Development (CPD) structures in place to ensure that
the faith of staff vas being developed and monitored and that this would take the
form of courses provided by the Local Authority, Glasgow University, the

Diocese or from SCES.

Hopefully through CPD I will get more in development .. it’s a big part of Catholic
Education so I would expect it.

If you could have CPD courses and days to do with it then that would definitely help.

In addition to the formal activities expected to take place, assisting teachers in
the development of their faith, all respondents expected thdre &m informal

undercurrent of support existing too. Those in the secondary sector expected this
to come from the RE department in the school and many emphasised the role of
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the chaplain in supporting them, or the assistance of the local parish. Others
commented on the importance of the leadership in the school and how the head

teacher should be there to help staff where necessary.

I hope support will come from within the school, like whatever head teacher I'm with,
like she’s supportive of her teachers or his teachers, developing them...
The overwhelming expectation of support for faith development was noteworthy
and with this came a clear desire to respond to such activities and use them to
help with the concerns or worries raised regarding their work as Catholic

teachers.

5.2.4 Commentary

These interviews convey an alert analysis of student teachers’ perception of what
it means to them to be a Catholic teacher. The core category of Considering the
Journey Ahead was chosen, since it accurately characterises and summarises the
results of this first stage of interviews. Many respondents displayed a thoughtful
understanding of the career upon which they were embarking and of the
strengths and concerns that they had with regard to being effective Catholic
educators. Most were clear as to what they wanted to achieve and had strong
aspirations regarding the support they required to realise this. Their desire to
succeed as effective faith educators was evident and their articulation of the
enormity and importance of this task demonstrated how highly valued they

consider their role to be.

Identity

It quickly emerged that ‘identity’ and ‘background’ became significant themes
when discussing Catholic Education with the student teachers. A firm attachment
to the Catholic community, an unequivocal belief that Catholic education is of
value and worth, coupled with the majority’s positive experience of Church,
school and home are all indicative of the impact of religion in their formative
years. The commitment to the Catholic tradition that is espoused here is
pronounced, which in itself is revealing—if perhaps unsurprising when we
appreciate the context in which the majority of the respondents find themselves.

It is argued here that this commitment can be linked to the position and
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importance of the Catholic Church in Scotland and its historical narrative. It is
recognised that while this institutional Church may be universal, its profile in
Scotland is somewhat different to that in any other country, including its
neighbour, England (Boyle and Lynch 1998). Its continued and heightened
position within the Scottish press and public discourse has ramifications for the
present Catholic community, a community well aware of the treatment of some
of its membersO ancestors whey first arrived in Scotland. The concept of a
Oghettoised® community is often referred to by authors on the Irish/Catholic
community in Scotland and although it is accepted that this is no longer the case
and that the community has become socially neohild integrated into Scottish
society, the legacy of their struggle remains, resulting for many in a firm loyalty
to the traditions of their faith (Conroy, 2001 & Devine 2000).

It would be hard to detach this narrative from the social biographies a thos
interviewed. Many indicated from an early stage that they were of Irish or Italian
origin, while a large percentage communicated the strict and unflinching
devotion of family members to their own faith and the transmission of this to
their offspring. It can be said that while respondentsO individual faith
backgrounds differ quite considerably from one another in terms of their
response to the faith input they received when growing up, the similarities for
many in the input they did receive reveal a detelet loyalty and enduring

adherence to the Catholic tradition.

It is not surprising, then, that some areas of recruitment have been relatively
unproblematic when attempting to attract students to teach in the Catholic sector
in Scotland. In an increasitygsecular country, where religion and faith are
regarded as OuoolO, the number of students applying for the undergraduate
course, to enable them to teach in the Catholic sector, is striking. Of course, the
fact cannot be dismissed that, in gaining @sholic TeachersO Certificate, new
teachers will have the ability to teach in any school in Scotland, where non
Catholics will, for the most part, find themselves restricted to the
nondenominational sector (this applies to all «@atholic primary teachsy.

This will be attractive to many potential Catholic applicants and, of course, it is

possible to place scepticism on studentsO feedback since environmental, career
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factors and incentives may result in an outward conformity to certain norms and
values. In general, teachers might adhere to certain things as a result of simple
careerism and it is accepted that statements of principle and value are vulnerable
to cynical interpretations that reduce them to a set of career aspirations. There is
an awarenes$at evidence is susceptible to a range of interpretations, but there
is enough salience in the data to suggest that certain kinds of interpretations are
more valid than others. The purpose of this research is to try and see this from a
phenomenological pspectivd®®Brom the insid®finvestigating the inner motives

and desires of the Catholic teacher. So while it might be suggested that students
living in a late industrial polity such as Scotland see strategic advantages in
entering the Catholic sector, thasenothing to suggest that the responses from
the students involved in this study are insincere and it is considered that the
instrumentation used by the researcher in order to gain this feedback was
sufficiently sophisticated to get to the heart of pe@s motivations. Indeed, this

part of the study suggests clearly that there exists a desire and willingness of
students to contribute to Catholic Education, based on a firm belief in the value

of their own personal biographies.

Differing Faith Backgrounds

Another theme emerging from these interviews was the difference in the
response to faith backgrounds of the participants. Although the majority came
from practising Catholic families, the difference in their understanding and
experience of faith is quitsignificant. Some indicated being involved in the
Church and being active members of related groups and were constantly engaged
in faith discussions and activities. At the other end of the spectrum, some had
not been attending Church since they left sttamd had just recently returned.
Although it can be argued that Church attendance is not a prerequisite for an
adequate knowledge and understanding of oneOs faith, it would be reasonable to
argue that those regularly involved in the Catholic Church wbaie a deeper
understanding of what it is to be Catholic and be mor&ougate with Church
developments and teachings. Therefore, the starting positions of these student
Catholic teachers are very different and this is evident from the concerns and
worries that some of them have articulated in terms of their own knowledge and

understanding and experience of their faith.
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Janssens (2004) examines this issue further in a paper that focuses on the
Catholic educator teaching the official Doctrine of the i€hu He discusses the
concept of teachersOsubjective theory146) explaining that the teacherOs
previous experien@®@long with advice given by colleagues or knowledge
received during the completion of their teacher education progridisne
interpretedand reflected upon an@interwoven®@ith personal assumptions and
convictions (ibid). He claims tha€every teacher has his [sic] own subjective
theory, which may be similar to the subjective theory of colleagues, but which
also certainly differs@bid:145). He also notes that few teachers are aware of
their subjective theories unless they are suitably reflective. This, coupled with
the teacherOs view of their Oprofessional selfO, cre@farsanal frame of
reference@rough which individuals interpt and give meaning to all aspects of
their work (ibid: 147). Within the context of Catholic education, it is recognised
that the official doctrine of the Church may not be in line with teachersO personal
frames of reference. Even among those who considemselves to be
committed and faithful members of the Church, very different thoughts on
religion and faith can be found. Understandably, a lack of consistency between

what one believes and what one teaches would prove hard to maintain.

Janssens (2004iso claims that individualsO frames of reference can change and
be influenced by others. He illustrates this by highlighting how teachers in the
same professional environment sometimes discuss and share views from their
own frames of reference that caventually result in shared frames of reference,
which become a part of the organisational culture of the school. In terms of the
transmission of Church teachings, this can have a positive or negative result
depending on the views that become sharederdstingly, Oschool supportO and
Ocollaboration® emerged as two main themes from this part of the study where
respondents commented that they would be looking to others within their schools
positively to support them and direct them in terms of their owaith f
development and, in turn, that of the children they teach. As the previous chapter
has highlightedthere are concerns about this from school leaders, particularly
with regard to issues of sensitivity regarding what is considprefissional

developrnent as opposed to something that may be considered private and
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personal. The results of the later stages of data collection consider the role of the

school and its staff in the development of teachers’ faith.

Even though all of those interviewed espoused a firm commitment to Catholic
education, students involved in this study have had different faith and life
experiences which will have ultimately shaped their views and contributed to
their personal frames of reference. This has implications for the consistency in

the teaching of RE and the promotion of faith across the sector.

Selfperceptions

The clear articulation and understanding of what respondents believe their role to
be as a Catholic teacher, is striking. The vocabulary used was indicative of a firm
knowledge of the Church’s expectation of them and although they accepted and
appreciated the responsibility placed on them, not all felt ready to carry out such

a task.

It has been claimed that those who are confident in their own position and their
views/beliefs about teaching (not necessarily confined to those which are
religious) will be more likely to experience satisfaction in their teacher role and
even act as change agents in their classroom (Renzaglia, Hutchins & Lee, 1997).
It is considered that those who are lacking in confidence tend to be less reflective
and enter the teaching profession with a utilitarian focus, being concerned only
with ‘being able to do’ the job (Goodlad, 1990: 225), which primarily means
maintaining classroom discipline and focusing simply on strategies and
techniques for effective classroom instruction (Stuart & Thurlow 2000). At this
early stage in the presentation of results, two categories of participants were
emerging. These were those who were faith-confidentand those who were faith-
insecure. The former category is characterised by those who were looking
forward to the challenge of being a Catholic teacher; knew their strengths and
were motivated to improve their weaknesses; were involved in the Church or
faith related activities and who had networks of support in place (family, friends,
priests). Those belonging to the faith-insecurecategory, whilst confident in
articulating their role as a Catholic teacher, were much more concerned with

aspects of their role; some had admitted not having attended Church until very
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recently; did not have the same support networks in place and were unsure as to

where to find them.

It is very clear that those interviewed place pressure on themselves to be
effective Catholic tachers. While most interviewees spoke positively about their
faith background, a minority articulated a less than satisfactory experience.
When referring to their religious development, or lack of it, rarely the family or
parish was criticised®ather, itwas the Catholic school. As former pupils of the
Catholic sector, reflecting on their faith, there was for some the realisation that
the school haadot fulfilled its mission in effectively supporting and developing
their faith, sometimes quite the oppositehis aggrieved some respondents,
indicating their expectation that the Catholic school ought to have achieved this.
The effect of this is that they have put pressure on themselves to ensure that they
carry out their role effectively. What is noticealllewever, is that the negative
experiences from their own education in the Catholic school always appear
connected to theontentof the RE lessons. Some remembered RE being a waste
of time due to teachersO incompetence and others were critical of thedgesw

or rather lack of it they received during these lessons. Interestingly, when we
turn to the concerns that these student teachers have articulated regarding their
own ability to be effective Catholic teachers, again these are nearly always to do
with their knowledge base or understanding of Church teachings, and how to
communicate this competently to children. It appears that a thorough knowledge
and understanding of the RE curriculum in Catholic schools is something in
which Catholic teachersgaire continued support (and perhaps should have had
in the past). Without exception, all of the student teachers praised the level of
support they had received during their ITE studies in the area of Religious
Education and Catholic Teacher Developmerit fou some and, in particular,
those on the ongear professional graduate course, this had only given them a
foundation on which to build and there was clear recognition that further

development was essential.

Where the negative experiences of their @atholic education were concerned
with the content of the RE curriculum, the positive experiences were related to

the pastoral nature and ethos of the school. The accounts of the supportive
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teachers, the Christian vocabulary used when working with thaesses$, the
witness to faith in word and action, in addition to experiences of prayer and
worship, were examples of positive formative faith experiences and, again, this
seemed to be the area to which the majority of respondents themselves feel ready
and ale to contribute. For many, the support networks at home, and from their

parish, are considered to be of value in supporting them in this area.

This stage of the study has revealed that there are two related yet different
aspects to the role of the Caticaleacher as identified by the respondents. One
appears to be the imparting of information and knowledge and assisting the
children in the understanding of Catholic Church teaching through RE lessons.
The other is the pastoral role of the teacher, thetakaiay interaction with the
children and staff and the promotion of the Catholic faith throughout. The
Church itself stresses that RE in the Catholic school is not confined to the RE
class but rather it should permeate the life and ethos of the schapédSa
Congregation for Catholic Education 1977: para 50). Nevertheless, when
identifying concerns and areas for support and development, many of the student
teachers have diagnosed a lack of knowledge in the subject area of Religious
Education and feel momonfident in contributing to the faith ethos of the school

by their words and actioBdbeing a witness to their faihroughout the school

day.

The previous chapter revealed some head teachersO perceptions of newly
qualified stafbBhat they enter @ Catholic teaching profession without the same
background knowledge in their faith that teachers had in past generations. The
interviews conducted for this particular part of the study suggest that indeed this
is the case and that Catholic studentsO oonakout their knowledge and
understanding of their faith and of Church teachings is indeed a live issue.
Robinson (2002) draws attention to the gap of knowledge base of current
Catholic Church members and explains that the reason for this is that, among
other things, they wer@born of a swing from a traditional catechizmed
approach of rote learning to a pa&dtican Il emphasis on person experience and
faith journeys often not rooted in any connection to theol¢gy®). This, she

claims, has restdd in students embarking on a career in Religious Education
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with little explicit understanding of their own faith, even if they have come from

practising Catholic backgrounds or are products of a Catholic school system.

For these student teachers, thesmes a realisation that their knowledge was an
area in need of development, but there also existed an expectation that the CPD

they would receive once qualified, would assist with this.

Continuing Professional Development

The studentsO expectation of depelent in the area of their own faith, and
knowledge and understanding of it, is significant. Without exception, all
expressed a need and desire for support in this area and although unaware of how
this would come about, they were relying on it to as$ismt in their work.
Different kinds of support were suggested, ranging from retreats to attending
courses, but all of them recognised this to be part of their contipuifgssional
development and something in which staff should engage together. Acctwrding
respondents, the development of faith required two ele@®ntsincrease in
knowledge and understanding and the opportunity for spiritual/prayer
experiences. As already highlighted, the majority indicated that this should be
formalised, yet all expeetl an informal constant source of support from their
school. What is revealing here is the expectation of the leadership of the schools
in which they will find themselves. The assumption that Catholic head teachers
ensure that faith development of staffai schoolOs priority is idealistic, as the last
chapter has already illustrated. Indeed, the Church has stressed the importance
of the provision of faith development for Catholic teachers that, according to the
Church, must aim t@nimate them as witngss of Christ in the classroom and
tackle the problems of their particular apostolat@@cred Congregation for
Catholic Education 1977:para78). However, the commitment of ScotlandOs
Catholic school leaders to the continued faith development of theiretsachs
already been questioned in the previous chapter and it has been argued that the
different agendas driving CPD in Scotland have resulted in school leaders
responding to the demands placed on them by the Government at the expense of
focusing on aspés of the faith nature of their school.
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These student teachers are well aware of their strengths and weaknesses in
relation to their role as Catholic teachers and have identified the areas requiring
development at this early stage. Based on the findnogs Chapter Four, they
appear to be unrealistic in their expectations of the level of support they will
receive from the school. Nevertheless, these expectations are consistent with
Church documentation that stresses the importance of their role adicCatho
teachers and directs them to seek support and development in this aspect of their
work (Sacred Congregation for Catholic Education 1977: pa8ay.8

5.3 Stage twdFrom Theory to Practice

‘Those within education whose own formation has involved the acquisition of
spiritual capital do not act simply as professionals but as professionals and

witnesses’

(Grace 2002: 236)

In recent years, it has been suggested that increased attention deserves to be
given to the induction of new teachers, as theyahklon their probationary
period in school (Turner 1994; Stuart & Thurlow 2000). ClaimsObking
thrown in at the deep end®urner 1994:326) or reports that undergraduate
education programmes inadequately prepare newly qualified teachers to face the
demands of the classroom and of the school (Stuart & Thurlow 2000) have been
concerns heralded quite often by new teachers themselves or other members of
the profession charged with the responsibility of supporting a new generation of
teaching staff. Howevesubstantiated or indeed unfounded these claims may be,

it could be argued that, in Scotland, the McCrone agreement has responded
positively to such concerns by radically changing the process of induction for
newly qualified teachers. BAeacher Induction Scheme (T1S) has been introduced

that bears little resemblance to that of the previous probationary period, since it
appears to have a much clearer structure with a focus on satisfyifigitierd

for Full Registration (SFR). The General Teaching CoundilSzotland (GTCS)

is responsible for the administration of the scheme in partnership with the

Scottish Government Education Departmehhe scheme guarantees a-gear
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placement to every eligible student graduating with a teaching qualification from
a Scottish university. Within that year there are four key elements that must be
undertaken and satisfied if students are to achieve the Standard for Full
Registration. These are: teaching, support meetings, observed sessions and
continuing professional development. The time given to CPD is 0.3 FTE and the
remaining 0.7 FTE is allocated for the other key elements (GTCS, 2007).
Successful completion of this one-year period of probation will grant
probationers full registration into the Scottish teaching profession. For the
purpose of this research, the second stage of data collection took place four
months after participants commenced their first teaching post as newly qualified

teachers and working within this scheme.

It must be noted at this point that a commitment is made by Scottish local
authorities to try to place probationers holding the Catholic Teachers’ Certificate
in Catholic schools but, for 23% of those interviewed for the purposes of this
study, this was not the case. These teachers—all of whom were approved to
teach in the Catholic sector and had achieved the appropriate qualification to do
so—were placed (against their wishes) in the nondenominational sector for their
probationary period. The remaining 77% of teachers were placed in Catholic

schools.

Of the twenty-six student teachers interviewed for the first stage of data
collection, twenty-one participated in this second stage. The reduction in number
was due to four participants withdrawing from the research (for reasons unknown
to the researcher) and one postponing her career in the teaching profession, for
reasons of health. The remaining twenty-two were interviewed for a second

time.

The theory evolving from the first round of interviews influenced the design of
the interview schedule for this second stage in the research. The analysis of
these new interviews generated three main categories, two of which had emerged
as concepts from the interrogation of the first stage of data collection and had

been considered worthy of further development. The three main categories are:
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¥ the Catholic teacherOs role
¥ faith development: knowledge and experieace,

¥ impact of leadership

These categories each contain discrete conceptsHgeee 5.2 and have
contributed to establishing the core catggfor this stage in the research
namely,OFrom Theory to Pracéi® It is felt that this title accurately depicts the
results from this round of interviews, owing to participants becoming more
familiar with the reality of teaching and the etmyday praticalities of working

in the Catholic school. Exploration of each of the main categories in turn will

evidence this further.

From Theory to Practice

Teacher as Church

Teacher as Witness

Catholic
teacher’s role

Explicit/Implicit
Faith Impact of support
development leadership

Self development

CPD . "
Community

Figure 5.2 Stage Two: Key Categories and their Concepts

5.3.1 Role

The first main category to emerge was that of the CathedicherOmle. This

was highlighted in the first round as something worthy of investigation and the
analysis of the second round of interviews resulted in it being developed into a

main theme.

Of those participants placed in a Catholic school, 69% cortedeon how their
understanding of their role as a Catholic teacher had either changed or developed

since commencing their first teaching position.
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My understanding is the same but there is certainly a lot more meat on the bones, if you
like, than as tavhat | had imagined it would be like. So ...it has improved for the better |
would say[Paul]

[My understanding of the role] has totally just widened expectations of what you
thought, you know itOs hard to describe, but | donOt think | realised howoleig/au
play in the childrenOs livd®atricia]

| realise now how important it isE itONS a big responsibility to teach them the doctrine
but also how to apply it and stuff so itOs a big responsibility even more like example wise
as well. I0ve got to lkat myself first[Joseph]

[My understanding] has deepenedEIOm really conscious of the Catholic environment in
this schoolHMary]

| have a more irdepth understandingE. | should be part of the pastoral role of the
pupils as well and not just obviousBathing my subjecflane]

The teachers commented that the reason for this development in their
understanding was as a result of the prolonged experience in the Catholic school
environment. Previous placements had occurred during their ITE courses and
lasted for a maximunof ten weeks and although this was considered adequate for
the purpose of gaining sufficient experience to successfully complete the course,
it was recognised that full appreciation of the expectation of the teacher—and
indeed of his or her role as Catholic educator—had not occurred until

participants commenced their full-time posts.

When youOre a student you are in for ten weeks or five weeks or whatever it is and then
youOre awayJoseph]

ItOs[the role of the Catholic teacher] more involved and actually it sounds awful but

when you were doing your placements you knew it was just six weeksEso you knew at
the end of the six weeks you just left and got on and you didnOt really need to worry. And
now you know you are a permanent thinghese kidsO lives for a year so you are more
involved and actually make the effort. 1tOs not like on placement when you did things to
be seen to be doing themE you actually say, OI0Il do this because it is good for the kidsO,
itOs not making me look goitOs for the good of other peopleEitOs a bit less selfish
really [now] that you got a permanent jofMarie]

There is a noticeable change in the language used by these teachers when
defining their role as a Catholic educator. The first section in this chapter
discussed the very Catholiclanguage respondents used to define their role, when
they were pre-service teachers. Often paraphrases from Church documentation
and related literature were recited, illustrating their knowledge of what was

expected of them. While this could be viewed as positive, and indeed would be
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considered a desirable outcome by those responsible for teaching the RE
component of their courses (which incorporates the Catholic TeachersO
Certificate), the much less formalised, yet eas@ ffuidity of language used at

this stage, coupled with the depth of response when discussing their role, indicate
that the experience of being in the Catholic school for a prolonged period of time
has allowed these respondents to consider their podittom a much more
practical and realistic perspective. This demonstrates not okhowaledgeof

what is expected of them but amderstandingof why this is the case. The

interviews indicate that much of this has been based on personal reflection.

ItOs hout trying to get the balance right. YouOre faced with it even more now the fact
that you are with children whose circumstances arenOt you know, what you think, you
are trying to deal with children who donOt go to Mass, who donOt or arenOt encouraged
to go to Mass and people who are maybe from split families and things and as a student
you donOt realise thingsEE You really have to be careful not to offeieten]

1tOs quite obvious from all the kids in this class that they need help like with otter issue
and they need somebody just there to listen to themEsomebody that they can trust. IOve
got more of a greater awareness that there should be someone thereEevery teacher
should take a pastoral rol¢Jane]

This complements the findings of a variety ofe@sh reports that suggest pre
service teachersO beliefs about their role are primarily based on what has been
learned from educational literature or from other intellectual roots that have
nourished them as they have developed (Stuart & Thurlow 2000).thEse
respondents, at this new stage in their careers, the deeper understanding and
recognition of what they now perceive their role to be, presented them with
additional challenges.

Teacher as OChurchO

Referring to the work of Michael Paul Gallagher $iln Gallagher (1996) has
illustrated that while, worldwide, there are young people committed to, and
indeed hostile towards, concepts of faith and religion, there is evidence to
suggest that the vast majority of young people are OuntouchedO by &@®er (p2
Greater attention to the evangelical role of the Catholic teacher is therefore called
for, and the manner in which the school presents itself as Church (Gallagher,
1996). The Roman Catholic Church has, in recent years, stressed the ecclesial

identity of the Catholic school, commenting that it is tr@at the heart of the
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Church’ (Sacred Congregation for Catholic Education, 1997: para 11). In
explaining this, it highlights the changing nature of society and in turn of
Catholic schools where, increasingly, many of the children attending are pupils
who ‘shun effort, are incapable of self-sacrifice and perseverance and who lack
authentic models to guide them, often in their own families’ (ibid: para 6). The
Church instructs the Catholic school and its staff to respond to this change by
recognising itself as a ‘genuine instrument of the Church’ (ibid:parall) where
pastoral ministry should be lived and evangelisation should be taking place. It
recognises that children can be non-practising, indifferent and lacking in any
faith or religious formation. The Catholic teacher’s role in presenting the Church
to these children who enter Catholic schools, then is challenging. Indeed,
Cunnane (2004) comments that this view places an ‘unwarranted burden’ on the
teacher and ‘excludes others from the [religious education] conversation’ (p18).
Gallagher (1996) stresses that the teacher’s relationshipwith such pupils is more
important than any theological content he or she may offer. This, he claims,
makes ‘personal demands’ on teachers and in this area they require support (ibid:

296).

Those interviewed for the purpose of this research, echoed the Church’s view
when they were asked what they considered their role to be. In their own words
and based on their experience in the school, over 50% commented on the
evangelical nature of their role where they are introducing children to the
Church—and indeed to the Word of God—and being a living experience of it
rather than developing an existing faith. This is a significant shift from the first
round of interviews. As can be seen from Stage 1 results, prior to qualifying as
Catholic teachers, they spoke of their role as being ‘educators in the faith’ or
helping children on their own faith journeys by developing their knowledge and
providing experiences. While this is still considered important at this stage in
their careers, the realisation that they are having to evangelisBBhat is introduce
children to the message of Christ through the Gospel and ultimately to the
Catholic faith—is new. Morris (1998) has claimed that ‘in practice, since for
some pupils initial evangelisation may not have taken place, catechesis may
involve not only nourishing and teaching the faith but also arousing it (p97).

Bollan (2007) ventures further, arguing that the context of faith development for
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children has shifted from the family and parish to the school, so much gbethat
Ofuture of the Church passes by way of its sch@guil8 This was very quickly
realised by the probationers and of geeusurprise to some respondents,
particularly in relation to the lack of faith background and Mass attendance of
many of the children they were teaching and of the childrenOs ignorance of

central features of the Catholic faith.

The majority of childrerre not attending Mad&aul]

1tOs hard to bring religion in because they donOt really take it seriously. They donOt see it
in the house[Diane]

You are trying to deal with children who donOt go to Mass, who arenOt encouraged to go
to Mass and peoplehw are maybe from split families and things that as a student you
donOt really seeHHelen]

Most of my children donOt attendE.|l have even more of a responsibility to teach these
children what it is actually about and this takes more time thigm. [Julie]

It can be quite a challengeE..many of them donOt go to fassrew]

Laura, teaching an infant classa school in one of the most deprived areas in
the UK, explained how challenging she considered her role to be owing to the
lack of spiritual guiance in the childrenOs life outwith the school environment.

| find it quite hard in here because, em none of them know anything at all, they donOt,
nobody goes to chapelE. They donOt understand anything, they donOt understand the
meaning, they call thpriest OMrO Hendy, dOyou know, just things like that so | find it
quite difficult. ItOs like starting from scratch with them.
Literature from the Church reveals that it too recognises this challenge for the
Catholic teacher. It has stressed that its slshare forall children, but that
traditionally it has giverOspecial attention to those who are weakSsifded
Congregation for Catholic Education, 1997: paral5). This phrase initially
referred to children who were socially and financially disadvadtagé the
Church has expressed concern about new forms of poverty that are now a
challenge to the Catholic school. This is understood as Ospiritual poverty® which
the Church claims can be foun@®among those who have lost all sense of
meaning in life anddck any type of inspiring ideal, those to whom no values are
proposed and who do not know the beauty of faith, who come from families
which are broken and incapable of love, often living in situations of material and

spiritual poverty, slaves to the newoid of society(ibid: para 15). A concern
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for the social and spiritual welfare of children in this context is therefore strongly

emphasised.

Many of the teachers interviewed for this study have revealed this as being a
very live issue as they embark threir career in teachind.heir response to the
dearth of faith or spiritual formation in some of the childrenOs lives was
illustrative of the position of the institutional Church on this matter; that is, that
the teachers view themselves as OChurch® fomitdren and appreciate that, for
many, they will most likely be the only experience of Church that their pupils

will receive. The enormity of this task was recognised.

| feel more responsible now than | ever didelen]

Teacher as OWitnessO

In reponding to this deeper understanding of their role, those teachers placed in
the Catholic sector detailed how they were carrying this out. 73% spoke of the
realisation that that they were trying to be an example to the children in terms of
faith. Phrasesush as Oleading by exampleO and Oliving my faith® were given,
phrases very much aligned to the view of the Church that the Catholic teacher
should be awitnessto the Catholic faith (Sacred Congregation for Catholic
Education, 1982). This concept is reglylaeferred to by those concerned with
Catholic education or indeed by scholars writing about this particular field of
study. Within this context, the terr®witness@ taken to mean teachers
expressing their own Catholic faith in what they say and dthat@®children can

see the precepts of Christian life displayed and acted out in normal daily
routines@Morris 1998:100)

Francesca, a NQT placed in an inogy Glasgow Catholic primary school

commented,

You are leading by example and you are shgvtie children that you live your life as a
Christian, a Catholic and em bringing into to that what you do at the weekend and part
of that is going to Mass and talking about that. You are there to be a role model and so
really it has to come through.
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Joseph, teaching in a very different primary school in a village in East
Dunbartonshire echoed this sentiment.
| like to share my own experiences as well and IOve been finding that that really helped

and especially even silly things like bringing in my déedie from my communion and
confirmation and it has really helped them.

Helen, another primary teacher, highlighted that for her it is important not to be
hypocritical:
The way you talk to them, the way you treat them, the way you deal with them the way

you know you make them feel, you know, you know by looking at a child if they are
happy. You canOt ask them to do something you are not doing it yourself.

Interestingly, it was the primary school teachers who were much more confident
in giving concrete xeamples of how they were being OwitnessesO for the children
at this early stage in their careers. This is perhaps unsurprising since they are
working with the same children on a d@yday basis and, within the school,
they are themselves directly respibtes for the childrenOs entire education.
Secondary teachers do not experience that same concentrated time with classes
of children, which, understandably, may allow for different teagispil
relationships and clagsased faith opportunities to emergBevertheless, there

were among secondary staff some very solid explanations of the role of the
teacher and again these tied in with this very Catholic concept of teacher as
OwitnessO. One commented,

| have a tutor group and we always start off the tgparup with a prayer but | also ask
them for special intentionsE. And they have started to be a lot more forthcoming at first
they wanted to hurry up and get it over with but now they are starting toE they have lots
of requestsEEIOve got the enthusiasnredlly do want to pass it on and let them see
the value of having a faifftemma]

It is routinely claimed in professional literature that in order effectively to
promote a set of values they must be owned and practised by the professional,
since no one capass on beliefs or values they do not hold themselves (Lewis,
1946; Groome, 2003). Teachers have the ability to be very influential in the lives
of those they teach and the promotion of their own values and beliefs contributes
to that. Groome (2003) expins that when teachers allow their faith
commitments to shape the implementation of the curriculum, then what is taking
place isOfaith at work@nd at its foundation is their own spirituality. Indeed,

Groome supports the view that teachers are powedehta of influence in
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Children’s lives and argues that ‘the heart of education is the heart of the
educator’ (p35). He draws a distinction between talking about aspects of faith

and living it:

If we are to move beyond pious rhetoric, then spirituality must permeate the whole
curriculum of Catholic education — what and why, how and who we teach. In gist, it
invites teachers to bring their own souls and their heart’s core convictions in faith to the
teaching task, and likewise that they engage the souls of their students, reaching into
their deep heart’s core as persons. (ibid: 40)
He continues by suggesting that educators can do this without necessarily using a
lot of ‘god-talk’ and illustrates this by referring to one of his own school teachers
who, ‘rarely mentioned God when teaching history, and yet he likely taught us
more then the religion teachers about living out faith’ (ibid: 41) This teacher, he
explains, did not preach to Groome and his classmates, but they had no doubt
about what mattered to this teacher or what were his values and commitments.
Groome claims, ‘in a word, he shared his soul with us. Every good teacher does
as much’ (ibid: 41). Many of the probationers interviewed as a part of this study
indicated that they believe this concept of ‘witness’ to be an important aspect of

their role and one that they are even more aware of now that they have been in a

Catholic school for a prolonged period of time.

For those teachers placed in the nondenominational sector for their probationary
period, being a ‘witness’ to their faith or ‘leading by example’ was also a concept
that came through as being important, albeit in a non-Catholic environment. Ed,
a Catholic primary school teacher placed in a nondenominational school in a
large town in the West of Scotland, spoke of promoting his Christian values in

his class.

Even though it is nondenominational, the sort of Catholic ethos that you see in Catholic
primaries you are trying to bring across here without saying ‘Catholic’. Sort of just
Christian values and Christian attitude that we are all in this together, we are all here
to help each other, reinforcing this as a unit. Em, we're all here to help, we've got to
look at ourselves as an extended family. All this aspect of it. I'm pushing that.

Brenda supported this view and explained that she considers aspects of her role

to be the same as it would be in the Catholic sector;

I think that in the nondenominational sector there is still a need for pastoral, not
pastoral care that’s quite a religious term but more just the whole kinda caring, sharing
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ethos thatOs involved. More just the whole caring aspect of how you would see yourself
in a Catholic school, you have to then transfer that to a nondenominational school so |
do see that | have the same rblet obviously | canOt like label it. E you hope that you

are portraying a Christian outlook and youOre a OChristianO teacher as opposed to
bracketing you into a OCatholicO teacher.

For the others placed in this sector, they explained that promoting viahses

on their Catholic faith, could be done in a very implicit manner, although some
did comment that they could not be as effective in this role as they imagined they
would have the potential to be, if placed in the Catholic se&ieen, a

secondaryschool Modern Studies teacher commented,

Showing respect to people, you know, being caring and things like that, THAT doeant
change. IOve not changed as a teacher. But, definitely in that you know, | wouldnOt
openly discuss that | am a Catholic in tbzhool. | wouldnOt make it open here.

She continues by explaining why she would always opt to teach in the Catholic
sector and her aspiration to do so after the probationary period.

If | was given the choice | would still pick the Catholic schoolEt juscause thatOs

what IOm used to and | feel as if youOre not hiding anything.
The concept of probationer teachers promoting Christian or OCatholicO values in a
nonChristian setting raises interesting questions. The recorded accounts of
adhering to partular sets of values and attempting to share or transmit these
within non-Catholic work environments could be considered as a violation of
oneOs position; particularly when taking into consideration the choices of parents
to send their children to a schoshere such infiltration of particular views and
values would not be expected or, indeed, desired. It is worth noting, however,
that the majority of teachers placed in the nondenominational sector referred to
their actions in relation to their own identitather than to any deliberate attempt

to evangelise in these n@watholic environments.

OWitnessO therefore was a concept that emerged very strongly as something that
these new teachers valued highly, regardless of the environment in which they
found hemselves. Those in the Catholic sector exhibited a stronger belief in, and
deeper understanding of, what it means to be a OwitnessO compared with the view
they had of this when they were students. This was recognised as being a
challenge and something theequired to be taken seriously. For those in the

nondenominational sector, promoting and living values based on their faith was



118

something that thegll believed was important, even though some were unhappy

with the extent to which they could be open atibair faith and beliefs.

5.3.2Faith Development

Without exception, every single teacher participating in this research echoed the
sentiment that had emerged from the first round of interviews, stressing the need
to continue developing their faith, amddoing so they highlighted why they felt

that this would be beneficial to them and what form this kind of CPD should
take. There were strong responses about the importance of such development.

Patrick commented;

If | were not to do something then K&dkidding on about being a Catholic teacher.

Patricia echoed this view:

If you are not developing it yourself thereOs no possible way you can influence the
children that youOre teaching.

Marie, Gemma and Paul commented on how faith development istanpmn
nourishing them spiritually as teachers, which they believe will help them with

their work;

| think it is important to get a kind of sustenance and a new way of looking at things or
even just revisiting things you have previously but | don(t tihé you can stand still
really, you know, youOve got to be continually enriched in what you believe, finding out
more and also trying to make sense of the word in religious terms as things change, as
teaching changes, as you get in quite challenginglp@on, to try and see the face of
God on them despite the fact that they make your life as difficult as pdmilges].

[Paul]

| think it [faith development]s crucial because when you are waning in it, when you are
sort of waning in your faith or ifou are going through a wee sort of dip in your faith
then its really hard to be enthusiastic about it and to pass [Gemma]

| think that in relation to teaching | think you need something that you can, you have
inside you that you can rely on becaygu can get bogged down so easily. You know,

its horrible sometimes, you are sitting there going Ooh this is awful® but youOve got
something that you get support from-auith just having a rant or having a drink! 1tOs
important to develop it | think foyour own sanity more than anythifiylaria]

This desire for faith development was unaniniirscluding those placed in the
nondenominational sec®flthough some respondents indicated other issues

that were of immediate concern;
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ItOs something | wato develop. First of all 101l get probation out of the way and then
carry it on later.[Diane]

| donOt think that | can honestly work as a Catholic teacher, within a Catholic school
system, and carry out what | see as my role as a Catholic teachesutvitbveloping

myselfE 1tOs just that thereOs so many things going on. | donOt feel as though 10ve really
kinda changed very much in the last year in terms of fitary]

This last comment made by Mary, an English teacher placed in a large Catholic
secmdary school, indicates her desire to develop her faith but reveals how
circumstances have affected the time she has given to this. Mary is not alone in
her suggestion that time should be given to the consideration of faith. Earl (2007)
has acknowledgediis Odesire® among Catholic teachers in the United States and,
in her study and analysis of the impact of a series of spirituality seminars for
Catholic teachers, she revealed the positive impact that such activities had on
school staff; on their unders@ing of the mission and purpose of the Catholic
school and on their ability to incorporate this into their work on atdalay

basis. MaryOs contemporaries were invited to share their own position with

regard to this.

Faith-Self development

The newly qalified teachers interviewed for the purpose of this research were
asked about their own faith position and if they had sought to develop this since
they had commenced teaching. Of those responding, 38% revealed that they were
not doing anything differentlfrom when they were first interviewed and again
the main example given for a faith development activity was Mass attendance.
Three teacheBwho had admitted returning to the Church and going to Mass as
a result of their ITE coursB&xplained that thahey werestill attending Church
regularly and were happy that they were continuing to make the effort to do so.
A very small percentage (9%) explained that they felt that their faith was not as
strong as it had been and this, they believe, is as a odstdtmmencing their

first teaching post. One teacher, who had emerged from the first round of
interviews as being, according to him, particularly strong in his faith, by praying
regularly and attending Mass whenever he could, spoke of his concern that this

was falling by the wayside.
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ItOs kinda gone downhill because 10ve been so busy but I0m kinda conscious of the fact
that | really need to do something because work has overtaken my life so muchE IOm
not putting in the same effort | used [i@atrick]
This teacher also admitted to struggling with his job and spoke of the relentless
tiredness he was experiencing siftaking on the burden of teachirifjils, he
believed, was having an impact on his faith and so Sunday Mass attendance was
all he felt he wasow doing in terms of faith development. A second teacher,
placed in the nondenominational sector, spoke of how she had lapsed in terms of
attending Mass on a Sunday and this, she believed, had a direct correlation to
being placed in a ne@atholic schoal
At Uni | had to think of my own faith and think of my own thoughts and beliefs and even
then | was going back to Mass because | was doing the certificate but now that 10ve
come here, | havenOt been goingE If | was in a Catholic school | would definikéy
sure | would make a point of going to MassE| would make that effort to go because |
think that is part of the job and thatOs part of what you teach and also | did enjoy being
back again but being here | donOt think its as impoifiaatah]
Interesingly, one of the other teachers placed in the nondenominational school,
commented that he was much more conscious about attending Mass and made a
concerted effort to do so since he felt that he was missing out because he was not

Odealing with [faith] every dayO.

The remaining 53% of teachers believed that they had actively sought to develop
their faith since starting teaching. With one exception, each of these teachers
indicated a direct correlation between this and working in a Catholic

environment.

| have. 10ve tried. I0ve really tried to read more, just even silly things like being more
familiar with the saints. | then make a point of telling them why the saints are there. |IOve
also tried to go to confession more because | fell | ne¢déten)

Through teaching the religious education programme and getting married in the
Catholic Church | have developed my faith more and | am a much stronger Catholic
now than | was ..before | started teachifigjleen]

IOve been going to the Mass at lunchtimes things like that.., thereOs one every
Thursday, so IOve been trying to get to that as often a Ueae]

The structure of prayer, you know in the morning or at lunch time, you know before and
after lunch and at night. That I think gives you a begterunding you know in the sense
that there are certain times of the day when you are prajfayl]
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Marie explained how much easier it was to be aware of faith and to consider
developing it, now that she was teaching in a Catholic school where fath wa

promoted.

You know you donOt need to have to go trekking down the road to find yourself a priest
to go mass, or itOs actually all there for you | suppose maybe if you think about it, when
you, if youOre quite lazy about the whole thinmaswitOs actally put in front of you

and you go oh right this is fine. IOm actually, | was lazy but now itOs easy to be involved.
And thatOs the sort of, nice thing, you forget how easy it was to be involved and how itOs
not a trialEyou are actually taking part, it@sce, itOs community involvement.

These teachers revealed then that working in a Catholic school had a direct
influence on their faith in terms of their prayer life, intensity of belief, experience
of faith through mass attendance and a desire to emgagein the sacramental

and liturgical life of the school.

Formal faith formation CPD
The current situatiomn schoolswas investigated to establish the status quo for
Catholic teachers regardigganised or formalise@PD for the purpose of faith

devebpment.

Of those teaching in the Catholic sector, 768@ealed that there had been no
mention of CPD for the purpose of faith development in their schools, or they
themselves had not actively sought such opportunities. Many commented that
this was not anority of their school. The formal CPD opportunities available to
them, and those that they were encouraged to undertake during their 0.3 FTE
OMcCroneO development time, tended to be concerned with their subject area or
theschool priorities other thandéhCatholic dimension of the school. When asked

if shewas aware of CPD opportunities in this ar€anewas clear about her

own experience;

| am not aware of anything, no, nothing has really been said.

Andrew, a secondary school science teacher hadilasexperience,

So far everything has just been kinda focused on either science or physics developments.
There is nothinCPD opportunities for faith developmetitfat | am aware of.



122

Other comments regarding the formal CPD faith development opp@sun
available to teachers included:

| havenOt been made aware of anything and to be honest | havenOt looked for anything
myself[Mary]

ThereOs been nothing. IOve been going on a lot of courses uhu but I think itOs probably
because 10ve not got an &t&ss this year so IOve not really had much contact with the
head of RE[Jane]
@riorityd was given as the main reason for this experience, where the
probationerspoke of trying to get to grips with the essential aspects of teaching

in the first few moths of their career, in order to simply survive.

| would have to admit that IOm not particularly awffeCPD opportunities concerned
with faith development]but that is probably because | havenOt tried to seek that out yet.
IOm just finding my way wiglverything elsgFrancesca]

It is important to note that theewly qualifiedteachers here are referring to
official or formal continuing development opportunities for the development of
faith. As already highlighted, sonm&ormal experiences withirheir workplace
had an effect on their faith and its developmamnid these will be discussed in
more detail in the next sectioimdeed, there is a common distinction in Scotland

regarding formal and informal CPD experiences (SEED, 2001).

The remaining24% of teachers placed in the Catholic sdgtnd interviewed
as part of this study@xplained that theyad received or been made aware of
CPD opportunities for the purpose of faith development. Their experiences were
quite different from tbse above soe they displayed sonm@owledge of various
courses or opportunities available to them owing to them having G#agged
upO andosne had even been actively encouraged to attend or participate. For
two of these teachers it was simply an awareness oftopyities:

We were at an RE course about six weeks or so ago, it was at the diocesan centre, so up

until that point, | hadnOt been aware but | am now. You know, | am now aware there are
a number of courses availabl@aul]

| havenOt been made awareaofot. | am aware that they are there but religious
elements havenOt been pointed out to me in partifidien)

For others, however, there had been an uptake of various CPD activities on offer.

Julieexplained,
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IOve had specific input on the Confirimratwhich is good and although it was going
over the programme it was also looking at your own understanding of confirmation and
like all of the sacraments and stuff.

Gemma spoke of her satisfaction at having opportunities of this nature available

to her:

Just last Friday we were at a staff retreat which was fantastic. It was an inset day with
the school and all the staff were invited if they wanted to go to a retreat up to Dunblane
Church house and it was really good. | really did enjoy that. About 18§ wfent up and

it was a bonding experience as well and the time of year it was lovely as well. | did feel
as though it was kinda preparing and getting me excited about the nativity and all that
so it was good.

She continued by explaining how she has beepactive in seeking CPD

opportunities that support her faith.

| went to the CPD course on Faith and Learning, it was good learning but it was the
OcChallenges of Faith for TodayOs YouthO with Fr. Michael Paul Gallagher, thatOs right, |
thought that wagreat as well | really enjoyed that day and em, 10d actually saw that
poster up in the Uni before | left and | thought, OGod that looks greatO and | took a wee
note of it and | had it in my diary so when | started here | put in to see if | could get a
dayfor it and it turned out the deputy head who gets all the requests was going himself
and | think he was quite impressed that you know, | had asked to go to it. Em, so no, |
really enjoyed that day as well. It was good and certainly when possible, | rheap |

been looking at the faith and learning magazines and 10ve crossed a few things that |
would like to.

The Catholic teachers placed in the nondenominational sector spoke of being
Oout of the loopO in terms of hearing about CPD opportunities spgciicadd
to their faith. However, two of these teachers illustrated how they had been
proactive in ensuring that they did receive some sort of development, regardless
of the fact that they were not in the Catholic sedileen received information
abouta Diocesan day for probationary teachers and she asked her Head Teacher
if she couldparticipate She wasallowed to attend but only heaaod othersuch
occasions by chance. She explained how she feels left out:

There was a Mass for teachers with thatt@lic qualification in November and | only

heard about it through different channels so | think you are left a wee bit like, youOre not

in the club. 1tOs a shame really because obviously you afa §#tholicland from the

Diocese point of view andatholic schools point of view they should be trying to keep
Catholic teachers as opposed to kinda ostracizing them.

Ed also attended the Diocesan daypmbationersbut he was also instrumental
in setting up some additional opportunities directly eslato his position as a

Catholic teacher. He explained why this has been the case;
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When | found out that | was in a n@atholic school, | made ilear that | want as
much support to follow up the Catholic side of things because ideally thatOs where |
want to teach in denominational schools.

This was not met with any resistance and both the local authority and the
nondenominational school in which he was placed accepted Cathlalied
activities as part of his OMcCroneO professional development time.

IOve also now taken thatther with CPD in that my MondayOs, part of my 0.3 out of
class, I0m using it to go to Our LadyOs of Lourdes school for like 4 different sessions,
where 10m gonna get involved in the Alivprogramme. Or to at least observedt f

1! hour over those 4 weeks.

In summarising the current position in Catholic schb&8ased on the accounts

of these teacheldit appears, then, that there are different experiences in terms
of the formal opportunities that are presented to staff weitfands to matters of
faith development.The majority had little or no awareness of available courses
for this purpose and those who had some knowledge of them had sought this
information themselves by way of checking local authority CPD or Diocesan
literature. Perhaps surprisingly, there was little awareness of what the Scottish
Catholic Education Service (SCES) had to offer in terms of CPD provision. A
small minority had experienced some formal faith development opportunities in
the form of courses or school retreatand some had been proactive in seeking
such development opportunities themselves and then obtaining approval from
senior school staff to attendThose placed in the nondenominational sector
believed that they were missing out on formal faltvelopment opportunities
when, in reality, only a very small proportion of staff in Catholic schools were
aware of such activities.Interestingly, it was when the teacH2Bsom both
sector®factively soughtformal faith development opporturés that,on the

whole, these actually occurred.

5.3.3 Impact of leadership

Leadership in Catholic educationE has a strategic role to play in the maintenance of the
distinctive character of Catholic education. It can be argued that educational leaders
have a rgsonsibility to maintain and invigorate Catholic culture in education as an
alternative to the worst excesses of market culture in the wider educational system
(Grace, 1996:70).

Much has been written about school leadership, and indeed of that in the

Cathdic sector, and it is widely recognised that the current dominant culture in
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the Western world provides those charged with the responsibility of leading
Catholic schools with new and particular challenges. The ChurchOs view of

Catholic education exemplds this. It states that education,

is not given for the purpose of gaining power but as an aid towards a fuller
understanding of, and communion with man, events and things. Knowledge is not to be
considered as a means of material prosperity and subtess a call to serve and to be
responsible for othdgiSacred Congregation for Catholic Education, 1977: para 56).
Here, the focus is very much serviceandcommunityjdeals that arguably are
very alien to much of the contemporary world in which yo@agholics and
others are engaged. OOKeefe (1999) describes this insightfully, when he argues
the prevalent culture is that of OnarcissismO: people being obsessed with
themselves and their own w4eing rather than that of others or, indeed, with
service to others. He argueDthe flood of books, magazines, groups and
seminars pertaining to sdiklp, selfrealisation, selactualisation and finding
oneself confirms the existence of such an obses§i®). He continues by
suggesting that this soci&fvhich he argues is dominated by market fobd@s
no longer values concepts such tagst or solidarity or even community.
Catholics and those attending Catholic sch@iissemble the rest of the worldOs
population@ibid: 19) since they engage with this cuéion a dayto-day basis
and have assimilated if@nd are very much a partBhis society, where the
focus appears to be on the individual and survival of the fittest. It is also claimed
that Catholics, who adhere to their religious tradition and lpoguabelled as
Opractising CatholicsO, are much more discerning in their approach to faith; many
are now well educated and affluent. Rather than looking up to priests and
respecting them as OrulersO, theypBoare often than nB#Evork with them
and vey easily pass judgement on their views and practices. In addition,
Catholics appear to have much more control over their vesa way their
grandparents never didd it is argued that the majority do r@value the
spiritual development of their cdilen as highly as their career developmentO
(Walch, 1996:245).

This view of contemporary society may appear very negative and indeed others
have argued and provided evidence suggesting that there are real economic and

personal benefits in promoting andh&ring to such values. In addition, in recent
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years there have been Global Citizenship developments, where groups of people
and individuals have been encouraged to consider their roles and responsibilities
within both local and global contexts, in carifagg other human beings and the
planet in its entirety. Regardless, it is claimed that a narcissistic view of society
still dominates in the developed world and is arguably countéural to the

ideals and values supposedly promoted and lived in the KZatgahoob®R
school very much a part of this socié#nd this then presents the Catholic
school leader with particular challenges. Grace (1996) argues that wider societal
principles are also reflected in the prevailing conception of education in America
and in the UK since it is no@aggressively market orientated and individualisticO
(p70) and he attributes this trend to the New Right conception of Education.
OOKeefe (1999) concurs, stating that@fendamental unit of consideration in
the education ni&etplace is the individualE and not the wellbeing of the
wholeOand warning of the dangers of Catholic educat@ancritically

embracing@uch a principle (p20).

In attempting to address these issues it has been claimed that the Catholic school
should e considered by all those concerned to be batlvia and areligious
institution (Morris,1998). While it shares a lot in common with other schools, it

is to be considered first and foremost a Christian community, that has its goals
Orooted in Christ arfds teachings as recorded in the Gospg96). Groome

(1996) agrees, suggesting that school leaders should consider their schools to be
both aOpublicAndOecclesiadmmunity (echoing the sentiment emerging from

the last section that discuss@tkache as ChurchCHowever, thepublic concern

of the school is not to succumb to the external pressures from society, but rather
to commit to a social responsibility where teachers and children are to be of
service to others and care for and contribute éeodQommon goodO .dtslesial
dimension should therefore be concerned with links with the local and universal

Church, in addition to considering itself as a community of faith.

The role of the Catholic school leader then, is claimed to be even moreaantpor
today than in the past. The expectation of leaders has not ckddigeds, to be
Onot only professional leaders but also faith leadersCalsoOstewardséi

spiritual and Catholic developmer(Grace, 2002:211). It is argued that
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contemporary conditions increase the need for Catholic school leaders to
recognise this role and Sullivan (2000) claims that there is the requirement for
greater ‘theological literacy’ among head teachers in order to realise their full

potential (p82).

Those interviewed for the purpose of this research—and placed in the Catholic
sector—were asked to comment on the expectation of their school with regard to
faith in general and indeed their own faith position and, in doing so, they
revealed their experiences in these early stages of their careers as Catholic
teachers. Indications of the quality and impact of Catholic school leadership

started to emerge.

Explicit/Implicit

Four of the teachers interviewed commented that the Catholic nature and culture
of the school was explicitly stressed to them during their first week in school and
they were told that there was an expectation of them to respect, embrace and
promote this. For the most part, these conversations took place during the initial
meeting with their head teacher or members of the senior management team and,
where there were other probationary teachers in the school, they too were present
at these meetings. Andrew highlighted his own experience, revealing how up-

front the school was in stressing the school’s faith dimension.

| remember all the stuff that | got bombarded with in the first week and that was one of
like the priorities just to like emphasis the fact that this IS a Catholic school, promoting
a Catholic ethos with the children.

Included in this ‘bombardment’ was an array of literature and policy documents

of which some made explicit reference to the school as a place of faith.

Patricia’s experience was similar, but she also commented on the commitment of

the senior management team to the spiritual and faith dimension of the school:

The deputy head and ...the principal teacher they both you know gave us a lot of support
when we came in and talked about, they always talk about you know, the importance of
reinforcing it[faith] all the time.
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Laura eyplained that in her experience the head teacherOs principle focus was on
the promotion of faith and of Religious Education and that there was an
expectation that staff would support this too. She commentechthgugdtold us

once and after that he justpects itQ/hen asked how her role as a Catholic

teacher had been supported, she revealed,;

Quite a lotEthe head teacher is very, very, very religiousE and very into the Catholic
thing and just lots of different things but em he makes you think atzmdt jtou have to
be more on guard as regards to religious education and faith than anything else.

She continues by giving examples of how the head teacher promotes this:

Any kind of saints day will be celebratedE not just Christmas or St AndrewOs Bay, itO
like anything he can find heOll celebrate fihe faith development of teachersjone of
the biggest priorities hereE. Also, for the AlN& and things he likes you to find
something from the Bible that would relate to it so you have to go and searéible
and if you canOt find anything then heOll help youEThereOs always Mass for the staff on
in-service days and during Advent there was Mass every morning. It lasts about 15
20minutes.
Laura commented on the impact that this has on her and thestaff®s faith.
She spoke of how staff in the school are, now, very aware of their own faith
positions and how they are committed to working on this, owing to the

expectation of the head teacher.

For others, however, there was explicit mention of faibh or their own faith
commitment as such but, with the exception of four sciBd@lkere the teachers

there were dissatisfied with the level of perceived faith commitment exHiliited

all commented that there was an underlyingnoplicit assumption of schbo
leaders that staff would be committed to promoting the Catholic faith in the
school and indeed working towards developing it. For the most part, this was
based on the respondentsO experience of faith witness by others in the school, and

in particular, tlat of the head teacher.

1tOs evident in the way that the head teacher comes across. | would say, the way she
deals with her staff in general. | would say that thereOs a definite Catholic ethos in this
school.[Helen]

Paul spoke of the strong Catholiarience@ the school and how the head
teacher was the key player in this. He gave examples of her putting Catholic

papers in the staff room and encouraging him to set up altars and create religious
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displays, all of which he claimed supported him in his faith. He also made
reference to the strong parish links that the head teacher had established and how

pleased he was with regard to this.

Marie, teaching in a Glasgow secondary school, spoke of how she looked to the
senior management team for guidance. When commenting on the implicit

expectations of the school in terms of faith development and witness she said;

They want you to live a life where, they want you to behave in work thatOs doing the best
for the children and doing the best job you can andnktithat part of that is to prove to
the children that yeah, your faith is important to you and you will need it.

When asked how she knew this she explained,

You look to the way the senior management behave, the principal behaves and the how
the other éachers behave.

Other examples of implicit expectations of the head teacher with regard to faith
development and faith promotion of the teachers were given, and many of these
referred to the manner in which the head teacher encouraged certain activities or
gave witness to his or her own faith on a regular basis. Mary believed that the
faith development of staff in her school was high on the list of priorities and that

Ocertainly the head teacher takes the lead role in tBht Eontinued,

Well | meanfor instance, he really, really promotes anything thatOs going on to do with
sort of the religious life of the school he promotes em, and in particular if thereOs Mass
on, then heOs round reminding people. | donOt think itOs a pressure thing but tie is roun
reminding kids in the morning that they could go in there. | think if it comes from the
top, then | think it probably has an affectE | think itOs just, itOs something thatOs quite
visible within the school, that em you know that weOre expected, wiatiopauOexpectO

is maybe too strong a word because there are choices but thereOs a strong feeling of
faith within the school.

Additional examples were given, such as the head teacher having Mass
celebrated on a regular basis in the school on the first Friday of the month, or
being visible and attending morning Mass held in the local parish or school
during Advent before school commenced. Regularly praying with the staff and
the children was also mentioned as evidence that faith was a perceived priority of
the school leader, along with the support and encouragement of staff to attend
Mass or go on retreat during in-service days. In Marie’s school the head teacher

had set up a ‘faith and learning committeeflat was charged with the
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responsibility for promoting faith within the school. Marie commented that this
conveyed a strong message to her about the importance of faith in her school
and, as a result, she has become more involved in various school-based, faith-

related activities.

For the majority of those teaching in the Catholic sector, then, a strong sense of
expectation from the school leader was present with regard to the faith
commitment and faith development of staff. A third of those respondents
experienced evidence of this expectation directly, where the head teacher or
members of the senior management team verbally communicated its importance
to their probationers during the first few days of their posts. Interestingly, this
verbal communication was supported by numerous faith activities that occurred
in the first few months of the teachers’ posts, reinforcing to them that these

comments were not simply paying lip-service to this area.

For the others, this expectation was much more implicit and, even at this early
stage in their careers, was evident by the manner with which the school leaders
went about their everyday business, actively promoting a faith environment. A
number of respondents commented that they realised that there were signs that
the leadership of the head teacher was having a positive impact on their own
faith. Some found themselves attending Mass much more frequently during the
school week (if it was available) and others were even actively participating, by
reading at Mass or attending retreats. Without exception, all of those interviewed
and who commented on experiencing the promotion of Catholic faith in the
school on the part of the head teacher, valued his or her contribution and

considered it to be very worthwhile.

Of the teachers who were placed in the Catholic sector for their probationary
period, four did not perceive the faith dimension of the school to be a priority or
indeed, the development of their own faith in relation to their job. One primary
teacher, Patrick, believed that this was owing to particular pressures that were
outwith the school’s control. His school was merging with another and the head
teacher was effectively doing two jobs, working within both. He gave examples

of faith activities in the school, such as the school coming together to celebrate
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first Friday Mass once a month, but other than that, there was no other focus on

the religious dimension of the school.

Diane revealed that she had experienced very little support in terms of her role as
a Catholic teacher and indicated that promotion of, ordivnt the Catholic

faith, was not a focus of this school. She commented that she felt it was no
different from a nondenominational school sinc®doesnOt have a Catholic feel

to itE other than there is a crucifix downstairs3be explained how she was

Oanoyed@bout this and how this made her job even more challenging;

| feel as if thatOs lacking here and | would like there to be more inputEItOs hard with the
Primary 7s to bring religion in because they donOt take it seriously, theyOre not seeing it
in school, they are not seeing it in the house.

The school had undergonegpection after inspection@nd by referring to
recent visits from HMI and Quality Assurance, she mused that this pressure was
perhaps reason for the lack of faith promotion by tbleosl leader. Diane,

however, did not accept it as a valid excuse.

The remaining two probationers highlighted certain activities that indicated to
them that faith was important to their prospective head teachers at some level.
However there was evidente suggest that much of this was-$iprvice and that

there were no measures in place to ensure that staff were fully supportive of and
engaging with this dimension of the school. Pauline did not feel supported in her
role as a Catholic teacher and gaveyvsolated examples of faith activities that

she believed her head teach®mposed@n her and her colleagues without
consultation. She spoke of a Oprayer bell® ringing in the morning where all
classes have to stop what they are doing and pray at tmaémhoThe lack of
consultation about this was frowned upon by her and her colleagues, and

therefore was met with resistance.

A memo was sent rourjdbout it]. They kinda, teachers didnOt like it but it wasnOt for
faith reasons, it was for practical reason

Julie, another primary teacher, was not aware of many opportunities for faith
development in her school and although she did not doubt that her head teacher

and other staff valued this, there had been no evidence of this in her first few
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months teacimg there. When asked about the expectation of the school in terms

of faith development of staff, she commented;

1tOs probably in the policy folder!

Interestingly, a common thread running through the experiences of those who
had not witnessed faith teeta focus, was the lack of community in the school
and there was evidence of friction amongst staff. As the next section will
illustrate, this differed quite considerably from those in the schools where faith
was being promoted or perceived to being lived.

Community

Without exception, every teacher who had commented that faith and its
development of both staff and pupils was a priority of their school, also made
reference to the positive sensecommunitythat existed in their workplace and
how this hadaffected them and their own faith. Some made direct reference to

this term Ocommunity® and spoke of their satisfaction with regards to this.

1tOs quite a close community | would say that the staff are quite a close community even
things like where you ge&an email on the Wednesday inviting you down here on the
Thursday at teatime to the conference area and to get together and E they make cakes
and stuff like that and the money goes to charityE so there is a community spirit in the
school.[Gemma]

There § a strong feeling that this is a Christian community here.. we have Mass on a
Tuesday morning for staff and pupils, we have it on a Wednesday at lunchtime and all
during Advent and coming up to Lent there will be Mass every dayE it is well attended

by boh staff and pupilgMary]

This is a healthy good school so | think the support is so strong, there is a big sense of
community and | think that they just give everyone so much supyarie]

ItOs just a caring sort of community here and the involethey have with the
surrounding communityEl mean they go out to the old peopleOs homes for carol
singing...its all community orientatejiPatricia]

Others alluded to this sense of community in the school where comments such as
Ghere is a good ethos iheé school©r @here is a definite Catholic ethos in the
school which is nice@ere frequently usedFrancesca gave an example of this,
referring to the times when the school celebrated Mass together;

We all went as a school which was lovely, really sic¢here is a strong faith, there is a
strong Catholic feeling in the school and they have loads of asylum seekers here as well
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thereOs been a whole involvement of their religion and our religion and bringing that
together and itOs a lovely atmosphenegards to that.

She continued,

All the staff get on great, they work together and thereOs a great atmosphere.

Other examples highlighting the feeling of community in these schools were
given such as having a school prayer that is recited by the wbbt®l on a

daily basis or charity events to which everyone can contribute.

Much of the comments that revealed the teacherOs positive reaction to the strong
sense of community within the school wienore often than nBtas a result of
the prayer or worsh dimension to the school, a dimension often promoted and

encouraged by the head teachers. Maria gave insight into her own experience;

You know, its nice to see all the kids together, see them up doing their reahgs
think it is nice for the commity tooE you all walk up past the school together and it is
sociable and itJattending Massh nice way to start the day.

Although those placed in the nondenominational sector indicated that they were
enjoying their probationary year, there were commenggesting that they felt a

community dimension was lacking in their schools and that this was something
that they missed. This was particularly noticeable for those placed in secondary

schools.

ThereOs nothing where the whole school gets togethez &msk other, or anything, |
mean theyOll have discos but thatOs not the same thing. ItOs defirjBegndai.

The Catholic schools definitely have that kinda all coming together aspect and thatOs
quite nice, like you know Mass and things like thau ¥MonOt have any of that here
which is a bit of a shameE there isnOt a coming together of the whole school for any
reason.[Eileen]

Things like not having Masses. Like we used to have a Mass in the Catholic school on a
Wednesday and thereOs nothing tiketEItOs a pity. | do think that it is a pity em itOs
something | certainly miss | do miss it, | think that thereOs a lot to be gained from it.
[Emma]

OCommunity® emerged as a concept valued by many of the respondents since this

they believed had a paisie effect on the faith of the school and of themselves.
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5.3.4 Commentary

It is clear from this second round of interviews that those participating managed
the transition from their ITE programmes into ftithe professional practice
without any major ificulties or traumas. With regards to this particular study,
what quickly became apparent was that, as a consequence of the transition, they
had developed a more thorougitlerstanding of what it means to them to be a
Catholic teacher. The majority ofdbe probationers had been placed in the
Catholic sector and had experienced four months of teaching in Béeol
longest period of time in the classroom they had embarked upon. They appeared
to be gaining gradual ownership of their role and, insteadfefring to Church
documentation or what they had been told when attempting to describe their role
and responsibilities as Catholic educators, they were able to articulate this for
themselves based on their experiences. The confident manner in whichdthey d
this, coupled with the depth of response offered on this subject, suggest that these
teachers were now more aware of their own faith positions and able to consider
and reflect upon their contribution to Catholic educatiorOgynchronisation of
ideals ad realitiesCappeared to have taken place (Jones, 2005) since the
experience of being in school on a ftithe basis was somewhat different from

the image or picture portrayed as ervice teachers. This justifies the title
@'rom Theory to Practice’ being given as the core category for this stage in the
research, since the emerging theory is as a result of the teachers moving from

pre-service to fulltime work in the school environment.

Socialisation

It became apparent very quickly that these teachers Wweing subsumed into

their particular school cultures and while only a handful made any direct
reference to an awareness of this, the majority of teachers indicated a sense of
contentment with how this was happening. Stuart and Thurlow (2000) highlight
that newly qualified teachers are insecure, vulnerable and unconfident when they
embark on their first year of teaching and t@ebcialisation to the status quoO
(p113) is often the outcome. While this could be considered as a negative result
since the prbationersO own teaching philosophies and ideals could be quashed
by a Opowerful and pervasive existing school cult(itt@113) this did not

appear to be the case for the vast majority of those interviewed for the purposes
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of this study. On the contrarthere was evidence to suggest that the individualsO
personal convictions and beliefs were very much aligné&Btal at home
withinBBhe culture of the school in which they were placed. In terms of their
views on Catholic education and on their own faiétvelopment, for those who
had exhibited strong allegiances to the Catholic faith in the first round of
interviews, finding themselves in an environment that actively promoted the

Catholic faith was very much welcomed.

Those opposing faith schools havguwed that there is a danger for teachers to
promote a particular set of values or a lifestyle in preference to another since
these can simply be a matter of personal taste (Morris, 1998). However Pring
(1978) claims thatall teachers are influenced in senway by theory or
ideologies and that even if they try hard not to, they will always promote a

particular set of valueBtheir own.

Much has been written about the power of school cultures and of the effect on
the newly qualified teacher that their tsamssion can have (Jones, 2005; Wu,
1998; Olsen & Osborne, 1991). Turner (1994) argues that a newly qualified
teacherOs ability to adjust to a professional role is dependant on, amongst other
things, socialisation into the school environment. If teachelisve that they Ofit

inO then it is claimed that they will feel more secure and that they belong there,
and this is a necessary prerequisite @@xpressing selbubt, and engaging in
critical reflection and collaborationQJones, 2005:516). Wu (1998) sha
investigated ways in which the work environment influences teachers and their
professional development and claims tOaeople are profoundly affected by the
social setting in which they are involve@®14). Morris (1998:99) has argued

that Othe workfathe most brilliant can be nullified if the underlying values and
attitudes of the institution in which they work are alien to their o@o@versely

he claims that if an individualOs personal culture is closely allied to that of the
manifest culture ofnte school, then the potential for successfully achieving the
overall aims is significantly enhanced (ibid). JonesO (2005) study of newly
qualified teachers in English secondary schools reveals that there is indeed a
connection between the development afiieachersO professional competences

and theOdegree to which their values and attitudes are congruent with those
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promoted by the school’ (p517). However, as Sullivan (2002) explains, the
purpose of the school must be explicit in order for this to occur; ‘without a
connection to the bigger picture, a larger story, a deeper purpose, a wider set of
values, the routines and rubrics of schools soon become both for teachers and for

pupils restricting, irrelevant, time-wasting and alienating’ (p95).

A minority of those placed in the Catholic sector revealed their disappointment
with the culture of their school with regard to the perceived lack of promotion of
the Catholic faith. As they were very vocal in reciting examples of this, they also
conveyed their own views in this area in the context of their beliefs and
convictions, and these appeared much stronger in this round of interviews than
they did during the first stage. Interestingly Sullivan (ibid:94) comments that
newly qualified teachers are usually so concerned with the ‘micro dimension of
teaching’—that is, being pre-occupied with what is going on in their classroom
and being equipped to survive it on a day-to-day basis, that they fail to notice the
role of the school leader and of the overall management of the school. This,
however, did not appear to be the case for the majority of these teachers. They
were very aware of aspects of the head teacher’s role and were able to provide
comprehensive feedback—including criticism—about the behaviour of these

school leaders in relation to the faith dimension of the school.

Community

Another concept that emerged was the effect that a strong sense of community
had on these teachers. Occasions of coming together to worship, or evidence of
the school being upfront about being a place of faith where people within it
shared a common purpose, had a positive effect on the faith of many of the
teachers. Examples of being proactive as a result of such a strong ethos or
community were given, such as becoming more involved in promoting the
spiritual life of the school or attending Mass during the school week. Others
simply felt encouraged or supported in their role and spoke favourably about
occasions when staff came together for religious or even social events. For the
five teachers placed in the nondenominational sector, four referred to missing the
sense of community that they had experienced in their pre-service placements in

Catholic schools, a concept which they believe occurred as a result of the school
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having an exptit common purpose, providing regular opportunities to come

together.

There were very few examples foirmal faith development CPD opportunities
occurring for staff in the Catholic schools, but when they were available, these
were considered worthwhilédowever, at this early stage in the research, there
are strong indications that the culture of a schéotluding the manner and
extent to which it promotes and lives as a community ofBddthn have a strong
impact on the faith of its teachers and cimitte to their development in this
area. There are also strong indications emerging from this research to suggest

that key to this is the role of the school leader.

Leadershigbwitness

It is argued that there are distinct differences between schoolgeranand
school leaders. Sullivan (2002) eloquently summarises this by suggestifpthat
manager tends to work within a system that already exists and seeks to ensure
that it functions efficiently and effectively® (p9R) contrast,leadersconcern
themelves withOthe symbolic, the imagined, the future: they focus on inspiring
a vision, developing a culture, addressing change and facing both the future and
the outside world{@bid). Within the context of this study, it is emerging that
many of the respwlentsO head teachers appear to exhibit some of the
OleadershipO qualities that Sullivan alludes to. The witness of the head teacher
that many of the probationers spoke of, was a powerful symbol of the Catholic
nature of the school and was certainly apipgato have a developmental effect

on new staff, resulting in many of them contributing directly to the schoolOs
culture and commenting that their faith was being strengthened. Many examples
have been given of the head teacher and indeed others in iivenrseanagement

team being upfront about their faith. These ranged from attending school
services, speaking openly to the children and staff about their own faith, treating
others and behaving in a Christian manner and ensuring that there were faith
activities and development opportunities in the school. Establishing strong parish
links, encouraging the celebration of Mass regularly in the school, having and
reciting school prayers, creating committees for the purpose of faith development

and charging othersvith the responsibility to take this forward, supporting
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school retreats and reminding and encouraging staff to be involved in the
spiritual life of the school were a number of examples given, suggesting that the
head teachers were committed to being ‘faith leaders’. The positive impact that

this demonstration of faith had on many of the probationers has been recorded.

Morris (1998) stresses the importance of Catholic schools expressing Catholic
values and that their distinctive culture should have overtly ‘religious
characteristics’ and be places which demonstrate the ‘Gospel in action’ (p98). It
is beginning to emerge, then, that although very few examples of formal faith
development CPD opportunities had been made available to these newly
qualified teachers at this early stage in their careers, the effect of a strong
Catholic culture, led and witnessed to by committed Catholic head teachers, has

had a direct impact on their faith.

Conversely, some of the participants were working in environments where there
was, according to them, poor Catholic leadership that they attributed to a variety
of different reasons. What was revealing, however, was their correlation between
this and the lack of community that they had experienced at this early stage in

their careers, a concept that will be explored further in the next section of results.

Much of the seemingly positive effects of strong Catholic leadership and a strong
Catholic culture on the teacher’s faith have been as a result of participants’ day-
to-day experiences. What has been mentioned much less is the advancement or
development in knowledge about their faith and of the tradition to which they
belong. It has already been noted that it is claimed that a theological literacy is
lacking amongst teachers and indeed Catholic school leaders. It is argued that
ideally, every Catholic teacher should have a thorough understanding of the
belief systems of the Catholic faith (Sullivan, 2002) but it is also recognised that
this is certainly not a reality. The first stage of interviews revealed that many of
the respondents, as pre-service teachers, were concerned with their lack of
knowledge of the Catholic tradition, and sought support in this particular area.
Other than individuals reporting that they had spent some of their own time

reading about aspects of religion, there has been little to suggest from this round
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of interviews that their knowledge of aspects of their faith and of the Catholic

tradition has developed further.

Owing to the limitation of the samplgroup, the findings and experiences
recorded here cannot be claimed to be representativé! afewly qualified
Catholic teachers in Scotland, however the results are indicatieBansl
argued herfefare likely to exist in similar settings which will l@do the same
emergent theory. The next stage of re@fiihich focus on the round of
interviews conducted with participants at #el of their probationary perid2b

will provide further evidence to support, develop and therefore strengthen the
claims madénere regarding the influence that culture and leadership can have on
the newly qualified teacher.

In concluding this section it is worth pointing out that, without exception, every
teacher interviewdd®egardless of the sector in which they were plexsill
indicated a strong desire to receive development in their faith.

5.4 Stage threé Socialisation: finding a voice

‘The test of a leader lies in the reaction and response of his followers. His worth

as a leader is measured by the achievement of the led.’

- General Omar N. Bradley (1893%81)

Stage three of the data collection process occurred duringshmonthof the
probationersO first full year of teaching in the Scottish education system. This
however, happened only six months after theviptes interviewing stage. Since

the probationary year is a relatively new initiaBd#here individuals are,
supposedly closely monitored as they attempt successfully to gain full
registration into the teaching profesdiit was considered appropriate dan
indeed important to capture and record the respondentsO experiences and
expectations of teaching at the end of this important stage in their professional

career.
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Of the twentyone newly qualified teachers interviewed in the first and second
stages othe process, all agreed to be interviewed again for the purposes of this
research. These individual sestiuctured interviews occurred in June, joisor

to the school summer recessThis round of interviews explored further the
theory that had emergelom the second stage of the study, therefore the
guestions asked were fewer but were much more foci/§mokendix 4) being
concerned with capturing and exploring their experiences of leadership and
school culture with regard to faith development, in additto the formal
(organised)r informal faith development activities which they werBr had

bee®@ngaged.

Before presenting the results for this particular stage, it was felt worthwhile and
appropriate to consider some concepts of leadesstdpulture found in a range

of recent literature

5.4.1 Valueddriven Leadership and Community

Richard Elmore (2005) has much to say about school Igaigerand its
associated changetn one of his most recent contributions to this topic, he
explains that thre is a misconception regarding correlations between the
changing demands placed on head teachers and their leadership practices. It is
widely recognised and accepted that in the last twenty years the educational
environment in schools has altered sigaiftly, owing to a variety of factors but
including external influences, the increased attention given to target setting and
performance based accountability. However Elmore (ibid) claims that what has
not been addressed or focussed upon arepthetices of school leaders in
relation to these changes. Changes in school conditions do not necessarily
stimulate changes in leadership practice and, according to EImore, this is an area
worthy of attention.

There is widespread acceptance of the importanceholoséeadership and the

key role it plays in the management of school development and of the promotion
of the school environment as a place of positive learning and teaching (Flores
2004; Goldet al, 2003; Dayet al, 1998) Nevertheless, there is evident®

suggest from the present study alone and indeed from others (Flores, 2004;
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Williams et al 2001), that leadership styleary significantly and indeed can
have quite powerful results and impact, particularly when the fif2gsher®ts

on the newly qudied teacher.

Flores (2004), in her study of the impact of culture and leadership on newly
gualified teachers in Portugal, observed that schools are not only places where
teaching occurs, but they are places where teachers learn and develop and,
accordng to her findings, the key to maximising the potential for this is the
direction of the school leader. Gokt al (2003), when reporting on their
exploration of the Omoral artO of educational leadership (p127), identified a
number of key features thdidy claim are synonymous with its effectiveness and
success. Their study of ten Ooutstandingd® school principals in Bigand
judged by OfsteBievealed the importance of valdesl leadership, where the
OvaluesO being referred to are not those imandetkcided at a political level,

but rather the personal, moral and educatiealues of the school leadeglues

which may not always be compatible with government policies or initiatives. (It
is important to note that these reported findings considecbool leadership in

general and not just of that in the faith schoolsO context.)

The study revealed that OwelfarismO as opposed to Onew managerialismO was the
predominant focus of these successful school leaders, where the issue of
fundamental importece and driving force was the Oeducational, social and
personal development @il pupils and staffO, rather than according priority to
concerns such as the management of resources, the significance of parental
choice and market forces (ibid:136). Valuesneerning matters such as
Oinclusivity, equal opportunities, equity, justice, high expectations, engagement
with stakeholders, cooperation, teamwork, commitment and understanding® were
high on the agenda of good school leaders (ibid) and therefore hawhg s
valuesdriven leadership was established as being an important feature of these
acclaimed principals. However, what was considered even more effective was
the manner in which these values were manifested and shared in the wider school

environment.
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Those teachers working in the schools led by Ooutstandingd principals
commented on the manner in which they observed their leaders demonstrating
their values on a daily basis through their words and deeds, and explained how
their personal qualities (such agenness, compassion, accessibility and honesty,

to mention but a few) related to this. This echoes Deal and KennedyOs (1982)
emphasis, in their booKorporate Cultures—which applies to different kinds of
organisation®®n the importance of leaders praimng shared values when
attempting to develop an organisational culture. Citing Deal and Kennedy
(1982), Johnson & Castelli (2000) emphasise that good leaders should, Olook for
ways to reach into the organisation to establish the importance of the amture

its chosen valuesO and Othey implicitly communicate key values and inculcate
them via dayto-day actionsO (p 78).

In Gold et a/Os study (2003), school staff spoke of transparency aritbfreef
information being important in terms of how their lead® values were
transmitte®dfand eventually ownd2lby the wider school community. This
research highlighted the impact that something as simple as a meeting can have

in terms of the transmission of such values:

meetings can be seen as the visible mataifies of a school leaderOs values system:
clear ideals about respecting, transforming, developing and including staff can be
evidenced by the importance given to meetings in a school and the way they are run.
The amount of information that is accessildestaff is also a valuded decisionb
notions of secrecy and exclusion from information do not encourage trust and
empowerment or even informed decision making (p132).

Elmore (2005) emphasises the effectiveness of valtieen leadership, but only

from a position where these values become accepted, owned and lived by the
wider school community. He stresses the necessity for leaders to ensure that their
schools have Oorganisational valuesO since this, he believes, moves a school from
an Oatomized state @ more coherent and organisational stateO (ibid:135). This

he refers to as the Oalignment of individual values with collective expectationsO, a
concept that he believes can take place if the school leader explicitly reinforces
organisational values. H#aims that in schools, pupils and staff primarily learn
values through their daily work and practice and so, Oaccountable leadershipE
must focus on modelling common values through engagement in the work of

instructional practiceO (ibid:141).
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This concepof Olivingd or Ogiving witness toO values through word and action as
a method of transmission is one that has been rehearsed repeatedly in literature
surrounding the faith schoolsO context (see, for example,20af:; Grace &
OOKeefe, 2007). Indeed,thim the Catholic Church there is a vast volume of
documentation stressing the importance of this aspect of a Catholic teacherOs role
(for example se&ravissimum Educationis, 1965, para8). However, the values
which are expected to be lived and withnessednat simply the personal, moral

and educational values that the individual leader or school may agree upon, but
are also specificallyeligious value®Bhose that are based on the Gospel of
Jesus Christ and are expected to be shared and lived by latisef within the
Catholic school, regardless of who is teaching or learning within them. It could
be argued that such values appear to be imposed on schools and school leaders
since their origins are from a particular religious tradition, but the differefice

this kind of imposition compared with a governmental or political one is that
teachers choosing to teach in the Catholic school are aware of these values prior
to embarking on a career within a denominational sector and, certainly in the
Scottish contet, these are expected to be aligned to their own personal values.
Therefore, certain values are already expected to be a part of the Catholic
schoolOs culture, but it is the extent of their promotion and manifestation within
this culture that will determe whether they will be transmitted or not. More
often than not, the responsibility falls to the school leader to ensure that these
values are obvious, accepted by others in the school and, as the Church expects,
OlivedO.

It has been argued that it idfatiult to try to establish a homogenous description

of a Catholic school, since doing so would OburdenO® schools with unrealistic
expectations or no account would be given to those working within them or to
the specific contexts in which different schoale placed (McLaughlin, 1998).
Indeed Treston (1997) believes that there exist a number of different models of
Catholic school worldwide, ranging from those that are predominantly
OtraditionalO in terms of the expectation they place on staff and psppgad

a culture that is strongly characterised by Catholic rituals, to the Osecular
CatholicO school whé@®vhile accepting and stating Catholic rhetBiihe
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dominant culture would conform to consumerism, or where the school is viewed
first and foremostas a business rather than as a branch of the Church.
Regardless, McLaughlin (1998) states that th&on d’étre for all Catholic
schools is their identification with the ChurchOs mission: to work for the
Oestablishment of GodOs KingdomO (p26). This,aitgiled, is even more
important in the contemporary world since there is evidence to suggest that there
exists fragmentation within traditional Catholic communities, where many do not
see going to Church as an obligatory aspect of their faith or wherstiamg

sense of Ocommunity® has diluted, owing to globablisation and the influx of a
wide variety of other traditions and religions to historically Catholic
environments. Within the Catholic school context therefore, establishing a sense
of OcommunityO $een to be important particularly since, outwith the school
environment and patrticularly in the Western civilised world, this concept appears
to have weakened (McLaughlin, 1998).

Arthur (1995) argues that whilst the main objectives of a school willfleeted

in the curriculum, Ofor the Catholic school the ethos and composition of the
school community will play significant parts in influencing the way in which
teaching and learning take placeO (p82). Groome (1996) asserts that school has a
lasting effet on individualsO Oidentity, perspectives and valuesO, primarily via its
culture and ethos, but predominantly by the manner in which people come
together and feel a part of a community (which he claims is a valusei) i

(p115). He suggests that, foretiCatholic school leadethere are far areas

worthy of focuswhen considering how to ensure that these Gospel values are
unambiguous, conspicuous and contagious. These he refers to as four of the

ChurchOs historical tasks:

To teach the WORD of Goddrygma)

To WITNESS as a communityfdinonia)

To WORSHIP God in praye&fteitourgia) and,
To care for human WELFAR/{akonia)

K K K K

According to Groome (1996:116), if these four areag®ld, witness, worship

andwelfare (often referred to asdvice’ (see Gracel996)) are focused upon by
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Catholic school leaders, then the result will be the promulgation of Gospel values
which will be shared and promoted by others, creating and establishing a sense
of community within the school. Ideally, in terms of the Cath@ieurchOs
expectations, these common values would not be relegated to a set time or to the
RE department, but rather permeate school life and be embodighke in
Oinstructional practiceO (Elmore, 2005:141) of those in the school, and
predominantly of the sciol leader, thus giving the Catholic school a distinctive
identity or raison dOstrewhich Groome claims may assist in Obonding its

members into a cohesive communityO (ibid:119).

Lacey (1996) claims that Catholic schools and their leaders are at an gdvanta
when attempting to establish themselves as collaborative communities or when
developing a Oshared hermeneuticO among staff (ibid:260) since specific Catholic
philosophies and values already exist for the Catholic school and, from the outset

in such loc#dons, would be an expectation that some sort of communal
understanding of these values would be present among teachers. However,
Grace (199@#8vhile warning of OromanticisingO the concept of OcommunityO
that may not always produce positive results withischool situatidd@xplains

that OcommunityO as a Ocentral value and symbol of Catholic schooling® has been
under attack from a variety of pressures such as the Oethic of individualismO,

narcissism and indeed, market forces (p76).

An environment encoaging collaboratioBfand whichattempts toestablish a
sense of community among s@fan have anmpact on individual teachersO
learning and developmengnd this has been illustrated in both secular and
denominational school literature. Lacey (1996) asgs the value of teachers
feeling a part dBnd respected withBEB school community; being able to
create or at least contribute to a school culture by being invited or encouraged to
bring their own knowledge and experiences to their place of work iandsd

and interpret ideas with others. She explains that Othrough this kind of
communal work, fronwithin the profession, teachers realise the power of what
they know from experience and gain the courage and desire to challenge and
change practice® (p35%he advises of the dangers of neglecting or failing to

build community in school, since teachers will Orun the risk of uncritically
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accepting the canon of othersO and simply complying with the status quo (ibid).
According to McLaughlin (1993), the scHahould be viewed as a Oworkplace
communityO in which professional efficacy and professional community should
be constructed (p99). (For the religious school it could be argued that this should
include, Ofaith community®.) Hargreaves (189@ports thishighlighting the
importance of community when establishing a school culture. He argues that
schools that are community orientated and have naturally OcollaborativeO cultures
are associated with places that stimulate teacher learning and development, are
more supportive environments, resulting in better staff Omorale, commitment and
retention® (Flores 2004:300). Flores (2004), when referring to empirical work
carried out by Fernandez (2000), claims that Odeveloping a senseetifcsay

and seKworth anongst teachers is a common trait in school leaders who support

and promote the building of professional communities within schoolsO (p301).

Remaining within the secular context, Elmore (2005) echoes this principle of
establishing cohesive communities amdtes about the need for schools to have
high levels of Qinternal accountabilityO if they wish to become effective learning
and teaching establishments in todayOs educational climate. By this he refers to
schools that operate as a coherent whole whereidodlsO work is Oshaped by
collective expectations, values and commitmentsO rather than organisations
where work is Othe sum of the work of individualsO (ibid:136). Essentially
schools where high levels of internal accountability exist are places of
comnunity, where values are discussed and agreed upon in a culture of inclusion
and transparency, where people are valued and positively encouraged to
contribute to the life of the school. This kind of environment, it is claimed, will
encourage improvement irlearning and teaching and overall school
performance. Elmore (2005) stresses the need for leadership training in order for
educators to learn how to lead and manage schools effectively in order to
establish such levels of internal collaboration. This, lgeies, has been lacking.

He claims that there is evidence to suggest that educators tend to look to their
existing knowledge and skills and try to make better use of this rather than
accessing the new Oknowledge they need and assimilate that knowletig@rinto
practiceO (ibid:138).
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It appears then that there is general agreement that one of the overarching
influences in nurturing a sense of community within schools is leader&gp.

third interview stage for this research revealed much about the iprodost
teachersO experience of school leadership, particularly with regard to the faith
context of the school and the community dimension that had or had not been
established. The findings from this stage of the interviewing process will now be

presented.

This particular round of interviews sought to explore the claims made in the
previous section and in so doing, some additional categories emerged. The two

main categories are:

¥ symbolic leadershipnd,

¥ impact of community

Both categories contain discretencepts (sedigure 5.3 and contribute to
establishing the core category for this particular stage in the research, namely
OSocialisation: finding a voicelhis title was considered appropriate since the
participants were at this stage much more cotalide in discussing the various
situations they were in and were, for the most part, confident when detailing and

evaluating their experiences.

Socialisation: finding a voice

Words and Actions 3 5
wds and Action. Symbolic

Leadership Community Faith development

Shared Leadership

Figure 5.3: Stage Three: Key Categories and their Concepts

5.4.2 Symbolic Leadership.
This stage in theata collection period confirmed the findings that emerged from
the previous round of interviews regarding the impact that the leadership of the
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school had on these probationers. Many of the respondents, who articulated a
positive reaction to the way in wdthi they felt the school was being led, referred

very often to noftangible experiences, using phr&3Bsmilar to those recorded

in the last sectiddBuch as OethosO, Oatmosphere® and Ospiritd. However, when
inviting them to explain what contributed to created this, their accounts were

similar in that they spoke of strong visilBatholicleadership. When analysing

this further, it emerged that what they were referring to wasyth&olic nature

of leadership.

OLeadershipO, according to Hegah(1994), can be considered as OpersuasionO.
Leaders therefore have the difficult task of persuading or influencing others but,
as has been already recorded, this is most effective when it occurs within a spirit
of collaboration and without resorting to coerti But how is this achieved?
Vickery (2001) claims that leadership is essentially a Osocial interactionO and that
the process by which it is exercised is through symbolic inter&filoat is,
communication. He explains that Oleaders canmotcommuniateO (ibid:315)

and gives an example: when a leader refuses to make a decision about something
then that in itselfs a decision! He argues that virtually everything that leaders
say or do, that others are awareiof;ommunication. OFor every synib®erbal

or nonverba@Btimulates meaning in people who encounter itO (ibid:316).
Indeed, this Omeaning® may differ from person to person since what is being
transferred in any interaction are symbols and not meaning. Meaning is created
within individuals ashey interpret the symbolic, communicative interaction that

is taking place (Hackman & Johnson, 1991). For this reason, leadership has been
called a Olanguage gameO, in the Wittgensteinian sense, since good leaders
Omanage meaning® and have the abilitivéotlippse they are influencing an
understanding of what they are doing and an ability to explain why they are
doing it (Vickery, 2001:316). Leadership and communication are therefore

inextricably linked.

Vickery shares his concern about a lack of awaenef the concept of
leadership as a symbolic communicative interaction often found in commercially

produced literature on the subject:
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..too many of the latest additions to the estimated 10,000 published works on leadership
continue to treat communication as something leaders merely engage in (or not) at their
peril, rather than something inherent in the nature of leadership itself (ibid:317).

He argues that this difference in perspective affects leadership success and this
can been seen in the responses of those whom leaders are attempting to
influence. Indeed, the findings from this round of interviews support this concept
of symbolic leadership and the influence it can have on individuals and groups of

staff in schools. These will now be presented.

Vebal and nonverbal (words and actions)

The teachers interviewed for this study were asked to comment on the leadership
in their school. As was evident from the previous section’s presentation of
results, there were both positive and negative experiences amongst the

probationers.

Francesca discussed the ways in which the leadership of her school was very
‘Catholic’. She spoke of how her head teacher was very strong in her faith and

she based this assumption on what her head teacher said and did.

..on a Mmday morning we have our Assembly and ..we start with a prayer, sheQll often
frequently talk about what happened at Mass the day before. What was the theme from
Mass the day before? Em. And then weOll always finish with a hymn and weOll always
finish witha prayerEeverything is underpinned by these morals and these values. Why
is it weOre going to keep our school tidy? Cause we look after our property and we love
the world that weOve been given by God.. you know, everything is phrased very carefully
like that. The head teacher is very very strong

She continues by talking about how this has affected her:

IOGve noted how my Head TeacherOs come across on a Monday morning. Yeah | did go to
Mass yesterday and this is what the readings were about and the Gaispel&thatOs

been quite striking for me cause | didnOt know, | didnOt expect that or | didnOt know
whether to expect that or not but | felt that itOs been quite prominent. Quite obvious. And
IOve felt like she started off our week in a very Catholic waya ary clear Christian

Catholic way. You know putting across the message from nine oOclock on a Monday
morning. This is how we run our school and this is what we want our school to be like
and quite often we go back to the week before, what happengkisicisnOt very good

and that doesnOt reflect the values of such and such and...It just gives you the sense that
youOre working together and itOs easier to do what youOre trying to do because youOve
got a role model like that to show you a way of putyiogrself across to children.

Francesca demonstrates a positive reaction to the symbolic interaction of her
head teacher and her analysis of what this form of communication has meant for

her in her probationary year. She comments on how she has ‘noted’ the words
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and actions of the head teacher and how this impacts on her. She speaks of the
‘message’ that she takes from her leader’s behaviour and how this has made her
feel a part of a community as there is a ‘sense’ that she’s not alone in what she is
doing. The meaning she has given to her head teacher’s behaviour, and indeed
the impact that it has had on her, is not a result of coercion or brainwashing, but
rather a result of her own interpretation of the symbolic interaction of her leader.
The head teacher did not tell Francesca what to think but she conveyed through
her social interactions, both verbal and non-verbal, some of her values and
expectations and the result—certainly in Francesca’s case—is that school leader

is viewed as a role model, and her words and actions will be imitated.

Denise’s experience of leadership in her school was also positive. She
commented on how the head teacher and senior management team were visible

in Church every morning before school, during the season of Lent. She
explained, ‘all throughout Lent the head teacher and the senior management
were at mass... it sets an example and shows a strong connection with the
Church.OShe continued by giving other examples of what she considered was
strong, Catholic leadership in her school. These included the visibility of the

priest in the school, the regular celebration of the Church’s sacraments such as
reconciliation and the Eucharist on the first Friday of every month. In addition

she commented on the head teacher creating a school oratory, a space for prayer

in the school—something that would be more common in secondary schools than

primary schools. When asked if this had affected her in any way she responded;

It just, it makes me very aware that although even though my psariahaway, | still

have to be there regularly in order to come in here and be able to speak because the
children, most of the children in this school regularly attend and 1 like to go in and say
well what did your priest say at mass and things so thanfois quite important and |

feel that | have to keep going and really pay attention to whatOs being said on a Sunday
so that | can come in and IOve got a strong understanding to then pass onto the children
because | think that is expected throughoutsitteool.

Denise’s interpretation of the words and actions of her school leaders had an
impact on her, insofar as she concluded that there was an expectation of she and
her colleagues to be attending mass regularly in order to teach her children

appropriately. Again, this was not communicated directly to this teacher but

rather it was her own analysis and interpretation of her leaders’ behaviour. Her
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reaction to this, in terms of her faith, was positive and she even spoke about
being more proactive outwitihé school environment by volunteering to take the

ChildrenOs Liturgy Group at Mass on a Sunday, a parallel liturgy during mass,
that caters for children and their understanding of the Scripture readings for that

day.

Paul, a mature teacher in a Cathghicmary school, was very aware of the
leadership in his school, and particularly of that of the head teacher. He was
conscious of the impact of its symbolic power and referred to this as he gave

examples of how his school leader promoted and transmittihdlCavalues:

..there is encouragement for pupils to participate in if you like well first of all Catholic
ceremonies. During the month of May we had the Rosary every lunchtime where the
Head Teacher attended which was good and other teachers as wgdu ave from

the Head you have a clear display about her involvement in em you know em prayer
activities. Also during Lent , you know our Head Teacher was at mass every day as were
a number of teachers and that does take some level of commitment ctigse & a

bit of a distance to travel. So there was that kinda visible representation. Also during
assembly sheQll say the Rosary and other prayers with the pupils and there is you know
youOll see in her office, you know displays of you know weOwtagoe af Sfthe

school patronhnd youOll see a crucifix and that sort of thing. IOm pretty sure thereOs a
couple of popes in there! Eh so..clearly when you walk in the school you can see that it
is a Catholic school. Also | mean the way she shows gewgoimcern for the pupils is

you know definitely a fantastic Christian value that she displays ..the concern she has
for pupils and eh parents is fantastic you know. There is one boy in my class whoOs had
a very troubled background and em you know he wasrgpto school just during the

winter time just with a short sleeved shirt on, didnOt have a jacket so she got a spare
fleece and she gave one to him and said OTell your mum | know she was going to buy
you one anyway but just take that home, you knowasheay it next time sheOs upO So
you think thatOs really, really kind and you know she looks for thingsE there was an
issue with bullying with some of the girls who were kinda excluding one girl from things
and Theresa managed to get her to know othes ¢t were in a different year, to

befriend this one that was being excluded so you know she really does go out of her way
to try and build a Catholic community in the school. So itOs very impressive yeah.

From this lengthy account of numerous accolaftes his head teacher, it
becomes apparent that it is not simply the schoolOs commitment to traditional
Catholic rituals or features that have had an impact on Paul, but rather the
behaviour of the head teacher when engaged in such activities. Her continued
presence at early morning mass during Lent and visible displays of religious
imagery (witness); her commitment to promoting different prayer activities and
to encouraging others to engage in these (worship and word) and her genuine
concern fobfnd servie tdBhe wellbeing of the children in her school

(welfare/service) were all mentioned by Paul as noticeable and positive features
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of his head teacher’s Catholic leadership. His reaction to this, and articulation of

the impact it has had on his faith, is noteworthy:

1tOs very encouraging really with someone that it feels that these values are important, to
see it being if you like guided from above in terms of the head teacher so itOs quite
uplifting for me to see that sheOs really genuinely concernegddtrese values lived in

the school and also even in her dealings with staff, itOs the same as well. You know you
feel youOre treated really well, with respect Eyou know itOs really really good. So sheOs
very very em she does live the Catholic valuesshieddoes bring them into the school

as wellEl would say itOs certainly itOs encouraged me and it has re affirmed what |
believe. | would say IOm actually, | think | might have said to you the last time, that |
was pleasantly surprised at the kinda highnsard in here coming from you know a
nonreducational background and | suppose all you really read in the papers are a lot of
bad things about schools and at times you wonder what you know what are teachers
really like. But in here itOs been very very pasiEEyou know where you have staff

that are praying together you know attending church, sorry attending mass together and
attending mass during Lent and you have this attitude of care and compassion for the
pupils itOs itOs its really good you kntmki it maybe for you youOve been out in the
world working youOve seen other things that you think you know this isnOt such a great
place. Coming in here itOs em not that | was ever cynical but it certainly brings you back
closer to the ideal and so thatéen a really good thing.

75% of those placed in the Catholic sector spoke positively about the Catholic
leadership that they had encountered during their probationary year but the
remaining 25% were critical of the school leadership and, in particular, of the
head teacher. Laura’s experience was quite unique in that she criticised her head
teacher for being too Catholic. She referred to him constantly pushing the
Catholic faith via RE lessons and continually speaking to children about it but,

she argued, this was done in a very academic manner that was ‘way over their
heads. Mass was being celebrated in the school on a weekly basis during the
school day and the children and staff were all forced to attend. She spoke of him
doing things in an ‘old fashimed way and how he turned religion and God into
something Oscary She commented, Oto be honest with you the leadership in this
school just makes you think of how you wouldnOt do thingsE no wonder they
donOt go to masdl@ura gave examples of how her school leader treated the
children’s parents like Oidiots®hen they came to the school to discuss First Holy
Communion. Working in an area that is exceptionally socially deprived, Laura
believed that there was a lack of Catholic ethos in her school, despite that fact

that religion and faith were pushed in a particular manner. She revealed that she

had taken it upon herself to be proactive in trying to reach out to the children in

some way that would promote the Catholic faith:
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IOm just trying to educate thenore about you know about different things and | took

the approach like | donOt know how | managed it but | finished@latout six weeks

early and eh weOve been looking at a different saint every week you know just to kinda
get them interested andeh them you know these are good people. And showing them
as well that you know that many saints came from poor families and had terrible
childhoods and upbringings and just trying to show them you know like they donOt have
to go down that path and espetyatause weOve had incidents with knives in school and
then needles and what not.

While her response could be interpreted in a number of different ways, what is
interesting in this instance is LauraOs emerging leadership capacity, albeit within
a classrom situation. Her practivity in trying to engage the children in

something that would stimulate their interest in the Catholic faith came as a
result of feeling uncomfortable and frustrated by the behaviour of her head

teacher and her analysis of the anpthat this was having on the children.

EileenOs experience was similar in that she was Odisappointed® with the Catholic
leadership in her primary school. She revealed that while prayers were said, Holy
Days of Obligation were observed (certain daysthe Catholic liturgical
calendar requiring members to attend mass) and that a crucifix was visible on the
wall, there was not much else in terms of promotion of the Catholic faith. She
spoke of a lack of opportunities being provided for the children andim head
teacher should be blamed for not giving children this Oexposirk@ng
LauraOs sentiments, Eileen mentioned that something positive came out of this
situation in terms of her having to be proactive to ensure that her expectations are
being mé

ItOs made me more aware that if | go into a school that maybe doesnOt have the same

support as I0ve experiengedprevious placements]B/ou can try organise and take it

upon yourself to try and develop[aith dimension in the schoo§nd then thads your
own CPD as well.

Pauline and PatrickOs experiences were also negative but for different reasons.
PaulineOs head teacher imposed certain activities on her staff ieallagial or
nortcollaborative spirit, which provoked an element of resentrteemards the

head teacher. According to Pauline, her head teacher assumed an authoritarian
role within the school, one that was met with much hostility from those working

in the school. Anecdotes were given from teachers not being allowed to attend
the fureral of a colleagueQOs father, to staff having to buy their own crucifixes for

their classrooms, as examples of unsatisfactory leadership. Patrick, on the other
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hand, was teaching in a school that was undergoing major upheaval owing to an
imminent mergerFor this reason he felt that the Catholic dimension of the
school was not a priority and se&3 not particularly strong®le did, however,
support his head teacher by referring to other aspects of her leadership that were
satisfactory. Interestingly, he@d took it upon himself to be proactive in this
particular area by introducing a rosary club in the school, a club that has a

devotion to Mary, whom Catholics revere as Mother of God.

All of the probationer teachers, who were working in the Catholiosestre
very aware of the Catholic leadership in their schools and were confident in
discussing their opinions on this leadership, based on an interpretation of words,

actions and of general behaviour.

OShared® Catholic Leadership

When asked directly aot the leadership in their schools, many of those
interviewed referred instantly as one might expect to the head teacher. However,
interestingly, a large number also spoke of other members of staffOs Catholic
leadership. Even more significantly, this seeino occur in the schools where

the teachers were most positive about the faith and religious dimension of their
working environment. Gemma, when asked about the Catholic leadership in her
own school, did not refer directly to the head teacher at any poirspoke of

much wider Catholic leadership;

Everything is celebrated. You know feast days are celebrated and em you know prayers,
we are all encouraged to say prayers for people doing exams. ThereOs been a couple of
kids in this school whoOve lost thmirents and stuff so we got a bulletin round as well
weOve all been asked to pray for their family and you know kids have been allowed to go
out to the funeral to support them and this kinda stuff.

She continues;

| feel as though they always encouragei to think of the other person and thatOs very
much a line that the senior management go down.

In this instance, the responsibility for promoting the schoolOs Catholicity is not
simply that invested in the head teacher. Here a wider range @faratindeed

the childre®Bppear to have been given some encouragement in promoting the
faith dimension of the school. Gemma also refers to a staff retreat that took place
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during the year and this was predominantly at the requB&md organised Hy
BEnonpronoted staff in the school, demonstrating leadership capacity among

others.

Mary also alluded to this concept of shared Catholic leadership in her own school
context. When revealing her experiences throughout the probationary year, she

spoke favourably abdoter head teacher:

The head teacher is a strong Catholic. Em I think that there are various places that it
comes through. I think that when he’s talking to the staff, you know it comes through
that he is Christian, you know, more specifically Catholic.

However, in addition, she referred to the schoolOs RE department, its Pastoral
Care Group and the role of the Chaplain in terms of Catholic leadership. She
even spoke of her own leadership role in terms of working with the children
within the context of hesubject area. For Mary, although she considered the
head teacher to be overtly strong in terms of faith leadership, there was
recognition that its real impact came from others with whom she worked on a

more direct basis:

For me [ think it’s more, although the head teacher is em strongly Catholic and you
know obviously has a strong faith himself, for me it’s [leadershipynore the people that 1
relate to on a more day-today basis. The Chaplain, you know he’s got great
interpersonal skills, he’s a good guy you know and the RE department are good as
well....even in the English department there’s a strong feeling that em the way you carry
out this Catholic faith that we have you know through our teaching... You know, any
leadership I've had hasn’t necessarily come from the Senior Management.

This experience aligns with BollanOs (2007) assertion that leadership is not a
simple reality since Oevery Catholic teacher is called tadsge [sic]O (p91).
Others spoke of the wider sense of Catholic leadership isdheobfgain,
leadership that was not simply confined to the role of the head teacher.
Interestingly, it was from amongst those in the secondary Catholic school sector
that this was most evidédlthough there were some indications that leadership
resposibility had been devolved to some reenior management members of

staff in the primary sector.

This concept of OsharedO or Ocollectived leadership is one that has been

championed by many commentators for some time, and not just by those
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interested inte faith school context. Grace (1995) has highlighted the merits of
having a Ocommunity of leadersO in a school as opposed to one hierarchical
leader and argues that such leadership is considered Oeducative® as well as
Omanagerial® (p54), where memberstadf would be empowered in certain

areas and given opportunities to grow and develop. &ati(2003:134) refer to

this as head teachers paying attention to the development of Oleadership capacityO
in their schools and noticed in their own case dycussing on the practice of

ten Ooutstanding® principals in EndgMhdt when these principals were
committed to the development of their staff, to devolving leadership roles, and,
indeed, to encouraging staff to consider career progression, many of them
responded positively to this challenge and felt trusted and supported in making
decisions, trying new things and taking risks (ibid:135).

The development of leadership capacity in a school is also highly symbolic. This,
arguably, sends a message to staibut the value placed on them and on their
colleagues and has, arguably, the potential to challenge and stimulate motivation
among staff including, in particular, those new to the school. Of course, such
development or commitment to this area will be sabjo interpretation by any

staff member. Perhaps not surprisingly however, those interviewed for the
purposes of this study who had experienced such devolved leadership,
interpreted this positively and the meaning that was taken from observing this in
adion was that teachers and children in the school were valued and of worth.
Indeed, this experience of Catholic leadership capacity being developed amongst
staff, most often in an implicit manner, stimulated positive reactions and some
interviewees reveatethe impact that this had on their own faith. Mary gave a

very personal testimony:

Well | was thinking well that my own faith had just kinda dwindled away really and at
that point | thought well | donOt want to go into that you know some sort obarfath
people that are very religious and | feel outta that then or feel under pressure to take
more part in it. So it has made me think again. Actually the opposite happened. | just felt
very included when | came in and there was no pressure on meachartgou know. |

have chosen to become involved in the kind of spiritual life in the school. You know by
helping out if there are retreats or IQve approached, IOve gone and sat in the RE classes
just to see what goes oriBeing here]has actually changeme and | think it definitely

has changed my faith. You know | think | grew up with a feeling of guilt that if | wasnOt
really practicing. Now its just a feeling that if | go to mass its because | want to be
there. ThatOs really liberating for me. And trectually really love that ethos within the
school. And | do feel that it has a major impact on me and then on the pupils.
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5.4.3 Community

The concept of Ocommunity® emerged as an important part of the Geachers
experience in their first year of theiareer, both from those who experienced a
strong sense of this in their working environment and conversely, from those
who did not. What was revealing from this round of interviews was the evidence
provided by the respondents of the impact that OcommauaitiOhave on their

faith. Much of what emerged aligned very much to the literature presented in the

earlier stages of this section.

Faith development
Those who had given examples of poor Catholic leadership in their schools also,
for the most part, spokef a lack of community within the school and presented

a correlation between this and the nature of the leadership. Eileen commented,;

It doesnOt feel like a Catholic schoolE thereOs not much unity in the school...itOs full of
individuals. Its not like @ommunity. | think we need to have a community. We need to
have a whole school feel...like the Church is all about community. 1tOs about doing
things as a community. Not necessarily praying but actually doing things as a
communityE and this is supposed teflect community and the Catholic ethos is
supposed like sort of prevail throughout. But em this school isnOt a community therefore
the Catholic ethos is just lacking completely. 1tOs been lost somewhere. | donOt know if it
was ever like that. | donOt kvisl mean the children arenOt seeing the teachers getting

on so if the teachers arenOt getting on, how are they supposed to?...if there was more
whole school things and more community things based, theyOd probably get on better.

She believed that working isuch an environment had no impact on her faith.

Anything that | have had, any impact that has happened was in other placements. Either
up to here or University. This has not had any impact. IOm actually really
disappointedE and for the children. | feas if theyOre lacking so much.

What is striking here is EileenOs clear understanding of what the institutional
Church has to say about the role of the Catholic school and its role in
representing the Church. In addition, it is apparent that she is aunfide
articulating her analysis of the situation in her school with regard to the
promotion of the Catholic faith and in her ability to suggest a solution. Eileen
spoke of how her interpretation of the situation she was in, impacted on her own
faith.
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For those who considered that they had encountered a positive experience in
terms of the promotion of the Catholic or faith dimension in their school, there
was evidence to suggest that this was synonymous with an established sense of
community within their working environments. Many examples have been
recorded and can be found in the interview transcripts but the accounts of Marie
and Joseph are illustrative of the kind of experiences encountered. Marie, an
English teacher in a large city centre Catholic school, enjoyed the sense of
community in her workplace and she admitted it had a positive impact on her
own faith. She attributed this establishment of a good sense of community to the

school’s historical background and also its leadership.

You know em thischool wasnOt actually supposed to exist. It was supposed to be closed
down so em but it was because the community wanted it to stay and wanted it to be a
Catholic school and wanted a place where children would be taught using the Catholic
ethos. | think bcause of that, it is a very Catholic school. You know strong links with the
Church up the road, strong links with the Community, with the Chaplain, with the
Oratory. Em you know with having our own school prayer and encouraging the children
persistently,you know to think about thingEm as far as the Head Teacher himself
goes, heOs very strong in leading his staff and his pupils in prayer through assemblies or
through school masses and you know heOs always there which means heOs leading from
the top. Notike he goes right weOve got a mass because itOs a holiday of obligation but
if there is a school mass on he is there. He is standing at the front and heOs leading from
the top. Which at least means the children are seeing how important it is to hinrs and a
well because thereOs such a good sense of community in this school. The kids know how
important it is that this school exists for them so they do appreciate but itDs very, but
thereOs a very strong Catholic ethos in the school yeahE. You know fromingour |
manager, from your mentor and from the head teacher and | suppose you look at the
Head and you look at the way the head teacher and how they care about the school. 1tOs
quite, it makes it quite important to you that you do the same. I0ve a lot of fespe

head teacher of this school and | have a lot of respect for the teachers that | work with
them and | think because of that you want to try your very best. E as far as faith goes,
youOre encouraged because itOs such a Catholic school. | weont@at school and

you know and you sort of lapse after a while and you go 1Ove spent so long in a Catholic
school. | wasnOt even that fussed whether | got one or not for this year. When you do go
into it, you do find yourself getting more involved beeathe head teacher expects that

of you. 1tOs part of your job. Em and although it may start out as a bit of a chore,
eventually itOs quite, itOs quite nice you know because as well the masses arenOt held in
the school. We go down to the Church. Its likees trip and everyone walks back from

the Church together so itOs a chance again to get a better bond with the pupils and the
other members of staff.

She also highlighted an example of a committee—consisting of a variety of
staff—charged with the responsibility of developing faith and learning in the
school. This emphasised the promotion of the school’s organisational values that
were clearly accepted by those in the school. Although Marie was not a member
of this committee, she was aware of its remit and of its underpinning

philosophy—one that she appeared to embrace:
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It discusses how we can bring more into the school. Rather than just saying to the kids
right this is your RE class timetabled twice a week and this is the day you have to go to
mass. iere you go. How you can make faith to be something thatOs consistently in the
school rather than being designated for fifty minutes twice a week because it really

should be something that exists the whole timeELike the way you should behave or how
you shaild treat other people.

When asked about any impact that the community dimension to the school may

have had on her faith, she responded;

ItOs sort of strengthened it generally because itOs where youOre in touch with people who
know more about it as well It also keeps you up to date. My mum used to always have

to phone me and tell me when Holy Days of Obligation were. SheOd phone me and say
what you doing? Did you go to mass today? Like why? And sheOd tell me but now |
actually know. So sometimes | plecher just to annoy her.

JosephOs experience was similar to that of MarieOs in that he valued the fact that
he worked in a faith communiyrientated environment. Completing his
probationary year in a suburban primary school, a range of examples ware gi

that conveyed that members of staff in the school were working towards a
common purpose and were supportive of one another when doing so. Again, the
leadership in the school was considered responsible for establishing this. He gave
an example of a desibn taken by those leading the school which sent a clear
message to him about the kind of values being promoted in the school:

On Ascension Thursddg holy day of obligation for Catholicslye had an irservice

day and there was like a few discussidm®tighout the authority that going to mass
wasnOt really an appropriate CPD activity. But the senior management team stuck to
their guns and were like well itOs part of being a Catholic teacher, so itOs not you know
often that we do get a chance to shake b mass together, without you know like going
with the kids. They said it was really important.

Joseph gave other examples of symbolic interactions from the senior
management in the school that he claims sent a strong message to himself and

others regaling the schoolOs culture:

They show like you know reverence for anything that weOre about. They donOt you know
come in the middle of morning prayers or you know if theyOve got something to say they
wait you know outside until everythingOs settled dohayEwvere an excellent support

as well in the lead up to my interview, even just the wee kinda comment oh well like in
assembly you know weOll all be praying for you and stuff. But, you know that they mean
it. 1tOs not just that, you know theyOre notgysigthat so emE they do a lot and they
always send around, well IQve only been here a year and donOt really know, but like
such n-suchOs dad or mum, if itOs been amesmber of staff or something, or they

always send around notes you know if there§tiag that theyOre wanting you know to
pray for especially. Em and they are really handy with the church over the road as well.
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The priestOs always in here talking to them and theyOre always coming round with the
priest.

Joseph conveyed how that kindle&dership impacted on the rest of the staff and
how a strong sense of community was present, where communal values were

lived:

...the Senior Management Team are really supportive and everyoneOs supportive of each
other. We support each other and just aaeh otherOs kind of strength and stuff and em
even if someoneOs not feeling great one day, theyOll be like well you know if youOre
wanting to you know maybe want us to do something else with them or well itOs my own
time but if you just go home and Kol know cover your class for half an hour an stuff.

IOm not brave enough to say that yet but (laughs) em you know thatOs the kinda thing
they do and like you know they really look after each other.

He spoke of how this encouraged people to work togedimer how they
responded by actively contributing to the life of the school:

The First Holy Communion stuff Eyou had like five or six members of staff that were
Eucharistic Ministers and another member of staff like playing the organ and another
one you knev helping with the readers, showing them where to go and stuff and just
general crowd control em. But you know stuff like that and then it does give you a
chance after it to get to know each other out with you know fifteen minutes or you know
a quick lunctime were youQre correcting loads of stuff. Things like that.

In terms of the impact that this had on JosephOs faith, he shared:

itOs just really consolidated my faith because 10ve always you know been fairly quite a
strong believer but its quite sirailto my own home environment where itOs like a close
knit community E itOs just like the staffOs really close knit as wellEl do feel at home
with the ethos that itOs got..

5.4.4 Commentary

First and foremost these interviews have revealed that thasegzding in this

study had embarked on a thorough socialisation process in their schools. The
majority of them were very confident when explaining the-egtay running of

their schools and were able to give their own views on various events and
procedues, criticising practices when they felt necessary. It is worth noting that
a relationship was at this point fully established between the interviewee and the
interviewer so a stronger degree of trust was present, which may be attributed to
the participats being more open. It was, however, their depth of interpretation of
events and behaviours in their working environment and their ability to see the

implications of these that was most striking, revealing that a more profound level
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of engagement had occad at this stage in their career. The core category,
Socialisation: finding a voicegiven to this particular stage in the research
reflects this. The answers of the teachers to the questions were much more
comprehensive and detailed, indicating greatearaness of the issues being
discussed. In addition, when dissatisfaction was evident, participantsO analysis of
the situations included causes and indeed solutions, illustrating an increased level

of confidence.

Symbolism: recognition and response

This round of results has focused primarily on the behaviours of the school
leaders, particularly with regard to the values that are promoted within the
schools and the manner in which these values are transmitted to others. The
impact of this was also analysé&tlommunication became a primary focus along
with the symbolic interactions of school leaders on a daily basis. What became
apparent very quickly is that individual teachels attribute meaning to the
actions and words of others and, in particular of thlegiders, and that this can

have a significant impact on their own practice. Denise and FrancescaOs example
illustrated this: they were not told directly what was expected of them but their
interpretation of their leadersO words and actions within theingoday
nevertheless led them to certain conclusions and influenced their future
behaviour. What was most interesting was the impact that this could have on
their engagement with, or development of, their faith. As exhibited earlier
through the example ddenise, the manner in which the head teacher projects
him/herself in their daily interactions in school can result in a commitment from
staff to ensure that they attend Mass as regularly as possible. The powerful
nature of this is striking and it raisesegtions as to how aware school leaders

are of the impact of their words and actionsideed, the values of leaders are
transmitted and interpreted in such a way, as illustrated in JosephOs example, that
it would be important for all leadddgnd indeedtherfo be made aware of

the impact of their behaviours, if and where this is not already the case.
Recognition by leaders of this influential power is required since te&ibecs

in particular those that are newly qualifigtery quickly attribute thie own
meaning to what has been heard and observed. In addition, however, a measured

response is required on the part of those beingtedawareness of, and ability
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to interpret, leadersO behaviour should perhaps be a skill upon which newly
qualified tachers should focus. The danger exists, of course, that this kind of
interaction can become contrived, resulting in leaders, and indeed others,
becoming unduly seifonscious about everything they do, thereby stifling
creativity and natural, spontaneoughbvioubfvhich will of course also
transmit particular values. While this outcome must be strenuously avoided, it
would nonetheless be considered important for Catholic leaders to receive
significant input on symbolic leadership, in order to raise t#wareness of its

power.

Shared leadership and leadership capacity.

It emerged from this round of dattaat, in the schools where probationers were
most positive about the promotion of any Catholic or faith dimension, it was not
perceived as the responéityi of the head teachealone, but ratherthat of a
number of people in the school, working towards a common goal. Participants
spoke of being aware of Catholic leadership from members of different subject
departments, from the RE departméntsecondaryschool$, from members of

the senior management, from the Chaplain and even, in one instance, from
children. While it is recognised thttis devolved responsibility vgamost often,
ultimately guided by the head teacher, the commitment from membersnef no
senior management staff, and the impact and sometimes-knae#ect that this

had on some of the probationers was revealing. Three of the probationers
indicated that they had become involved in fadfated initiatives in the school
while others weremore proactive in terms of attending voluntasfligious
services or being involved in parish based ministries, all of which demonstrate
Owitnes8irguably a leadership quality in itself. The effect of this shared
leadership appeared to be the contributio a wider sense of community in the
school, where sred values were being promotimaioughout their working day

by a variety 6 people in different positiongndeed, the interview data indicated

a correlation between this shared responsibility andgtablishment of aense

of community and some participants referred to thisctly. Interestingly, the
concept of devolved Catholic leadership was most evident in secondary schools,
which is perhaps unsurprising when the ability to direct and indtiidia values

in a much larger environment may be considered more of a challenge.
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While the development of Catholic leadership capacity amongst staff was
predominantly associated in the schools where the probationersswgrd

with the direction oftheir head teacher and of the promotion of the Catholic
faith, it was not confined to these environments amalsb appeared in schools
where the probationers weiless than happy withthe direction of their head or
senior managementaura and Diane iistrated how they took on leadership
roles, albeit within the classroom situation, when they interpreted the behaviour
of their head teacher and others in the school to be inadequate or less than
effective in the promotion of the Catholic faith. Recogrgsindeficiency in this

area, and assessing the influence that this was having on the children in their
classes, both teachers were proactive in taking it upon themselves to update
themselves and give witness to their faith in their classroom situationsics

as possible. Additional lessons with appropriate resources were introduced in an
attempt to raise an awarenesscehtral features of the Catholic traditiamd
engage the children with their faith.

This presentation of results for this stage inrésearch has said little about the
formal CPD faith development opportunities in which these probationers were or
were not engaged. This has been intentional. Indeed, some concrete eR&mples
admittedly very limite®Bvere given by probationers, detailingurses that they

had attended or retreats that they had embarked upon that had a specific focus on
their own faith. What has emerged from this round and indeed from the previous
round of interviews, however, is the impact that informal opportunities can ha

on the faith of staff and that have contributed to their overall professional
development. There may be some difficulty for this to be labelled as CPD, but
this research is suggesting that such opportunities and experiences for staff can
have a signifiant impact on their professional development and, in the case of
these probationer teachers, contribute to establishing them as competent and
confident teachers with a clear sense of identity and purpose within their

immediate educational establishment aegiond.
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5.5 ‘Stage Four- The Catholic teacher: authentic witness to faith.

Mere knowledge about God must be distinguished from knowledge of God.’
(Holmer, 1978:25)

The final stage of the research involving the main focus group of the study
occurred termonths after the previous round of data collection. Of the twenty
one teachers who were interviewed in their probationary year, seventeen agreed
to be interviewed for this final stage in the research. (The remaining four could
either not be contacted orddinot respond to the invitation.) The interviews took
place during the summer term of the participantsO first year as fully qualified
teachers. All had successfully completed their probationary year and, at this
stage, were in posts that were either oremptorary (supply), fixed term or
permanent basis. Thirteen teachers were teaching in the Catholic sector and four
in the nondenominational sector. Analysis of the interviews was conducted in the
same way as before. However, at this juncture it was algortemt to draw on

the data from the previous stages in order to dpdarel, indeed examiidhe

fuller picture.

As the methodology section in the thesis conveys, the longitudinal nature of this
study allowed for new categories and concepts to be dismbaad explored at

each stage of the process. As Strauss and Corbin (1998) recognise, however,
saturation can occur when no new knowledge or information emerges from the
data as a result of the coding process. While this did appear to be the situation at
stage foub®vident in the manner in which the pace of the development of new
categories slowed down quite consider@iitlensity was nonetheless being
added toexisting categories. For example, the categouesbolic leadership,
community-impact on faith were further developed and were reaching saturation.
The Catholic teacher’s role and identity categories continued to be developed
and were indicating a change in behaviour and attitude of some participants,

which were in turn having an impact on theaiofessional and personal lives.

This particular stage in the process aimed to explore the participantsO perceptions

of themselves, personally and professionally, as fully qualified Catholic teachers,
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but also to provide an opportunity for reflection or timdings for both the
participants and researcher. Some of the central themes to emerge from the
whole study were incorporated into the questions and shared with the
participants. This assisted in checking the emerging hypotheses, increasing their
overal validity. The questions for this stage also revisited some of the areas that
were explored during the first round of intervi@®hen the participants were
student®®nabling the researcher to explore further any significant shifts in
attitude and behasur (Appendix 4). The results, then, for this stage in the
studybBhe last involving its main focus grobPeveal findings that develop

further or summarise those of the previous stages.

The core category given to this final stage in the researctecong the main

group of participants waSatholic teachers: witnesses to faéhd was so called
because of the significant response of individuals when asked, at this juncture in
their career, to define their own role in the Catholic school context. Uvi¢h
exception, every participant commented on the need to communicate faith to
children in their care in an authentic manner. Justification for their
understanding of this role was also presented, based primarily on their own
experiences. A confidence articulating their own views was developing and

was noticeable among méxillustrating further the professional voice that these
teachers had adopted or OfoundO through the socialisation process upon which

they had embarked.

Three sukcategories best plain the variations that exist within the core
categoryCatholic teachers: witnesses to faidmd these have drawn upon the
findings from this round of data and the previous categories from the earlier
stages. The subategories have been entitlédith development, understanding
of role andprofessional development neesich sukcategory contains discrete

concepts that will be presented in this section and are illustratigdiia 5.4
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Catholic teachers: witnesses to faith

Faith Triggers

Response

Faith Development

Ownership of Role Why Professional
n . g $

P
Collective of Development
Responsibility Role Needs Needs of the
Catholic teacher

Figure 5.4: Stage Four: Key Categories and their Concepts

5.51 Faith development.

Within the context of this study, 71% of those participating commented that there
had been a change in their faith since embarking on a career in teaching. With
one exception, all of those agreeing that there had been a change in faith
explained that, from their perspectives, this had been a positive development.
Different reasons were given for this change or development in faith, and the
extent to which it was impacting on their own lives varied quite considerably,
depending on theiown faith identities and starting positions. Some participants
admitted being confident in their faith at the start of this study, prior to
embarking on a career in Catholic education, while others had displayed levels of
anxiety and were categorised asinge @aith insecureOThe first round of
interviews revealed that their individual historical narratives had shaped their
identities and contributed to their own faith positions. Some participants
displayed stronger attachments to the Catholic traditiehGatholic faith than

their peers but, in some instances, without considering or reflecting on why this

was the case.

All participants were on their own faith journeys and the distance they had
already travelled and the confidence that they were shoininigeir faith and

understanding of it, varied from person to person. It is a significant finding,
however, that the large majority of these participants, now fully qualified,
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detailed adevelopmenin their faith position since becoming a Catholic teacher
and many attributed this directly to their work. What follows is further

exploration of this phenomenon.

Faith OTriggersO

Astley (2004) claims that Oreligion only really existsEin the context of a
religious responseO (p402). He argues that it is only peple interpret and
respond to a particular tradition that make religions fulfil their intrinsic promise;
that is, only when they Oeffect change in what is other than themselvesO
(ibid:403). Astley (2004) continues by distinguishing between a cognitive
religious response and one that is primarily a behavioural commibeat

latter, he argues, being more significant. He comments, Oreligion is Otried and
testedO by those who embrace it; religious norms point to things that have been
found to OworkO irethearts, souls and lives of believers, as well as (and more
significantly than) in their mindsO (p402). In exploring different responses to
religion and levels of faith, Astley (2004) also discusses the meaning of OdepthO
in the context of OfaithO. Drayvion the work of Phillips (1993), he again
emphasises the significance of understariidgd indeed elevatifgp

behavioural responses over those that are cognitive:

The deeper meaning is not to be thought of as a more intellectually sophisticated or
techrical, inner cognitive core of faithEThe depth metaphor should make us think
rather of a €piritually deep (and only in that sense Osophisticated®) level of religious
being and religious believing, belonging, behaving and speaking. Uncovering this
deeper sese involvesseeing the point of religiofin this example, under the aspect of
religious success); it is a matter of grasping what the religious perspective really means,
what it is Ogetting a@nd thus truly Ogetting itO (Astley, 2004:407).

Astley rders to aspects of faith development in two modes: that of the-Othird
personO and of Othe irstsonO (ibid:412). The former is when ObeliefO is about
accepting something that is taught by another, whereas the latter is when this
ObeliefO is transformiatb something that is more authentically owned by the
individual. OWhen this happens there is a deeper, fuller religious understanding
that is Onot just a matter of words aloneOO(ibid). The following analogy is
presented to exemplify this assertion: soneemay understand and indeed learn

the language of OloveO, and use it or recognise it in others. This, however, is very
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different from learning what OloveO is by actualling in love (ibid).
Wittgenstein (1980) helps with understanding this concepidurt

A religious belief could only be something like a passionate commitment to a system of
referenceEltOs passionately seizing hold of this interpretation. Instruction in a religious
faith, therefore, would have to take the form of a portrayal, a déscripf that system

of reference, while at the same time being an appeal to conscience. And this
combination would have the result in the pupil himself, of his own accord, passionately
taking hold of the system of reference.

For many of the participantsiterviewed in this study, the development or
Ochange® in their faith that they had recorded, was as a result of certain
experience®®r the accumulation of suBlithat they had encountered over the
first two years of their professional career. These enecairftad resulted in
engaging more with, or becoming more aware of, their faith and this, they
claimed themselves, had a direct influence on their thoughts and behaviour.
When asked about this Ochange® or development in faith, many of the
respondents spokaf what will be referred here as Ofaith trigg@®sippenings

or an accumulation of occurrences that initiated change. For some, these faith
triggers had much to do with their personal circumstances. Joseph, for example,
commented that getting married amdving from his parental home had affected

his faith:

It’s different. It’s a lot more individual because like I've moved out of my mum and
dad’s and I don’t get to go with them as much to church.. but it’s like out on my own a
wee bit...It’s almost like I'm a lot more grown up about issues... it’s kind of strange
because even when you 're like in your twenties and stuff, you still like, your mum’s like,
you know if you ve been maybe out or something and you re like what is he like come on
let’s go[to church] Em so you’ve got to be an awful lot more responsible about it.

Andrew also spoke of two changes in his personal and work circumstances that
OtriggeredO a change in his faith. He revealed that moving to the non

denominational sector had affected his aweasserof this:

I would say it’s [his faith] stronger actually. Em I don’t know if that’s consciously or
subconsciously because I'm in a non-denominational school, but em it might also just be
like moving house and getting married as well em just more of a kind of commitment,
more responsibility I suppose. ... I've not had any involvement in any religious or moral
education here or at the same time, seen or heard of any religious and moral education
so it might be a case like I'm actively trying to find more myself, to be part of it cause
it’s definitely something I find in Catholic schools that obviously you're immersed in it
and it is like the ethos of the school so it’s not that hard to maybe look for it cause it’s
there all the time.
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For others, there wasdirect correlation between changes in faith and teaching
in the Catholic school. Brenda, a secondary teacher, spoke openly about her faith

journey over the last few years. She commented,;

Eit was good and then it went a wee bit phased but now | feeitieecoming back

much better. | think itOs moving being in a Catholic school cause obviously for my
probation | wasnOt in a Catholic school so I still I donOt know, | think maybe it had went
a wee bit but | didnOt realize it at the time because | wiasmQatholic school and

then coming to a Catholic school, and just hearing the way people speak, IOm thinking |
know I like this. This is what | should have been able to talk the way they can, cause |
agree with what theyOre saying things.

She continuedexplaining how she now felt Oguilty® about missing Mass and how
she made an effort to attend Mass in the school as regularly as possible. The
faith Otrigger® for Brenda was being back in a Catholic environment where she

was reminded of her faith on a lJabasis and felt comfortable with that.

DianeOs experience was very different. Looking back over the last two years she
spoke at length of how teaching RE in a Catholic environment, and praying on a

daily basis in school, had affected her life:

| feel row that since |Ove left uni and as IOve been in school and just talking about
religion everyday, | feel as if my faithOs getting stronger. Yeah | feel as if IOm more of a
committed Catholic, IOm more aware of portraying like sort a the values and 1@m tryin

to fit into my life everyday weOre praying and weOre saying extra prayers. IOve got the
class quite religious in a way like em weOve deviated from-@lites year and
explored the Old Testament which has helped me as well cause IOve learned so much
from it and discussed with the children and been linking it to em like stories that they
already know, bible stories that theyOve heard in the past and like situation in the world
today like politics and 1Om bringing in other religions so | feel as if ergldhniat with

the childrenOs helping me develop my own faith plus IOm more committed to going to
Mass and things like that whereas at uni, | faltered quite a few times em but now | feel
as if | am more committed to my religion and thereOs a definite pugpibsEspecially

with the power of prayer. | feel as if the power of prayer is a lot stronger now because
our class have been, IOve known quite a lot of people over the past year that have cancer
and weQOve been saying a lot of prayers and the amowrupé ghat weOve said prayers

for have actually got better and the children as well so | feel as if the power of prayer
really does help. [tOs making me more committed and strengthening my own faith.

MaryOs declared development in faith was revealing. sBhke of a well
considered response, based on much discernment about choosing to teach in the

Catholic sector, which had resulted in her stronger commitment to faith.

IGve had to think about my own faith because | had to be sincere if | was gonndteach R
for instance. You know, you canOt choose to work in a Catholic school and decide not to
be fully part of that system, but for me at that point | had to decide one way or another.
1tOs the only way | could be. So at that point | started to become a®itonomitted to

my own faith and | mean | suppose you know thereOs sort of peaks and troughs in that as
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well. But at the moment | remain committed to it, | remain, | can only be in a classroom

if 1 can be myself and be sincere about what | $0.1 canOeach pupils about faith

unless | can show what it means to me. You know so thatOs what 1Ove found recently. |
donOt, when | think one of the things that probably comes over is | donOt feel like the
most religious person in the world but | do have a comeritnto it. | do believe in
Catholic Education and tied that in with my own faith you know through the church.

MaryOs OtriggerO in strengthening her faith was the support of her peers in her

working environment.

| think it has strengthened me in myrofaith. You know Eit would be easy to leave that
[faith] in a separate place and come in and just do the job and go away again. But |
think it really does help, it is a support for me to know that IOm working with people who
have the same values as me. &rd who are prepared to share that with the pupils that
weOre working with. | really think it strengthens me and | think is a strength in a
department.

A theme reemerging from this round of interviews was that of the impact of

strong Catholic ethos ansymbolic leadership on the faith of some teachers.

Marie exemplified this, recognising that the Catholic environment in which she
taught triggered a change in her faith:

ItO4faith] developed quite a bit being in a very Catholic school like | said tikedp

have a lot more Masses and a lot more em structured religion and plus the morning
starts with prayers and thereOs prayers throughout the day, so you do find yourself, you
get into the habit more, a habit that you might have dropped out of, you edvack

into the religious habits so to speak. | deliberately go to Mass more on a Sunday. Do

you know what | mean? Where you actually go well IOm up so | may as well go and | live
quite close so | do. That has been as a result of probably where | am.

Shecontinues by speaking about the positive impact that the actions of the head
teacher and the overall school ethos and community have on her faith:

it sort of reminds you of things. 1tOs very sort of em Eit reminds, you know things that
you might take forgranted, you cannot take for granted anymore. As so far as the
prayers every day go, itOs actually quite nice and itOs quite, itOs nice for the children
cause the children are like say your grandmother was ill, he will say a prayer for you
know if you sayo him, he says a prayer for it over the tannoy praying for things. ItOs
actually quite a nice idea. You know and there is a lot of support for that. [tOs quite good
and it does make it stronger because you do sort of realize the em the positiveatffect th
this has cause it is quite, it brings the school together. 1tOs something you know
regardless of uniform whatever it is, something that sets the school apart and so brings
it together.

This view was echoed by others, exemplifying that some sort ofi fait

development had taken place as a direct result of working in a Catholic school
environment. Some struggled to articulate this and had not given it much thought
although they shared that they were aware that there was a change in their

behaviour or though. For others, however, there were much more specific and
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concrete examples given which illustrated their own awareness of a change in
faith and where a premeditated response to develop this further had taken place.
Some discussed the impact that prayad bn them, while one actually spoke

about how his job deepened his understanding of God. Paul explained how his

dealings with children on a daily basis had affected his faith;

| would say that has deepened my understanding of God and also this feleding w
youOre doing the right thing, then youOre more in communion with God and you feel
more fulfilled and a happier personE | would say as well having prepared the children
for Holy Communion, which is the first time IOve done it, that strengthened nty faith
some extent as well.

There is evidence to suggest that those teaching in overtly Catholic environments
have had their Omatrix of sources of spiritual capitald (Grace, 2002:237)
strengthened, particularly apparent for those who were categorised gddssin
confident in their faith in the earlier stages of the research. It can also be argued
that many of these teachersO Opersonal frames of referenceO (Janssens, 2004:
147pmlluded to in the first stage of rest8eem to have altered. What has
becone apparent then, in some cases, sharing of these frames of reference
where people in the same environment eventually hold theBdamat least
congruenbB®iews. As highlighted earlier, Janssens (2004) claims that this
alignment of individualsO personframes of reference can contribute
significantly to establishing an organisational culture, and vice versa.

In this study, changes to individualsO frames of reference appear to be more
apparent in those who were categorised in the earlier stagesngsQfaith
insecureO in relation to their role in the Catholic school. BrendaOs situation
illustrates this, where we read of how, when she moved from the
nondenominational sector back into the Catholic school, she responded
positively to the way colleaguesere speaking there, and to what they were
saying, and in particular to their unified responses or reactions to inappropriate
behaviour or communication from the pupils. She gave an example of such
reactions: tbeyOd all be absolutely horrified whereas horrified as well and |

think this is good that everyone is horrified, because in other schools it would
just go past.@he realised that she wanted to be a part of that culture to which
they belonged. MarieOs situation also exemplifies this influerfoer tOpersonal

frame of referenced. She admitted at the beginning of this study that she did not



172

always attend Mass regularly and that she initially took part in the religious life
of the school simply to be ‘seen’ to be involved. This position, she admitted, had
changed and we have just read of her enjoying being a part of the religious life of
the school and being proactive in her own faith position. She revealed how
impressed she had been with the faith leadership she had experienced in her

school, and she noted that this had affected her faith and her behaviour directly.

Only one teacher spoke of his faith taking a ‘dip’ since commencing his career in
the Catholic primary sector. Interestingly this revelation came from Patrick,
someone who was categorised as “faith confident@h the early stages of the study.
Patrick was actively involved in his Church and admitted that his faith was
central to his life. He ensured that praying—both personally and with his family—
—was a core part of his day. When asked about his faith at this final stage in the
research, he revealed that he had been struggling with his job and had found the
first two years very difficult in terms of keeping up-to-date with his work. In
addition, his wife was about to give birth to their fourth child and this was taking
up much of his time at home. He admitted that his prayer life had taken a ‘back
seat@nd, as a result, he was feeling guilty. What has happened here is that some
of Patrick’s personal faith rituals have been crowded out by other work-related
responsibilities. The ‘dip’ in faith that he talked about could arguably be
interpreted as a strengtheningf faith since it has resulted in him becoming even

more aware of the place of faith rituals and worship in his professional life.

Of the four participants teaching in the nondenominational sector at this stage in
their careers, three commented how this had affected their faith. They had all
spent their probationary year in the Catholic sector and had recognised a
significant difference in experience. While all three spoke of their enjoyment in
teaching in the nondenominational sector, they also highlighted the effect that

this was having on their faith. Pauline commented;

Eeven like things like sacraments and like prayers pwaay that you just take for
granted when youOre in the Catholic school. You donOt do them and itOs easily forgotten.
It was just last night | was sitting thinking, | donOt do this anymore, | donOt do that,
because itOs just not part of your daily rouimschool.
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Ed had spent his probationary year in the nondenominational sector. In his first
year as a fully qualified teacher, however, he was on the supply register and was
in and out of both Catholic and nondenominational schools. When he was
interviewead for this particular stage in the study, he had been teaching in the
same nondenominational school for a few months. While he was enjoying his
time there, he claimed that it was not having any impact on his faith. He did note,
however, that being in theatholic school had a markedly different effect:

| find it very much reinforced ffaith]. | actually began to look forward to assembly

cause it goes on throughout a whole year. But it began to mean something to me. Like

even the prayers for that parti@l school, were particular to the school, the hymn that

was made for that school. Learning that, learning the tune of it, em so that every time
there was a Mass, it was sung.

This study has revealed then that a large majority of the participants, teaching

the Catholic sector, claimed that a change in faith occurred since they
commenced teaching and, for the most part, this had been a positive
development. This change had been instigated or OtriggeredO by personal
circumstances, working in a Catholic @mment on a daily basis (particularly
where there appeared to exist strong Catholic leadership), or a mixture of both.

The participants@sponseo this supposed OchangeO will now be discussed.

Response

The participantsf@sponseo their change in ft position differed from persen
to-person, and again this depended on their own personal circumstances and
levels of commitment. What is significant, however, is that the majority of them
indicated a difference in their behaviour or thought and some re¥erred to

this directly.

Many of the teachers who had been placed in schools that they considered to be
strong in promoting the Catholic faith, revealed that they were engaged much
more in the liturgical life of the school and, for many, this was oolantary

basis. Rosary clubs, Mass during Advent and Lent or at lunchtimes at other
times in the year were being attended and, on occasion, even organised by those
participating in the study. A majority revealed that they were praying much
more than bef@ even in addition to the prayers that were being said on a daily

basis in the classroom. Three discussed their previously irregular attendance at
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Sunday Mass and how they were making a conscious effort to ensure that this
was becoming a regular featurietioeir week. A minority spoke of an awareness

of outof-school faithrelated activities or ministries in which they were
becoming involved. Denise was hoping to help with the ChildrenOs Liturgy in her
parish, while Paul was reading at Sunday Mass. Hgbeke of how she was
actively trying to @iprove’ her faith by @actising what I'm preaching’. She
explained that she was trying to go to Confession more and attend Mass during
the week, but that sometimes family commitments and the amount of work from

school didnOt always allow her t\@it the place it should be given’.

In DianeOs case, her Church had closed since it was at the centre of a murder
inquiry and she admitted that its closure had affected her since she had come to
rely on the Sunday seon of her parish priest for insight into the readings so

that she could bring this back into her class. She said,

The church is closed. It’s been closed since the end of September. Em so em we no
longer have a parish priest and I felt as if he had a lot to do with my faith development
in what he said. All the different links between all the different readings and he just em
Jjust cleared everything up. Sometimes the language of the readings are quite hard and
he broke it all down into simple terms. And he would bring in so much more from
everywhere else and his experiences and he’d been here and seen this and this is how it
related to and that’s what I've taken actually into the classroom this year just from what
I've been hearing from him.

Diane spoke oher frustration in actively trying to find a parish where the priest

was as effective.

These examples focus primarily on the most striking accounts of proactive and
increased engagement of participants with faith or faith rekatadities. While

it is important to point out again that the levels of involvement or change in faith
differed from person to person, all of those participating did detail some sort of
transformation and, for so®8uch as Marie and DiaB&his had a substantial
impact on theilives.

It is generally accepted that when educating children within a faith context Oseeds
of faith can be awakened, nourished and developedO (Cunnane, 2004:90). It
seems that this is also apparentréarhers working within such environments.
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5.5.2Understanding of Role
During the final round of interviews, each teacher was asked what he or she
considered the role of the Catholic teadmebe. With one exception, the answer

was unanimous: to be a witness to faith.

The role of the Catholic teachirto live and teach the Word of Gfidiane]
To set an examplélelen]

Being proud of your faith and living with your faithEsomething thatOs constantly in
your life, not just something that you file away to come back to at a later date. I1tOs a
constant hing. [Maire]

To show the link between all the kind of doctrine and to show how to actually live it, and
live it out and give them chances to live it oJfloseph]

It is definitely to model your life and definitely show them well yes, | go to MassElt is
important to show them that it affects my life do you know, not just in the setting of the
half hour RE a day, but to show it in the whole of your lifeE It is a way of IffhHie]

This articulation of their role had developed quite considerably fronm vitesy
commenced their probationary period. As illustrated in the results from stage two
of this studyFrom Theory to Practicethe participants were very conscious of a
lack of any formal or informal faith opportunities that many of their children
were &periencing outwith the Catholic school environment. Understanding of
their role on the part of many of the teachers had changedhietpimg children

on their own faith journeys tantroducing children to the Catholic faifin
essence, to Oevangeliséf. fbund of interviews developed this concept further,
highlighting how a large number of participants had arrived at this understanding

of their responsibility, and appeared committed to it.

Ownership of role

The manner in which the participants disrthe role of the Catholic teacher at
this stage in the research was significantly different from when they were first
asked to do so, not only in terms of what they considered their role to be, but also
the confident way in which they were able to ad@te this and indeed justify
their response. Many of them drew on their experiences, referring to their own
classroom situations or from what they had learned from @Reagticularly the
leadershipfin the school. It is clear that a development had meduin their

understanding of this role and it is argued here that this is because many of them
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at this stage now had ownershipof this role. Paul’s understanding of his role

was made clear and his justification for this was based on his own experiences;

..itOs emphasized to me more how important Catholic schools are in the sense of em
quite a number of pupilerlly have no contact with thehGrch or very limited contact

em and therefore, if they didnOt have some sort of Catholic teaching in school, the
effectively they wouldnOt have any teaching at all after you know even if half of them do
go to Mass, it means half of them donOt em, which is a lot of children effectively if their
parents arenOt teaching them anything, which if theyOre not goingctn dhen youOve

got to say what is the commitment to Christianity then if they werenOt coming here and
doing AliveO and hearing prayers and seeing us and hearing what we have to say, then
really em you know theyOd be looking for another basis on whicé tbeir life

Julie’s understanding of her role was also based on her experiences. The manner
in which she explained this arguably demonstrates her belief and conviction in

what she considers to be her responsibility:

| will kneel down when we kneatéyou know 10l make them kneel down, stand up, sit
down, and genuflect and all those kind of things but they just donOt know, they donOt get
and | think itOs so important at some points, youOre the only person thatOs teaching them
anything about being Gholic. ThereOs no priest involvement because, unless we take
them to Mass because they donOt go, so they donOt listen, they donOt hear that, they donOt
hear anything at home and this is all they get and thatOs why | think Catholic schools are
so importantas well even if they donOt, their parents donOt practise their faith so | think
itOs important to show that that affects my life do you know and to use it, not just in the
setting of the half hour RE a day, but to show it in the whole of your life andathe

that you act and treat people and all of that kind of thing, and show them thatOs itOs not
just something that you either believe in God or you donOt. 1tOs a way of life.

Laura, a Primary Six permanent teacher in the Catholic sector, revealed the
impact she believed she had on some children’s behaviour as a result of her faith-

witness. This, she claimed, clarified how important her role actually is:

IOve kind of changed a few of them you know cause like 10d say you know | went to
prayer groups andny class really like me and em you know so a few of them are kind of
coming round and theyOll come into me sometimes and say Owe went to MassO on
Saturday night you know a crowd of them and | think that once you kind of manage to
get through to them in &t way, then you can maybe start thinking about what your next
steps are. . | mean like one of the boys whoEyou know anything | do heQll do sort of
thingE if | say to him | go to half six Mass on a Sunday night. | mean heOs been to half
six Mass on a Sungtanight now for you know however many weeks and thatOs you know
been off his own back.

Laura’s commitment to developing the children in this area was evident:

Eit takes a while you know and the children are quite hard to get through to and part of
me, Iwould really like to have primary seven next year because I0Ove done an awful lot of
work with half the primary sixes and if they were to be in my class | feel as though 1Ove
got the kind of foundation relationship with them already and | would love tblbaa

kind of take them on further.
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Overall, the majority of participants conveyed a much more definite
understanding of their role as Catholic teachers and this was vindicated by
investigation of a variety of their school experiences since the ongdéeiof
professional careers. Again, it must be pointed out that there was an increased
level of confidence displayed when articulating this role, reinforcing the

conviction that what they were saying was accurate and trustworthy.

Collective responsibility

There was a revealing development in the language used by some of the teachers
when describing the role of the Catholic teacher. When asked during the first and
second round of results to articulate this, participants spoke obtheirole and

referred © themselves when discussing how this should be fulfilled. During this
round, however, as illustrated in PaulOs (and also JulieOs) account above, a
significant number of the interviewees referred to themseled their
colleagues when discussing the CéithoteacherOs rd@mphasising a
collective and organisational responsibility rather than one that is considered
individualistic. The collective pronoun OweO was adopted on a number of

occasions by different teachers:

WeOve got to maintain that they ustid about baptism, they understand the
sacraments, they understand why they have the sacrdtr&up

| think we do encourage that and the idea that the Church is something that you can rely
onE.[Marie]

WeOre educators like every other teacher bothicik that we look at the whole person,
that we try to develop people for lifeEand how we can use what is available to us
through our faith in the way that we speak to those pafMsiry]

It is argued here that this development in a significant numbpanicipantsO

use of language when describing their role further illustrates the impact of a
successful socialisation process, where the school community and culture in
which they find themselves placed can affect their beliefs and perspectives to the
extent that they become aligned with those of others in their working
environment. Interestingly, those who used OweO when highlighting the Catholic
teacherOs role, and who spoke of ttalectiveresponsibilities, were those who

had revealed that they hadentified a strong sense of Catholic ethos and

community established in their schools.
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5.5.3 Professional Development Needs

With the exception of Denise, who believed that faith development was entirely
the responsibility of the individual, every panpgant claimed that faith
development should be considered a part of a Catholic teagiref@ssional
development. For the vast majority, this was their view when they were first
interviewed and their experiences in schools over theyweo duration of the
research had, for many, strengthened the conviction. What follows is a
presentation of why they considered this to be the case, and an exploration of

their perceived needs in this particular area.

Whyprofessionaldevelopment?

When those participating wee asked if faith development should be considered
part of their professional development, the majority of answers were
accompanied by strong justifications. Marie, for example, was quick to point out
the Catholic teacherOs obligation to the wider Cathmlimmunity and, in
particular, to parents. In addition, she compared this area of development with

other areas:

If youOve made the decision to teach in a Catholic school, yes it should be because itOs a
large aspect of the school and people choose td 8eir children to Catholic schools.

You know people make a conscious effort and by doing that, they need, we as teachers
need to be sort of w-date in what weOre doing. | do think itOs important. Obviously
weOve got subject specific professional dpwetnt and weOve got all the sort of
attainment and achievement and the ICT but[fgith] a big aspect of the school so

surely we should be trained in it rather than sitting round twiddling our thumbs. You
couldnOt just walk in from the street and teadkOd be like me going up and teaching a
Techi class. | wouldnOt be able to do it.

Sandra was quick to highlight the unique nature of the Catholic school and how
the faith development of teachers would demonstrate the distinctive nature and

purpose okuch schools:

Without it, it is not a Catholic school. How can you teach you know, how can you be an
example if you are not living your faith. Everybody while theyOre living their faith needs
a wee bit of encouragement and uplift sometimes. You neessarmw and againE if
youQre gonna take on the role of a Catholic teacher, then you automatically should take
on the role of being able to develop yourselves spiritually and | think if you donOt do
that, if itOs not brought in, itOs another reason for themke Catholic schools away
becausdif faith development does not take plaedjatOs the difference?

Mary echoed HelenOs view of needing to betargedO;

ItOs the same with any subject then you would run out of energy for it.
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Andrew, although irthe nondenominational sector at this stage in his career, also
believed thataith development should be considepdfessionaldevelopment.

He commented)l think you canOt have one without the other.O

Individuals with quite different faith backgroundsd differing levels of faith
development agreed that this kind of activity should be considered professional
development. JulBomeone who would have been categorised as Ofaith
confidentO at the beginning of the research and someone who activelyhgought
own faith development opportunities outwith the school environbi@poke of

how this kind of personal growth should definitely be considered part of her
professional development profile. Bredarguably at the other end of the faith
OspectrumO antiavhad admitted that she was beginning to make more of an
effort since returning to teach in the Catholic ség®evealed whipBrom her
perspectiv®Baith development should be considered part of a formal CPD

portfolio:

| just think it helps you to belzetter person and the happier you are, and the more
content you are in your life, that would be portrayed in the way you teach and things
and you know thatOll come across.

The almost unanimous voice of the participants, stressing the need for faith
develgpment and for its recognition as professional development was striking.
What was even more revealing, however, was their identification of their needs
and how these appeared to have remained unchanged since the first interview

took place, prior to theirrpbationary year.

TheCPD needs of the Catholic teacher.

What has become very apparent from this study is the fact that these teachers
have had very little or nformal, in-school, faith development provision since
working in schoo®formalO in the sensf courses or timetabled, organised
activities with the purpose of engaging teachers with their faith and faith related
issues. There were, over the two years in which they were interviewed, some
instances of school staff retreats, communal worshiptédf and participation

inD®r awareness BBBpecific faithrelated courses but, in general, this was the

experience of a very small minority. Conversely, however, there is strong
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evidence to suggest that there were opportunities for faith developmernirggcur
via OinformalQ interactions or activities within some s&Buoist often in those
connected with strong symbolic faith leadership and overtly collaborative

Catholic communities.

The participants, when highlighting why they considered faith devedoap@PD

to be an important inclusion in their careers, dwelt upon the nature of the CPD
they considered would be most beneficial. Significantly, the majority of the
participants made reference to the requirement to develogktiminedgeof the
Catholic fith, in order to build a firmer understanding of this tradition and keep
up-to-date with developments in the Catholic Church. Patrick spoke of the need
to develop knowledge in order to help teachers answer important questions about
faith;

How often shoul a Catholic go to confession? Well, what does the Church say, you
know well what is the teaching of the Church on things like knowledge and things like
thatE

Laura echoed this view, speaking of the need for development in terms of

knowledgeof faith in ader to speak and teach authoritatively:

| think itOs important that the teachers know what theyOre teaching and do know the
answers and if you donOt know the answer kind of say to the kids Ol really donOt know
that you knowO but thatOs where staff megdttdeveloped to deal with more kind of

tricky situations because we arenOt living in a society now where the children will just
believe everything you say. They question you all the time.

Laura continued by highlighting some of the challenges facinigoia teachers
in Scotland today and how focusiraply on curriculumbased CPD in RE
(predominantly courses considering thieve O! programme) is not the answer.
She illustrated some of the difficulties she had faced:

| find it hard because E you knowhere youOre kind of trying to do Ali®eand theyOre
contradicting what youOre saying. You know Ohow can there be a GodO you know if you
know like today Ohow can there be a God if that wee lassieOs still not been found in
PortugalO you know and like IOwever really come across that kind of questioning
before from children and theyOre really kind of on the ball with the things they say and |
think you know that a lot of the faith development you go on is like how to deDAlive

how to do AliveO 2, | think once youOve done AlDence you can do it. You know itOs

a case of reading it through it. | think there should be more things on kind of you know
teaching children who donOt believe because more and more of them are saying Ol donOt
believe in GodO yoknow. What do you say to that? OYes you doO? You know and
theyOve got their own mind. If they donOt believe then how can you change that around.
And | think that thatOs the kind of thing that they should be focusing onE
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Of those indicating a desire foaith development to be a part of their ongoing
professional development, the area that most identified as being worthy of
attention was the need to increase their knowledge of their faith to assist them in

teaching children in a confident manner, and \&itkhority.

What is interesting from the revelations from this round of interviews are the
parallels with the first round, when the particip@iken as student teachBB
spoke of a concern for their lack of knowledge in their faith. This contrasted with
their relative confidence in the pastoral and witness aspects of their role. It
appears to be the case from the findings of this study that the witness of the
Catholic teacher, and the ability to exercise a pastoral role in shaping the faith of
the childre they teach, has the possibility of being nurtured and developed in an
informal way through the leadership and culture of the school, including the
socialisation process. What is less susceptible to such development, however, is
the knowledge base that required authoritatively to teach children in the
Catholic sector about the Catholic faith. It has become apparent that the majority
of participants agree that additional support and CPD in this area would be
advantageous.

5.5.4 Commentary

Astley (20@4) refers to the work of Wittgenstein in his attempt to explore and
explain developments in belief and faith. At one level he discusses individualsO
learning about religion, either through intentional instruction or a socialisation
process: Osuch procesge® us an understanding of the great concepts of faith,

by teaching us how these notions are used® (p411). He refers to this as the
Ogrammar of faith®. WittgensteinOs (1963) understanding of Ogrammar® in this
context is that it Otells us what kind ofabject anything isO (p 373). In this
context, OtheologyO could be considered as the grammar of religion since it gives
us the Orules for religious discourse that determine what it makes sense to say to
God and about GodO (Astley 2004:411). It seemsipats accept in this sense

that a norbeliever can engage in theology. Astley (2004), however, continues
by discussing a different level in religious learning, a level that becomes ObeliefO

and involves aesponsend a reorientation of being. OWheas Haippens there is
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a deeper, fuller religious understanding that is not just a matter of words aloneE
Attitudes and emotions such as love, fear, joy, hope, trust, kindness and humility
are part of the meaning of the concepts of religion along with otpecites for
responseO (ibid:412).

It could be argued that in the context of this study, some participants experienced
the emergence of a Ogrammar of faithO as a result of positive Catholic leadership
in their school and through a solid socialisation pssc There is evidence to
suggest that many of themespondedto this, where observable behavioural
commitments to faith were recorded. While the extent of this change or
OdevelopmentO in faith is personal to each indi@iBunal indeed the purpose of

this study isnot to measure the magnitude of such eff@éitsis a significant
revelation that participants themselves have claimed and demonstrated a direct
correlation between teaching in Catholic schools and the development of their
faith.

At the beginnig of this study, the identities of the main participants were
explored and it became quickly manifest that OfaithO was certainly a feature in
their lives and, in particular, an affiliation with or belonging to the Catholic
tradition. Indeed, it has beemained in this thesis that the Scottish context is
significantly unique in terms of commitment of individuals to the Catholic faith.
Many of those belonging to the Catholic community in Scotland recognise a
struggle that their forefathers encountered witvy first arrived in the country

(a struggle that some argue is still alive (MacMillan, 2000)) and so the legacy of
this has resulted in continued, firm displays of loyalty to this particular tradition.
The majorityOs historical narratives were all gsiftglar in terms of being raised
within practising Catholic families, albeit with varying degrees of commitment to
traditionally central features of the Catholic faith. While OfaithO was revealed as
being of importance to the participants in the study,hés also been
acknowledged that thaepthof this faittbfand understanding ofl®aried from
individual to individual from the start of the research, and this variability has
continued throughout. What the study has revealed, ho®egardless of the
degrees of commitment of individual subjects to the Catholic trad@iisrthe

impact on faith of a deep socialisation process, particularly in schools where the
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existing culture has the promotion of the Catholic faith as a key focus. It could be
argued thea Ogrammar of faith® has been OspokenO to thes®iadtiedeed
pupilsbB®ia the symbolic leadership in such schools on atdalay basi®b
through a variety of observable words and actions, examples of which have been
discussed and recorded in threyaous section. Learning through faith appears to
have occurred in the context of observation and experience, and the outcome of
this Olearningd has been evident in the participantsO accounts of changes in
behaviour. It could also be argued that an a$aiion of learning has occurred

for manypivhere learning becomes behaviour and then behaviour becomes
habit. The personal frames of references of some of these individuals have
altered and their Osources of spiritual capitalO (Grace 2002:237) havey,arguabl
been enhanced.

Those teachers who found themselves in-d@mominational schools were very
aware that there was a cultural difference between the two sectors and a lack of
faith stimulus in their own environment. While most of the accounts of teachin

in the nondenominational sector were very positive, a difference between the two
sectors was often referred to, where a Ogrammar of faithO was not evident and
socialisation processes differed significantly from their peers in the Catholic
sector, in terma of its impact on faith.

What has been exposed here is the powerful influence that Catholic school

environments can have on the faith of teaching staff.

Teaching Authentically

After completing an initial teacher education programme, a probationary ye
and a full year working as a qualified Catholic teacher, the particip@ntsugh

a wide variety of different experiené®gree that the role of the Catholic
teacher is to be a witness to faith. This stance, of course, aligns very much with
the instititional ChurchOs view, which is based on an understanding of ChristOs
commission to his Apostles, as discussed in Chapter Two. The expectation of the
Catholic teacher is to teadckuthentically and authoritatively and the present
study has highlighted th#ttese two aspects have presented challenges for many

of those interviewed. The conversations with participants at the very start of the
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research revealed many hopes and concerns about their roles as Catholic
teachers. Interestingly, many of those whoeagppd secure in their faith were
excited about the career on which they were about to embark, and were confident
about their ability to be a witness to their faith in the Catholic school context.
Those who were categorised as being more insecure in ditbirafso indicated

that the pastoral dimension to their work, and the giving of witness to their faith
was a role with which they too were comfortable. Indeed, references to their own
Catholic education illustrated good and bad versions of this role fhein
teachers and the effects of the&eoth positive and negatiéave been
recorded as having had a significant impact in some of the subjectOs lives. Based

on their experiences as qualified teachers, every participant, without exception,

identified Owitnes&Bhat is, the ability to teacluhentically’—as being central

to the work of the Catholic teacher.

The very fact that the majority of these teachers recognise this as their main role,
as a result of their own experiences, is significanthénschools where the faith

of teachers has been encouraged to develop through a particular school culture,
the result in some participants has been arrival at a fuller understanding of what
being an Oauthentic Catholic teacherd actually means. Indeeid, ¢hience to
suggest that, where the leadership in the school has promoted a positive Catholic
etho®ne that is supported by all in the schifthen this leadership can
provide opportunities to nurture thatthentic Catholic teacher role. It is ing

argued here that being an OauthenticO teacher ultimately requipesis& to

faith on behalf of the individual, and the evidence has revealed that an
individualOs response can be significantly influenced by the environment in

which they are placed.

Teaching Authoritatively

The present research has also revealed that the second aspect of the dual role of
the Catholic teach®fas highlighted by the ChurBlils not being afforded the

same opportunities to be developed. To teachoritatively about féth requires

a solid knowledge base, something that the majority of the respondents in the
study highlighted as their biggest concern in terms of ability to succeed in their

role as a Catholic teacher. Indeed, at the beginning of this study, most
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participaats commented that they expected to receive development in knowledge
of their faith throughout their career and they indicated a strong desire for this to
occur. Their experiences in the classroom over ay®a period did not change

the majorityOs opimoon this, but rather strengthened it. Development in this
ared@xamples of which include, the teachings of the Church; the manner in
which to answer questions; to deal with difficult questions or confidently to
discuss faith issudvas requested by theast majority of those teachers
involved in the research. Many of those who were confident in giving witness to
their faith did not always have the same confidence in teaching OauthoritativelyO,
that is, being sure about the teachings of the Church argbntieg (or
defending) these in an appropriate manner. They highlighted a desire to have this
kind of development as part of their continuipgpfessionaldevelopmem&

concept that, with one exception, all considered to be worthy of support.

The lack & knowledge of theology or Church teachings, and limited confidence

in the ability to present these appropriately to children, is indicative of the impact
of the postvatican Il era to which Robinson (2002) has alluded. The swing in
the content of the Cadlic education RE curriculum, from a catechetical +ote
learning model to a focus on the personal faith journey of indiviBielisch

has been criticised for not being rooted in theoligs, it is argued, resulted in

a reduced awareness or understandfin@hurch teachings, Catholic prayers, the
ChurchOs liturgical calendar and other previously central features and traditions
associated with the Catholic faith. (The vast majority of participants in the study
are all products of a Catholic education incogbmg such an RE curriculum.)
While it is being argued here that a deeper awareness or understanding of these
elements can be nurtured through a strong Catholic school culture which is
committed to promoting some of these features on atadgy basis, a
significant knowledgeap exists that not only affects the delivery and content of
what is being taught to children, but influences the manner in which a Catholic

teacher works with children in the Catholic school and beyond.

The majority of participantsn this study, through significant sekflection,
recognised their own shortcomings in this particular area and all considered

development in it to be part of thgirofessionaldevelopment. With one or two
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exceptions, teachers were not aware of any CPD opportunities to enhance their
knowledge and understanding of their faith, or to develop their theological
literacy. For the very small minority that had been made aware of any such CPD
opportunities over the last two years, other priorities had been promoted in the
school and so attendance at these events was rarely encouraged or even
supported. What has been interesting is the pro-activity of some of the
participants in developing their own knowledge of their faith, either through
external parish-based meetings/events or through personal research. This feature
indicates further that a desire for development of knowledge of faith issues does,

in fact, exist among these participants in the Scottish context.

Comparative Dimension

The next stage in this thesis introduces a small, comparative dimension to the
study by considering the experiences of a number of student, newly-qualified and
fully-qualified Catholic teachers in New South Wales (NSW), Australia. The
scale of this part of the research is not as extensive as that of the main study.
However, the similar, robust methodology used to collect the data in NSW
presented the researcher with an adequate volume of data from which to analyse,
make comparisons and draw indicative conclusions. Its findings will now be

presented.



Chapter 6
A Comparative Study

OEducation is only truth in a state of transmission: and how can we pass

on truth if it has never come into our hand@®esterton, 1910, p200).
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6.1 Introduction

The Catholic Church has high expetions of its educators in school with regard

to the promotion and transmission of the Catholic faith, intent upon ensuring that
schools engage with contemporary cultugadred Congregation for Catholic
Education, 1982)The religious and faith identitgf the individual teacher in the
Catholic school therefore comes sharply into focus. As dramatic as it may seem,
the future of the Catholic Church is now widely recognised to be heavily reliant
on these groups of teachers; their own identities and digpssiit is claimed,

will significantly contribute to the message and mission of the Church in
contemporary society (ibid). The demands arising out of the widespread climate
of expectation give rise to a series of important questions which have gone
largdy unexamined in the professional literature: do Catholic teachers today
possess the skills, knowledge and understanding of their faith and of their role in
order to carry out their jedescription effectively? Does the new generation of
Catholic teachersexhibit a commitment to the Catholic faith? Perhaps,
surprisingly, there is a dearth of research on this subject, even though the Church
has placed such responsibility on staff at the centre of the analysis. This research
has already explored the views afnew generation of Catholic teachers in
Scotland, on the question of faith and religious identity, faced with just this
responsibilitypfalong with their perceived role in the Catholic school
environmer®®nd has provided some much needed insight. Thecoomd this
chapter is to explore and analyse the perspectives and experiences of Catholic
student teachers and Catholic qualified teachers from a different country,
providing the opportunity to compare and contrast the findings from the main
study. It isconsidered that this data will add value to the theory that has already

been generated.

The evidence for this phase of the research was drawn from the existing
interviews with the participants of the research conducted in Scotland, but also
on a smalleromparative study of 13 Catholic teachers in New South Wales
(NSW), Australia.

Catholic schools in NSW are separated into two categories: they are either

systemicschools olindependentongregational Systemic schools belong to the
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diocese, and are amerable to the diocesan Catholic Education Office (CEO).
Primary schools are, by and large, connected to a parish while the secondary
schools are regional and are fed by a number of associated primaries. The
majority of these schools were established Bigioeis orders and would still
claim to have strong connections to the founding charism of the orders. The non
systemic or independent Ocongregational® schoabsvieed by the founding
religious order (for example, the Marists, Jesuits, Sisters of Charityare not
answerable to the Diocesan CEO, but rather to the provincial leadership of the
order. The only exception is that these schools have to implement the Diocesan
Religious Education programme. Around eighty percent of the funding for
systemic scbols comes from the federal and state Governments. Parents pay
Diocesan (or Archdiocesan) tuition fees that are set by each school. Independent
congregational schools get significantly less funding from the government and

parents are expected to pay a mbigher fee for the education of their children.

In discussing the interviews of those teaching in such schools, the focus will be

on:

¥ the circumstances and nature of the motivation of the respondents to
teach in Catholic schools;

¥ their understanding ofvhat they are embarking upon (including their
interpretation of the ChurchOs expectation of them);

¥ how they will envisage realising their responsibilities and,

¥ the support that they identify as being required to assist them in their role.

Primarily, attetion will be paid to the different cultural backgrounds of
respondents to see if there are any issues arising that are of significance. It has
been necessary to revisit some of the findings from the main study to allow for
sufficient contrast and compaois. Prior to the results being discussed, a brief
reminder of the ChurchOs expectation/vision of the Catholic teacher will be

presented.
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The Catholic school in the modern world.

Despite much literature challenging their very existence and purpose, the
continuing academic success of Catholic Education and Catholic schools
worldwide is well documented and many enjoy a strong position in the
competitive educational market. Grace observes that in the developed world
Catholic schools have moved from a Opueshomarginal to a currently centre
stage position of public and official endorsement® (2002, p4) Even though
religious observance in terms of Church attendance is still in decline in the
modern Western world, the fact remains that many OCatholicO sditents
exercise their choice and send their children to Catholic schools. Motives, of
course, may vary. Parents may be convinced byeghertedacademic success of

the schools; the belief that they provide a positive disciplined environment or
because ofheir ecclesiastical identity and their role in forming and educating
children in the Catholic faith. Indeed, it has been argued elsewhere that many
children attending these schools do not come from a traditionally religious
background at all, where prayand worship are part of family life. Nevertheless,
research reveals consistently (Grace, 2002) that parents still have the desire for
their children to be instructed in the Catholic tradition, a tradition they once
knew themselves, or indeed continue t@wnwell or to which they still have
some form of allegiance and accept once as part of their identity

The considerable popularity of the Catholic school sector among parents
worldwide places high expectations on Catholic school leaders and educators
within such schoolsAs already highlighted in Chapter Two of this thesis, the
decline in religious vocations has had a significant impact on Catholic Education
and the Church has had to affirm the conception laf aocation to teach. The
volume of documenten that the Church has presented on this particular
vocation illustrates this.

The Church has proposed a challenge to Catholic teachers by facing
unflinchingly a world where many peopleQOs lives appear to be devoid of meaning
and purpose where the Oggtagfor the soul of the contemporary world is at its
heightO (Pope John Paul I, 1994, p112). The challenge is not only to attempt to

give meaning and purpose to the lives of contemporary youth, but also to take a
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stance with the Church in a much largeuggle (Grace, 2002). Haldane (1996)
warns of ideologies that engage the Catholic school in an ecumenical and
multicultural manner at the expense of losing their distinctively Catholic
character and neglecting traditional Catholic theology. He remindsoliZat
educators that Othe primary function of Catholic schools is to transmit Catholic
truths and Catholic values. Everything else, no matter how important, is

secondary to thisO (p135).

It has been suggested that the high expectations for the rolehofi€aducators

can have a countgroductive effect on teacher recruitment (Grace, 2002). There

are, however, large numbers of young adults still opting to teach in the Catholic
school. The following results reveal some insights regarding the religious
commitment and disposition of some of these very people as they live out the

career of the Catholic teacher in New South Wales (NSW), Australia.

6.2 Results

The categories emerging for this part of the research will be considered in
conjunction with the fidings of the main study to allow for comparison. The
theory that emerged from the main study has been used as the primary focus for
the comparative stage and the findings from the interviews conducted in NSW

have been reflected upon in light of these ahitesults.

Three main categories emerged as being worthy of discussion. Theséaitlere,
identity; the Catholic teacherOs radad faith development need$able 6.1
compares the findings from both groups of participants. These will now be

discussed imdetalil.
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Scotland NSW
Faith Identity Parochial Cosmopolitan
Regular Sunday Mass Majority Minority

Attendance

Understanding of Role

Catholic Teacher Teach Values

Give Witness

Confident in Ability to

% %
Carry Out Role 58% 99%

Faith Development

Needs Knowledge

Knowledge

Table 6.1: Overview of the majority of responses from the Comparative stage.

6.2.1 Faith Identity

Within this phase of the research, the intrinsic reasons for the majority
interviewed in choosing to teach in a Catholic school were centrakgdito

their identity and social histories: 92% of teachers in both NSW and Scotland
identified their background as a major reason for their decision to teach in the

Catholic sector.

In Scotland, as already highlighted, many of the teachers did notagive
theological, political or educational reason for their choice. Phrases such as
Oobvious sector® and Onatural thing to doO were used, indicating a loyalty and
sense of belonging to their commui subconscious cultural alignment. They
appeared to beinreflective about their position and admitted simply being
comfortable in their traditiarFor others it was the inherent value of Ocontinuing®

or Opassing onO the faith and being a part of the community and for a minority, a
considered thought processeatly had taken place and they were able to
confidently articulate their desire to be a part of the Catholic system on religious

and theological grounds.
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In NSW, the majority of responses demonstrated that a much more thorough
thought process had occurredhen considering whether or not to choose the
Catholic sector in which to teach. Contrasting with the results from Scotland,
historical attachment to the Catholic community was not given as a sole reason
for entering this sector, but a more personal disoent appeared to have taken

place:

Teaching in a Catholic school is going to be easier for meE | can bring out what 10ve
learnt you know from my family and my tough experiences as a kidE | think the
environment of the Catholic school is like a moreidgvand caring environment
[Caroline]

IOm comfortable with it.. | guess the opportunity to share your faith with the students
and hopefully help and nurture their spirituality and faithE itOs an expression of your
own faith to have that chance to contrieuo the religious side of the school. 1tsO an
expression of who | afiNeil]

Faith is an important part of my identity so | wanted to be able to make that part of my
teaching and interaction with young peofiiugh]

IOm sort of attracted to it that wiaythat | feel like thereOs a foundation there that | can

make a contribution tofMike]
It could be argued that the comments from many of the respondents in Scotland
convey an OunhealthyO position when considering teaching in the Catholic sector,
since tachers appear blinkered in their choice, having failed to consider other
options. Paradoxically it might equally be perceived as being a very strong
positiorbfeachers have not considered other options because they are so
immersed in their tradition anddestrongly about remaining within it. As has
been pointed out previously, the historical background of the Catholic

community in Scotland has been influential in many of their biographies.

Faith Biographies

When discussing the religious backgrounds afaithObiographiesO of the
respondents in Scotland, it emerged taatily was most prominent in terms of
influence on any religious development. It quickly became apparent that many of
the teachers were brought up within the confines of a practising €athol
environment where religious observance and promotion of the faithOs traditions

were normal dayo-day events.
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Alongside family being mentioned by most as having a paramount influence,
Catholic schoolingilso had significant effects on shaping faith, although not all
of these were positive. 92% commented on Catholic schooling having
contributed to making an impact on their faith and, of these, 25% went as far as

to say that this was even stronger than their family’s influence.

Some of the experiences of the teachers located in NSW were similar in terms of

faith backgrounds:

seeing my parents go through em problems or you know it could be death or sickness or
whatever it is, em seeing my mother become more faithful and my father as well, itOs
amazing beause youOre living in a day and age where people turn away from it and
turn away from religion and faith or they challenge it when bad things happenE my
mum and dad just seem to grow stronger and IOm in awéofiie]

My grandparentsO house is covenéth crucifixes and pictures of Padre Pio and all

that E.thatOs then put onto us as well and em yeah my dad used to em do a lot of
readings at the church so weOd do the offertory processions and weQd always get
involved[Caroline]

What is different, however, is the uniformity of experience of their ‘sources of
spiritual capital’ (Grace, 2002). A lower percentage of the teachers interviewed
in NSW had the same intensity of faith transmission or faith promotion from
their families compared with those from Scotland. Indeed, some of them did not
consider their faith background to have been particularly strong.

well | mean | grew up in a Catholic family.so | guess | sort of had the basic formation
through some family spirituality, not a lot.

My mum always ade us go to Church until she no longer had that power and we didnOt
go anymore. We all went to sleep on Sundays so she goes. | think she still goes now
sometimes. | donOt know. | wake up late.

Interestingly, all participants in NSW indicated that the Catholic faith was a part
of their identity. However, there were significant differences in how this was
realised in their daily lives. One of the most striking examples of this was the

issue of Church attendance.

With only a few exceptions, the teachers interviewed in Scotland revealed that
they attend Mass—or at least try to—every week. Some admitted that this had
not always been the case but now that they were in the teaching profession, they

felt a deep sense of responsibility to ensure that they were practising and not
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being ‘hypocritical’. At this juncture, it is again important to restate that Catholic
teachers in Scotland are subject to a stringent approval process that comments on
their belief and character and this may account for, or at least contribute to, the

high percentage of Church attendance. However, the results are significant.

Among those interviewed in NSW, the statistics were significantly different—
61% claimed that they attended Church on a weekly basis but, of those, many
commented that they felt that they were in the minority amongst their peers.
(Interestingly, the majority of those attending Mass on a regular basis were
predominantly in the ‘student teacher’ category of this stage in the research and
many of them admitted that their course—and its RE focus—had had an impact
on their own faith and the development of this.) Mass attendance was not
considered to be particularly high among recently qualified Catholic teachers and
student teachers in NSW. However, this was not considered to be an obstacle,
even among those who indicated that they were practising. For example, Elle
commented,

There are a fair few that teach[IRE] but who are not practisingENbut as long as the
children are being taught what they need to be taugint tiieink thatOs ok.

She does continue however

| personally believe that you need to have a background and you need to have a strong
faith to get the best out of the childrenE if you are not practising your faith | think that
you sort of stop at a pointhere thatOs it. They just get the content and then thatOs it.

Those who admitted that Mass attendance was not something that they observed
regularly or at all, confidently articulated why this was the case and did not see it
interfering with their ability to be competent Catholic teachers. Mandy, who was

in the first year of her teaching career, explained

No I donOt go to church. I still donOt go to it now. | just, | donOt find it you know uplifting
to go. Like 10d rather, thatOs why | really like iegchecause you get to think about
those things and reflect on stuff even in the classroom which is what | think church is
about anyway.

Vince, a fully qualified primary teacher, commented on the value in going to
church on a Sunday, primarily since ‘you earn a lot of respect especially from
children if you sit in that type of environmebt®he admitted being Olazyénd

not attending Mass on a regular basis. He said;
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I mean I'm pretty bad, I don’t usually go...but I also think that there’s a lot more to
teaching the Catholic values than just going to church.

Mags, who is another example of someone who admitted that she did not attend
Mass regularly, nonetheless stressed that her faith was very much a part of her
identity:

it’s definitely a part of my life. Like if I was to get married or whatever, I would

definitely wanna do it in the Catholic church. Yeah you know baptize my children and
all those sorts of things so I would want it to continue, definitely.

CathOs situation was particularly revealit.the time of interview she was
completing an additional catechetical course (®&8Dbnfraternity of Christian
Doctrine), enabling her to give religious instruction to Catholic children being
taught in the noiCatholic state system. She commented thad eesult of this,

she had found herself praying more and reading more and that her knowledge
and understanding of the Catholic faith was increasing. She did, however,
comment that she did not attend Mass on a regular basis, although she did
indicate thashe was trying to improve.

I don’t always get the chance to make it there so I'm not going to church every week, but
I am getting better.

When comparing the responses of those interviewed in Scotland with those from
NSW, certain trends begin to emerge. $cotland, the teachers labelling
themselves as OCatholicO consider regular Mass attendance to be a key feature of
their identity and attach an element of shame toatmservance. Some personal
accounts from a very small minority of individuals illustctthis, where they
conveyed significant levels of guilt for missing Mass or not attending on a
regular basis at some point in their lives. This differed from those in NSW,
where Sunday Mass attendance was not consideredraquisite for being a
Catholic teacher. This was the view of the majority, including those who were
themselves practising. There was evidence to suggest, in fact, thaidbewas

the place where many of these teachers connected with and experienced
OChurch®, rather than through régular attendance of Mass in the church
building itself.



OCosmopolitanO Faith?

Another theme to emerge from the comparative stage in the research was the
different levels of knowledge and understanding of the Catholic faith of those
interviewed. For @me, there were very strong indications of a thorough
commitment to and immersion in the Catholic faith, including additional faith
activities, sometimes involving being members of Catholic organisations. This
level of engagement with their faith arguabbontributed to a Dbetter
understanding of it, and confidence in talking about it, and the faith position of
the participants appeared to be very much aligned with the traditional teachings
of the Church. For example, two participants from NSW had workedizuti

with two different religious orders for a particular stage in their lives and both
individuals spoke confidently and articulately about their faith positions, and
about what they believed. In Scotland, while such extremes of faith involvement
were rot evident, some participants were identified as being very secure in their
knowledge and understanding of their faith and, more often than not, these
individuals were heavily involved in the life of their parish or, at least
rhetorically, displayed a stng commitment to their faith. At this Oproactive® end
of the faith spectrum there were many similarities with teachers in both
countries. What is noteworthy, however, is what emerged when the remaining

teachersO faith positions were considered.

For thoseinterviewed in Scotland, while there were varying degrees of faith
commitment and confidence in their knowledge and understanding of Church
teachings, the majority of participants had much in common in terms of their
experiences, beliefs and attitudes &oels their faith. For example, as the results
have already shown, they were all in agreement as to what their role as a
Catholic teacher involved and they identified very similar areas for development
in their faith. The findings from NSW were significanttifferent. As the
commentary on Church attendance already indicates, there appeared to be greater
variance in response from those in Australia regarding their commitment to faith
and, on occasion, almost polemics in their opinions began to emerge.s@f tho
interviewed, accounts from participants were recorded that clearly indicated that
central beliefs or key features of the Catholic tradition westaccepted or

promoted by them in schools. This differed significantly from the views of their
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Scottish catemporaries mentioned above. MandyOs interview was a case in
point. Her revealing discussion on her own beliefs and understanding of what she

was teaching illustrates this variance in response:

| always try to move away from you know, OCatholicsettertso letOs be Catholic and
encourage CatholicismO. | suppose every religion models values and just put a different
name to it in the end. | have a particular problem with the resurrection but in the end |
don®t think itOs probably, itOs probably @y oause some people wouldnOt agree
with me but | don®t think thatOs the important part anyway. | donOt know if that makes
sense. To me the most important part about Christ is, was the ministry not the death and
resurrection. It seems a bit too fanatical.

This rejection of one of the key features of the Catholic tradition is of particular
interest when we consider MandyOs identity, as described by herself:

IOGm a Catholic and IGve grown up a Catholic and 10m familiar with it and | can relate
back to thekids so itOs better for me and itOs better for them.

Her own description of her faith and adherence to this is not aligned with a
traditional response of a Catholic teacher, as expected by the Church. In her open
and honest interview, there is additiomalidence to suggest that there exists
quite a significant difference from the views, practices and beliefs of other
OcatholicO teachers, and particularly of those interviewed across the globe. At
one point she refers to one of the sacraments that Catlioliren receive at
schoobbthe Sacrament of Reconciliatibfut does not know the name given to

this; Oyou know the First Confession, whatOs it callétén talking about
sacred space or OaltarsO in the classrooms at school she describes them as being
Qeally cutd and refers to children blessing themselvé3daing the cross and
stuff. OWhen discussing the schoolOs prayer life she admitted whyadlvays
forgets@o pray with the children in her class:

| forget to do it only cause | gon()t pray rifydgut they do say a prayer in the
homeroom every morning and 10m pretty sure a lot of teachers do prayers at the end of
the day. To me it seems a little bit too much but we should be following some protocol.

While this is an example of a Catholic teaciwhose faith position appears to be
somewhat different to that which the Church advocates as being normative for
this role, there are other examples of divergence of opinion from Church
teaching among those working in the Catholic sector. A number adipartts in

NSW spoke of how many of their Catholic pé2igesponsible for teaching in the
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Catholic scho@®vould have little or no interest in the Catholic faith and a

corresponding level of knowledge and understanding of it. Cath commented;

..some of myfriends who are teachindin Catholic schools]land have permanent
positions, they ring me up and they say, Ooh what can | do for this lesson® because
theyOre just not, you know into anything to do with the Church. They just happen to be
yeah, they just lgpen to be teaching it a Catholic school and you know if itOs not in
their curriculum then they donOt know what to do.

She gave a short anecdote in order to exemplify a point about the importance of

being a witness to faith, through both words and actions

Oh | just, I0Il give you a perfect example of this. Okay em thereOs a girl in our
University, who is well sheOs still there, sheOs in her final year now training to become a
teacher in a Catholic school. Has done her practice in a Catholic school bussaOs

also like a cheerleader for one of the football teams and sheOs always entering these
model competitions. SheOs had nude photos you know professional ones done you know
etc but then entered a competition in a menOs magazine here called FHMgheah ri
okay. It was a girl nexdloor competition so thereOs pictures like obviously some girls
yeah whatever they were in their skimpy little bikinis etc and then there were girls who
were just like wearing top, jeans whatever. She entered a picture witittleesrop top

wearing a Gstring and posing in it and | just thought like and then she sent an email
round everyone saying vote for me and | just thought oh my goodne$kalilgghs]

people IOm sure that young childrenOs parents look at those magatihey@re going

to see her and go that personOs teaching my daughter or my son. You know oh, | was so
disgusted. 1tOs so important and | think thereOs two ways to look at it. ThereOs your inner
self and what you think is important and | think that if ding to be teaching children

about the way they should be living and the things they should be doing, then | should be
doing the same, and | shouldnOt be teaching them something that IOm not doing.

Hugh, a fully qualified primary school teacher and someewho had verbally
demonstrated a strong commitment to his Catholic faith, had an opinion about
many of his peers and of their levels of commitment to, and understanding of,

their religion. He explained

| might be a little bit arrogant here, but itOs stimng that | donOt think us teachers take

an active interest in or actively pursue. Em if you choose to teach in a Catholic school, |
think you have a responsibility to know what you believe and to be able to articulate and
to develop it because faith b static, itOs, people arenOt static either, as we grow and
change then so should our faith and our understanding. My arrogant opinion is that a
lot of teachers and students as well based on my experience at University teacher
training, is that most of #tnpeople | come across in Catholic schools, have no more than
say a High School understanding of their faith and perhaps because they havenOt chosen
to pursue it.

What is revealing heBfven from the subjective opinions and anecdotes of
those interviewedn NSWb#Hs the difference in responses from both sets of
participants. In NSW there appeared to be a greater degree of variance amongst

participants in terms of their response to faith and the commitment they appear to
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give to it. There almost appears to be the emergence of a polemic, where
individuals are either, heavily involved in and committed to their faith, or where
traditional features of the Church are not adhered to or considered important,
even though proponents of this lifestyle still consider themselves to be
‘Catholic’. When compared with the results of the main study, the participants in
Scotland appear to be on what could be referred to as a ‘middle-ground’. Here—
in comparison to the results from NSW—the variance amongst them in terms of
their own admitted faith commitment is much less marked. In fact, there appear
to be many common features. One example can be found in the participants’

understanding of their role.

6.2.2 The Catholic Teacher’s Role

All of the respondents were confident and clear when detailing what they
believed to be their role as a Catholic teacher. However, there was a significant
difference between the two locations regarding what that role entailed. The
majority of the responses from those interviewed in Scotland indicated an
awareness of the Church’s expectation of them; most notably, they talked about
being a witness to the faith, passing on the faith, helping children in their faith
journeys and spreading the Gospel message—all familiar language of the
Church. However, only 58% of the teachers admitted feeling confident in
carrying out this responsibility and among even these teachers an awareness of
the enormity of the task was visible.

YouOre a Catholic teacher. 1tOs not a thireyhour week youOre a Catbakacher, itOs
non-stop like in everything you ddoseph]

1tds a bit scary but | feel more excited about doing it because it is a
challengeHSiobhan]

Yeah butEIOm still learningEitOs a little bit frightening that these kids are relying on
you to learntheir faith[Francesca]

Those interviewed in NSW were equally articulate in discussing their roles as
Catholic teachers, but for 76% of them this role differed significantly from their
colleagues on the other side of the globe. Where those in Scotland spoke of
transmitting faith and knowledge, and understanding of the teachings of the
Church, the majority of those interviewed in NSW viewed their role as being

much more concerned with promoting humanistic values and morality:
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Well my main responsibility wad be just to teach values to everything we come across
you know like you always bring up the Christian values of caring and loving and
sharing[Rachel]

Just to be honest and to be truthful and to be nice and you know to get along with the
other childrenand to accept other people for who they lags]

| suppose to model values like you know charity, being caring, compassionate, all those
types of things in the classroom to the students even in things like reprimanding them for
you know things that ty®re doing thatOs wrdhgandy]

..values and social justice and stuff like thatince]

With one exception, all of those interviewed in NSW felt confident in carrying

out what they perceived their role to be.

OValuesO versus OWitnessO

In terms of tle institutional ChurchOs position, the responses of those interviewed
in Scotland would be considered to be broadly in line with its expectations.
Paradoxically, the responses of those in New South Wales could be presented as
appropriate attributes oény classroom teacher imny school. Again, the
historical narratives of both the participants and the countries in which they find
themselves come sharply into focus. The legal requirement for Catholic teachers
in Scotland to gain thelEatholic TeachersO @ficate arguably raises the profile

of the role of the Catholic teacher, and the requirement to engage in a programme
of Catholic Teacher Formatioduring the completion of an ITE course further
adds to this. This is of course coupled with evidence ohgtallegiances to the
Catholic tradition as a part of the living legacy of the emergence and
continuation of the Catholic community in Scotland and its struggle for
recognition. It differs significantly from the situation in NSW, where teachers do
not hae to be approved by the Church and, therefore, it would be reasonable to
conclude that its expectation of them will not be as prominent as it is for those
based in Scotland.

6.2.3 Faith Development Needs

The main part of the study highlighted two imjaot aspects regarding the
continuing faith development of Catholic teachers in Scotland. The first was that
the school in which teachers were placed, and the socialisation process upon

which they embarked, had the potential to exercise a significanericéuon the
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individualOs faith, and stimulate development. The second was the evident need
for the development of teachersO knowledge of their religion, of Church
teachings and of other related documentation. The analysis of the data from this
comparativestage in the research revealed some interesting similarities, but

significant differences also.

Of those based in NSW and interviewed in their last year as student teachers, all
expected and indeed desired support in the area of faith development. Nell
demonstrated the high expectations that the students had of their schools with

regard to this area:

ENbeing in that environment is only going to help my faith grow and develop because
IOm going to become more fluent in the you know the teachings oftibkcGaith

From the analysis of the interview data from those in NSW, it became apparent
that the opportunities for faith development within the schools in which the
teachers were placed were quite different to those experienced in Scotland.
While therewere many features that were similar, in terms of whole school
worship and prayer, participants revealed some radically differentréitted
practices that were worth exploring. Two key events that were common in the
schools of the majority of the teaals interviewed in Australia were, 1) the
practice of having staff prayer at the start of a meeting once a week (usually led
by a different member of staff each week) and 2) an anQmtitGality DayO
where the whole teaching staff in the school woulchedogether on a retreat
like situation. Both activities were mentioned and had been experienced by the
majority of those interviewed, including those in their final year of study during
their school experience placements or Ocasual teachingd perioelsstudeat
teachers were employed by schools on a supply teaching basis. The reaction to
these activities frorsomeparticipants was very positive:
Monday we have a staff briefing and that starts with a prayer and one staff member
each week fills out a pyar for everyone to read and itOs, like itOs normally very poetic
and thoughtfulEYeah like they have stuff like that. Em yeah theyOre always pretty
interesting. Some of the people have some really interesting ideas of how to prayEbut
everyoneOs coming awith these extravagant prayerskits just for about a minute or
two. ItOs at the beginning every time, that again is a constant reminder that you know
itOs a Catholic school. | think itOs good because em some of them are really quite
thoughtful. TheyOre nidte em theyOre not being self involved. A lot of itOs you know to

pray for this, pray for that person, em weQd like to help someone this week we just want
to say a little prayer for them. They always try to look outside and it just gets the staff in
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and settled cause everyone’s quiet and we’re all thinking and then the you know in the
mode to talk about other things after that [Mandy]

What is interesting, however, is that those who were categorised as being
committed to promoting the traditional practicasd teachings of the Church
were not as impressed with such occasions. For example, Cath shared her

experience of such prayer sessions;

1 think some teachers just sort of throw it together at the last minute and not really care
about it and you do see the odd teacher that has really put a lot of effort into finding
something that’s related to what’s going on at the moment or what’s going on in school
and em and come up with a really good em prayer session yeah. It’s hard like sometimes
1 think oh what a waste of time like that was stupid. Some teachers get up there and say
the Hail Mary for you know whatever and I think.

She continued by giving her opinion of staff Spirituality Days:

...a lot of the time the teachers are forced to go on that day you know like their one day
every year or something and em and you know when they don’t want to be there it
makes it hard for the people who do want to be there and do want to further develop. I
just think if they had the opportunity to be asked do you want to or you don’t want to
and what would you prefer to do then like yeah everything would be more beneficial and
the one-day could be the best thing you know but if you're with people who want to
know and want to learn.,,

Steve also indicated that he was not cooethby the supposed impact on faith
of the Spirituality Days since, according to him, there was no substance to them
and no real involvement of faith. He considered that schools took part simply to
‘tick a box”:
A Spirituality Day doesn’t really go very far. It talks about you know engaging in
teaching and strategies and all that sort of stuff but em I feel like I have to bring my
faith along so I'm making choices in my day and also beyond the day that forms me in
who I am, so I would say not much [impacton faith]...I know where it is coming from

but listening to others, often it’s like, ‘Oh another one of these days’ but it’s
meaningless.

What is revealing is that those who displayegter attachments to the Catholic

Church appeared to enjoy these daysmtmmore and valued their impact.

A significant difference between the schools in NSW from those in Scotland is
the presence of &eligious Education Coordinator (REC) in the schools. The
remit of this person is concerned with the RE curriculum, but, ditiad, the
promotion of a religious ethos in the school. Many of the participants referred to
the REC in their environment and indeed spoke of him/her being a source of
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support. What began to become apparent, however, was that the REC took
responsibilityfor the development of the spiritual life of the school sometimes at
the expenseof othersO involvement. Vince exemplified this by highlighting how
the work of the REC was not necessarily integrating with his own, and how he
seemed to lack an understandofgthe purpose of some additional faith related
activities:

| think the Religious Education Coordinator is pretty involved Ethey sort of organise

the days where we have pufite days and have a religious day so they organise stuff
like that. Em | don@®how how many people go on them.

The spiritual life of the school appeared to be more compartmentalised in a way
that it was not in the majority of the Catholic schools in Scotland. Some teachers
did not always display knowledge of what was happeninderms of the
spiritual life of the school and, when they did, some appeared to be disengaged
or demonstrated a limited degree of interest. For example, most of the schools
were founded by a particular religious order and, indeed members of the
religious oder were still teaching or having an active associative role in the
school. Nevertheless, some of the participants in the interview did not know the
name of the founder of the religious order whose feast day they celebrate
together each year as a schoatlicating a lack of understanding of the charism

of the school and its declared ethos:

| canOt remember who the founder isE this used to be two schools. It used to be a boys
and a girls school then they joined up in about eightge so there are two oeds. IOm
not quite sure of their nam@slandy].

While this lack of knowledge or understanding was not always théBasd
indeed there were a number of teachers who demonstrated an active involvement
in the liturgical and spiritual life of the schoBBhe number of participants
indicating alack of awareness of, or indeed interest in, the faith or spiritual
nature of the school was more significant than it was of those teaching in

Scotland.

Symbolic Leadership
One of the largest similarities in terms tife experiences of both sets of
participants was the impact that the leadership in schools could potentially have

on the faith of individuals. Although there was varied experience of an explicit
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promotion of faith or religion in the different schoolsg impact of this factor on
faith where it did exi®Bnd where the school Principal or those in promoted
posts were clearly committed to tBi®vas recorded. Mags, a primary school
teacher in a suburb of Sydney, spoke of the faith commitment of her school

Principal and of how this contributed to the overall school culture:

Oh there are icons everywhere. Em and | think | mean maybe itOs because | know that
itOs a Catholic school but the feel of the school. Em you know everyone has just got that
| donOt warm itOs gonna sound funny, itOs not that theyOre peaceful but itOs a very
calming like the way thatE the childrenOs responses from a religion lesson or whatever

it is thatOs displayed you know in the like in the corridors and in the office, there are
things there you know, thereOs all prayer spaces everywhere and things like that that
will show you that yes it definitely is a Catholic school.

She continues by sharing the practices of the senior management in the school:

Ethey do give you opportunities teave like spirituality days and time where you take

time out and you do reflect upon your faith and where youOre at em you know with your
faith. And that is helpful because sometimes you do get lost and caught up in all the
paperwork and everything elseatrgoes on that you sometimes forget where you areE

they encourage you to be involved within the parish and within the community and if
there is any em we have a gralllassfor the kids so your grades like the 3 year 2
classes so we had a grabiasslast £rm and all of the teachers em are asked to come
and theyOre encouraged to stay back and get involved with the parents and there was a
barbecue and a jumping castle. Yeah | think itOs really more so because it is encouraged
and not pushed and expected, yaww youOre not told you must go, because if the
encouragement, itOs a lot nicer. ThatOs my personal opinion. | think that yes because
youOre not pushed, and there is an option for you and itOs a warm option. 1tOs an
encouraging and a nice sort of optioitOs not one of those options where you kind of
think itOs an option but you kind of have to do it anyway you know.

Hugh was very aware of the faith commitment of his Principal:

He is very active and takes a very hawodsrole in spirituality.

When &ked to give examples of this he shared;

Ea really obvious one is the school®s motto OLive Jesus® WayO which he refers to daily.
ItOs part of our prayer life as a refrain that at the end of each prayer, each morning
which children pray their refrain is @Lus live JesusO wayO and everyone answers
OForeverO so itOs explicitly mentioned as | said when thereOs disputes we refer to it. Are
we living Jesus way?

Cath explained that she had spent time teaching in a number of Catholic schools
as a OcasualO teaend believed that she had experienced a variety of different
leadership styles. In her opinion, she was aware of a strong culture of faith in

only one of these:
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Eat one of the schools that IOve done quite a bit of casual work at, they always have em
their Novena prayers every day for people who are sick in the parish and especially you
know if itOs been em the partner of a teacher or someone thatOs been you know important
in the school you know they do that after lunch they have their Novena everydday a

| think really to be honest thatOs the only school out of the | work at seven different
schools and | think really thatOs the only school that places an importance on praying or
as a community E the PrincipalOs only been there, this is her thirdhgega em so in

the first year | was on my prgschool experience placemeritjere and em she was
trying to make a lot of changes in the school cause the school had become very lax in a
lot of things and em one of them was with faith formation and emnK thatOs why
sheOs introduced the Novenas for em (.) for the sick people and becoming a bit more
strict on religion in the classroomE | know that she went through the teachers and last
year to find out which ones didnOt have their RE certificate artddstending them off

to getite

While thequantity of accounts of symbolic faith leadership was not particularly
high, the effect that this had on those who had experienced it was as striking as it

was for those in Scotland. Drew explained how the leageis his school had

influenced him:

| find them quite inspiring actuallyEprobably more by their behaviour and their actions
and their attitude towards the childrenEsome teachers you meet have eh em they go
into a school with the attitude that the kid® all little horrors, that theyOre inherently

evil you know. Other teachers believe that children are inherently good and that comes
through quite strongly and they have definitely have that. Even through the difficult
children, they are very patient arsipportive with them. Some of their problems IOve
seen in terms of the staff issues, staff who have got problems with the children, with
students or issues at home, theyOve been very supportive, very patient and yeahE going
to this school itOs definitelyasvn me thatOs there are schools out there where you know
faith issues are more important and em and that so thatOs been good. 1tOs been a positive
thing. And also em in some [Catholic] schools, the subject of Religion is very much
downgraded and degradettOs seen as Owhy do you want to study Religion when you
can do Science and Math and English and the HSC?0 and all of this em and in these
good schools, the subject itself is given more em, given more value, more worth.

At the start of this section weae of NeilOs expectation regarding the impact that
a Catholic school environment will have on his faith, and his knowledge and
understanding of Church teachings. While this may be unrealistic, there is still
strong evidenceto suggeddBrom both sets of nterviewee®Bhat the
environment in which Catholic teachers are placed, including its leadership style,

can have a significant influence on the attitudes and behaviour of individuals.

Knowledge

The final point that emerged from the comparison of interviata of the
participants in both NSW and Scotland, was a strong desire for development in
knowledgeof their faith. In terms of the responses in Scotland, this has already
been recorded and while the desire for this was not as widespread from the
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accouns of those responding in NSW, it was as intense. Interestingly, many of
the requests for such development came from those who displayed allegiances to
the traditional teachings and practices of the Church, and they were requesting it
for both themselves b@ven more so, their peers.

6.3 Commentary

Some globalists argue that the world is being irreversibly transformed for the
better: rapid growth and reduction of poverty in traditionally poor countries; the
advancement in technological communication alerntp the ability to access
larger and growing markets extending beyond national borders, are only a few
examples cited as the powerful and beneficial effects of globalization. Others
dispute the seemingly positive effects of the phenomenon of globalization
viewing this as a loss of control over individual lives, the environment,
economics, government, nation states, etc, ultimately resulting in powerlessness
(Castells, 2003, p.72).

Regardless of oneOs position in the debate, it cannot be disputedrthag #n
increased perception of our globe as a smaller place; where political, social or
economic events elsewhere in the world have consequences for our own sense of
being, for our everyday living. Templeton (1999) refers to the world being
Obound up ian inextricable connectedness in which every culture is liable to
encounter every otherO (p.79). For many, this globalized world is one devoid of
certainty, of knowing what lies ahead. People find themselves in an environment
where the life they once lad being challenged, contested and even transformed.
As Kinnvall observes, Oglobalization challenges simple definitions of who we are
and where we come fromO (2004, p742) and this can result in individuals missing
the protective cocoon of associative amadked ties that sheltered them in the
past (Giddens, 1990). One response to such insecurity is to try and reduce
existential anxiety by gravitating towards a collective identity or even
reaffirming one that has been threatened, sometimes resulting inhaaltiny
regression or upsurge in-teébalization (Barber, 1992, p53), recently evident in
the rise of fundamentalism and of global terror networks. Indeed, the events of

September M are illustrative of certain trends surrounding issues of identity and
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belonging and will no doubt remain to be a powerful touchstone when continuing

to discuss the effects of globalization.

The desire to anchor oneQOs identity, to seek attachment and belonging in a world
full of continuous change and short term commitméentthe®iinsurprisinglp

BEa live issue. Nationalism is one example of identity that has such appeal for
anchorage since it can provide powerful historical narratives, symbolism and

beliefs that give people a sense of security and stability. Religiontisean

The return of religion in a secularized and globalized world?

It is recognised that secularization was a powerful force in the developed world
during the 28 century, where religion gradually ceased to have the same social
significance it once eayed. Difficulties in keeping alive and renewing religious
adherence for different traditions in a desacralised and secular world have been
well documented for decades. Itasgued in some quarters, however, that an
effect of globalization has been thesurgein religious allegiance and that the
secularization paradigm is now in doubt. Bogomilova argues that, Othe revival of
local forms of identity and sociality (ethnic, religious, cultural communities) or
regional and transational alliances, have sedvéo animate religious feelings

and have redefined the cultural borderlines of religionO (2003, p2).

Recent research conducted in the UK suggtst religious faith is still of
importance to many and that Christianity remains a spiritual driving force
over half the population (Ashworth, 2007). While acknowledging BruceOs (2002)
concern that that such polls are not always reliable, viewing the results as simply
indicative is still illuminating. Recognizing that Church attendance is still low, a
representative poll revealed that 53% of the population claim to be Christian,
with other faiths accounting for @&ndicating that three out of five people in
the population are affiliated with faith. One of the most significant revelations
however was th&tlespite being a mulgultural city with 20% of people of
other faith®®.ondon has a very high percentage of regular chgoghs (22%),
second only to Northern Ireland (45%). While recognizing that other
geographical locations may alter these figures, rsults are indicative of a

world where religious identity is still strong hese statistics therefore suggest
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that, despite a continued decline in Church attendance, many people still display

a sense of belonging or at least an allegiance to faith.

Historically for the Roman Catholic Church, strong elements of shame were
often attached to lack of observance and those choosing not to practise often
considered this as severing ties with the Church and their faith. In our much more
global and cosmopolitan society, there is evidence to suggest that these sources
of shame have on the whole been normalized and that people ‘of faith’ are less
fixated on religious observance and worship, but more concerned with values
and dispositions. Martin (2005) remarks that, ‘loyal identification does not entail
agreement with ecclesiastical pronouncements and lay Christians make their
decisions in terms of what makes moral sense in the life-world’ (p156). It is
argued that it is important for the Church to recognize that faith adherence has
taken on quite different formats and respond appropriately to this, if it desires to

make an impact on society in the manner in which historically it did.

In accepting that the Catholic Church is required to engage in a different manner
with society and to recognize that faith and religious identity still have meaning
for many, albeit in new forms, there exists a corresponding concern regarding the
strength and validity of the message given when reaching out to a new generation
of Catholics, a concern which has been referred to as, ‘the temptations of
commonality’ (McLaughlin, 1999, p77). In this terrain Catholic leaders
encourage vigilance since, as a result of engaging with contemporary culture,
there is often the ‘temptation to prevent attention being given to the specifically
religious concepts and perspectives which a properly balanced perspective on the
Catholic tradition of faith and life require’ (ibid., p85). Recent communication
from Poland’s Bishop Karpinski to Polish emigrants illustrates this concern. We
find him resorting to the promotion of ‘cultural retreatism’ (Grace, 2007, p7) by
urging Poles who have migrated to other countries to attend Polish Churches and
remain part of Polish communities for fear that integration, even into the wider
Catholic community, may result in the dilution of faith, the corruption of
orthodoxy or even the loss of Catholic identity (“Are we devout enough for the
faithful Polish?” 2007). McLaughlin uses the recollections of Geoffrey Robinson
(Auxiliary Bishop of the Archdiocese of Sydney) to further illustrate the point.
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Robinson acknowledges that traditional views of faith and religion were not
always healthy butédhdoes, however, question if the modern image of God often
promoted among some of ti@faithfuld has gone to the opposite extreme. OThis
new God is full of love, tenderness, compassion, kindness, and warm feelings.
This God permanently consoles, never challenges, doesnOt forgive because there
is no such thing as sin and thus nothing tayifar, and often doesnOt even
encourage, for encouragement could imply challengeO (Robinson, 1997, p9). The
reactive, all embracing, cosmopolitan, Obig hugO God is considered by some to be
limited, undemanding and unsatisfying and the effects of promotich a

diluted position with regard to an understanding of faith can be harmful. A
balanced grasp of both faith and life is called for to avoid superficiality and
ambiguity. Recognizing that the pulpit is no longer by itself an effective platform

for such ommunication to modern society, the Church has looked to its schools

to respond appropriately to the challenge. This realignment undoubtedly raises
guestions about the dispositions of those working in such schools. For example,
do new generations of Catiolkeachers, predominantly made up of those who
have been brought up in this changing and globalized world, exhibit a level of
commitment and knowledge and understanding that reflects a OdilutedO faith or

that promotes OcommonalityO with other educatistzddlishments?

The findings from the comparative stage fhis particular research have
attempted to start addressing this question. The comparative stage in the research
suggests that there are many similarities among Catholic educators from different
cultural backgroundsThe interviews convey an alert awareness on the part of
student and newly qualified teachersO perception of what it means to them to be
teaching in the Catholic school. Many respondents displayed a thoughtful
understanding of their owposition and of the strengths and concerns that they
had with regard to being effective Catholic educators.

One theme that emerged was the difference in the faith backgrounds and
religious identity of the participants and much of this related to their
geographical location. For the majority of those teaching in Scotland, a firm
attachment to the Catholic community, an unequivocal belief that Catholic

education is of value and worth, coupled with the majorityOs positive experience
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of Church, school and hee are all indicative of the impact of religion in their
formative years. When detailing their role in the Catholic school the teachers in
Scotland were very aware of the expectations of the Church and their responses
exemplified this. The commitment toetfCatholic tradition that is espoused here

is acute, which in itself is revealiBgf perhaps unsurprising when we appreciate

the context in which the majority of the respondents find themselves. The
findings here, then, point to the emergence of a QparistO or even Oparochial®
Catholic identity, where people have an attachment to faith that is mainly

concerned with their own local environment and set of experiences.

Those interviewed in NSW also exhibited firm loyalties to the Catholic Church
and onsidered faith to be central to their identity. However, a significant
percentage displayed looser attachments to what may be claimed as OessentialO
features of the Catholic tradition. The results of those interviewed in New South
Wales were indicative o much more OcosmopolitanO approach to faith and
religious identity, where teachers are less fixated on the fundamental
characteristics often associated with the Catholic faith and more interested in the
promotion of broad Christian values and dispos#tiohheir understanding of

their role in the Catholic school echoed this, where the emphasis was on the
promotion of values and morality, rather than on the transmission of faith or the
development of knowledge and understanding of Church teachings. Sarte wo
argue that this OcosmopolitanO religious identity is loosening degrees of
attachment, and although Church attendance is not a prerequisite for an adequate
knowledge and understanding of oneQOs faith, it would be reasonable to assume
that those regularlyinvolved in the Catholic Church would have a deeper
understanding of what it is to be Catholic and be better acquainted with Church
developments and teachings. Nevertheless, the evidence from the interviews
suggests that faith and religious identity atié gery strong. Indeed many of

those teaching in NSWereless concerned with religious observance than their
colleagues in Scotland, but they did exhibit a deep level of discernment when
considering their career path and were very articulate in expdawwhy they
decided that the Catholic sector was where they wanted to be.
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These findings are echoed in a relatively new study in its initial stages carried out
in another part of Australia by LeuvenKatholieke Universitei. There is
evidence to supportthe view that the kind of Catholicism that many people
adhere to in modern society is what could be referred to as a Opick and mixO
Catholicism. This finding challenges the established secularization hypothesis as
it is commonly applied to educatibBhatindividuals are nomeligious and only
appear to be so in order to get jobs in school. Rather, it points to highly
individualized ways of considering faith, consistent with the consumer society in
which individuals live. Insincere hypocrisy is not whabi&ing suggested here

but rather the composition of a tailored packaging of faith that is compatible with

individualistic lifestyles or consumer citizenship.

Two divergent accounts of religious identity become apparent here and this may
have implicationsdr the Church. It is recognised that the Catholic school is the
new pulpit for the Church; a place where the Gospel message and Church
teachings can be lived and learned and where Catholic educators are expected to
be evangelisers and catechists. Howewdrere the clergy have traditionally

been well versed in the teachings of the Church and have had strong religious
formation prior to taking their place in the pulpit and proclaiming the message of
the Church, lay Catholic teachers have not experiencedlgbesapport, even

though the expectation of them now to deliver in this area is as strong.

The effects of globalization and the suggestion that there is an upsurge in
religious identity in modern society present the Catholic Church with an
opportunity  engage positively with the contemporary world in an attempt to
claim at least part of its OsoulO. Arguably, however, this requires a cooperative
approach from those who are in influential positions and are responsible for
attempting to achieve this.

The religious identity of individuals can contribute significantly to the message
being promoted in influential establishments such as the school. The comparative
findings presented in this chapter are indicative of significant inconsistencies
among Catholiceducators regarding their views of their role, their faith

commitments and religious identity. If the Catholic Church desires to engage
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with the contemporary world in an effective mar@vrhile retaining a
distinctive identity that promotes faith transeis and specific Catholic
beliefdBhen it may require to be much more explicit in detailing this to its
Catholic educators and committed to providing opportunities for the
development of their faith.
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Chapter 7
POINTING TO THE FUTURE

‘Looking inward is not egocentric. It is an essential act of professional
responsibility, done in the cause of considering children’s educational needs

and rights.’ (Dadds, 1997:31)
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7.1 Introduction

The final stage in this study was to consider the perspectives on the faith
formation of Catholic teachers of two senior Catholic Church representatives in
Scotland. These individuals are concerned with the-tol@@y running of
Catholic Edeation in Scotland. As highlighted in Chapter Three, the first of
these individuals was the chairman of the Catholic Education Commission
(CEC), the body whose function is to advise and assist ScotlandOs Conference of
Catholic Bishops on all educational ttess and to promote development in this
particular field.The chairman of the CEC also happens to be the bishop of one of
ScotlandOs largest Catholic dioceses and for the purpose of this chapter he will be
referred to as Othe BishopO. The operationatyageétthe CEC is the Scottish
Catholic Education Service (SCES), which, among other things, works to offer
support and guidance to schools and Catholic teachers in Scotland and develop
and implement plans for the advancement of Catholic education. Thedioé

SCES agreed to be interviewed for this particular research and again, for the
purpose of this study, will be referred to as Othe DirectorO.

These individuals were invited to participate because it was deemed important to
understand their viewsn a number of key areaBncluding the role of the
Catholic teacher; their view of whthey consider to be responsible for the
development of the faith of Catholic teachers; and their perspectives on the
arrangements that are in place to support thise gurestions focused on these
particular areas and the answers they generated were considered in light of the
theory that had emerged from the main study. Both the Bishop and the Director
were subjected to the same data collection technique used in theuprev
research stages, and the transcribed interviews were coded and analysed in

exactly the same way.

7.2 Results

A variety of categories emerged under the core category for this stage, which
was entitled,Pointing to the Future.These wereChallenges,Awakenings,
Leadershipand Political Implications.A presentation of these categories and
their related concepts can be viewedigure 7.1.Each will now be considered

in turn.
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Pointing to the Future

Role
Powerful influences

Neglect
Church involvement
Responsibility
Challenges Awakenings
Church
Representatives
Leadership Political Implications
Sppore Positive relationship
Obstacles and CPD focus

inconsistencies

Figure 7.1: Pointing to the Future: Key Categories and their Concepts

7.2.1 Challenges.

Both the Bishop and the Director were in agreement that the role of the Catholic
teacher in Scotland presents increasing challenges to individuals wishing to
embark on a career in the profession. Echoing the sentiments of the participants
tracked over a three-year period for the main part of the study, they recognised
that societal developments and changes over the last few decades—including the
fact that Scotland has become increasingly secularised—have placed additional
demands on the Catholic teacher whose own set of realities have also been

affected by these developments.

Role
The Bishop, representing the CEC, illustrated the type of background that many
newly qualified teachers should expect of the children in their classes, and this

was based on some informal research of his own:

IOve been oveiewing a survey of primasgne teachers for some many years. | moved
First Communion into primary four cause the teachers need another year to get them
[children] ready. They were coming t&chool and ninety per cent even from good
parishes, didnOt know a prayer. DidnOt know a single prayer at five years of age.
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Nothing. Had rarely ever been in church and so it is a very different kind of world. So
it’s a changing role for the Catholic teacher. Cause they have got to put their faith on
the line, it’s a very personal kind of witness.

Taking this into consideration, he described the role of the teacher to be

...sadly increasingly and evangelist in today’s world where it used to be someone who
passed on the message of faith but now they re introducing it.

This directly relates to the experience of the majority of teachers interviewed for
this study. Those teachers also recognised the associated challenges. The Bishop
illustrated his appreciatio of the demanding nature of this role by revisiting
what he interpreted as the ChurchOs expectation of its Catholic teachers. In his
own words he explained their role and highlighted its magnitude while
recognising the limitations of teachers in fulfitlint. He commented that their

role was to &unsmit divine truth’ yet he recognised that this was being done
Qhrough an agent which is not divine. It’s a mortal being. Men and

women....that’s the delivery point...they re the key to it’.

The DirectorOs opimiowas very similar and while reiterating the demanding
nature of the Catholic teacherOs B&@@d indeed, echoing the BishopOs
recognition of their limitatiorl8Me expressed concern about th@onse of the
Catholic teacher to an appreciation of the baolkgds of the children in their
classes. In addition to many children in Catholic schools beingt@uchedO, he
explained that many who were nominally OCatholicO were being brought up in
homes that would not traditionally be recognised as environmeaisofing

Catholic values:

the values that a lot of them have acquired, are certainly not values that we would find
in the Gospels you know

This kind of @ien culture’ he explained, could encourage a potentially

dangerous response from teachers:

..in some cases, the danger is that I think teachers feel ‘Oh well we better not talk about
going to church because they don’t go to church’. Or ‘we better not talk about going to
communion because..’ you know, and it goes from there. Now as soon as you go down
that road, you can stop teaching anything that’s particularly Christian because if you're
always making allowances. I think we have to go the other way. I think they have to say
certainly we can be sensitive to the fact that not all of these kids are going to mass and
are coming from families that are practising, but they enrolled them in the Catholic
school. We say quite explicitly in this Catholic school, this is Catholic Christian
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religious education, weOre part of a community of faith so we will beedvia prayer

and they will be taught prayer etcetera, etcetera. If thatOs not what you want for your
children, thatOs fine you know. There are skills involved there | think. | think lots of
teachers already show those skills, theyOve found ways oftisisgnsitively, but we

need to be watchful that they donOt feel intimidated and therefore kind of dilute what
theyOre doing. WeOre saying, Owell weOll not actually teach the morality of Christianity
because that childOs mother, you know the two adet©amarried, so we wonOt teach

you know a kind of understanding of marriage you knowO.

Echoing the sentiments of McLaughlin (1999) and Robinson (1997) explored in
the previous chapter, the Director expressed concern about the possibility of
Catholic schols diluting their particular and specific mission. He called for
vigilance and argued that a strengthening of the identity of the Catholic school
was needed. He emphasised that schools should be, in his opinion, places where
the message of the Gospslproclaimed and not in any diluted form. When
asked directly about what he considered the role of the Catholic teacher to be, he

answered

EitOs about communicating Christ, you know and when you say that it sounds like a
platitude, and you know when you gt to teachers they go, OOh what does that
mean®. So | mean | suppose itOs about helping people to have an experience of Christ,
have an encounter with Christ. Not necessarily even through their formal religious
education programme, although thatOs @elstaan important part, but itOs just in their

being, in their person, you know in the way the teacher treats the child, with the dignity
and with the respect you know and the worth and the value that they have for the child.

Both the Bishop and Directdselieved that the Catholic teacher should be an
authentic witness to their faith. This, however, raises questions about the
individualsO knowledge base and their own dispositions and lifestyles. Being a
witness to faith implies knowledge of both the Goseld of Church doctriied

an area that has been highlighted by many of the participants in the main study as
a key focus for development. Indeed, the Director alluded to a lack of knowledge
and understanding of Church teachings from new generations obliCath
teachers, even among those who remain committed to the traditions of their faith:

EitOs assumed that they have the understanding, the commitment and everything else to
do the job. WeOre in a very different age. They might have the commitment but they
maybe donOt have the understanding as they previously had and the challenges are all
the harderE

There was also a recognition that Catholic teachers are human beings and have
particular faults and failings. It was also acknowledged that some of those

teaching in Catholic schools do not always live a lifestyle that is fully aligned to
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that promoted by the Church. This was not singled out for criticism during the
interviews and indeed the Bishop appeared to accept that this was the reality of
the lives of nany of the Catholic teaching force in Scotland when he referred to
them as beingnidrtal men and women, good, indifferent and whatewati@t is
important, according to these senior Church representatives, is that teachersO own
realities should not integfe with the Otrue® message being transmitted. As the

Director explained:

Ethe teacher in the Catholic school is not deliveritigeir own morality ortheir faith

only as important as their faith is, itOs about how through them, they can deliver the
teachings of the church. You know so itOstieir RE programmetheir Sex Education
programme, itOs the ChurchOs and you know IOm trying to say that in a way that doesnOt
appear to be dogmatic. You know it can be difficult at times but | think we have to be
fairly certain about that you know. So there may be things that theyOre teaching that
personally they might not have always agreed with. Well thatOs ok for them but they keep
that to themselves. They teach the ChurchOs approach to that particular issue. The
canOt do anything else cause if they do anything else, we donOt have Catholic teaching.
You know we have Joe Bloggs teaching.

This raises a number of questions about the ChurchOs expectations of individual
disposition and lifestyle and what is conside@acceptableO in terms of being
approved to teach in the Catholic school. At what point should a judgement be
made about an individualOs lifestyle or beliefs and what are the implications of
this? Mulligan (2005) believes that a Osuperficial faith urashetisiy and fragile
commitmentO (p226) exist worldwide among many Catholic teachers today, but
he argues that this is not as a result of deliberate bad will on the part of the
teacher. Olt is simply that the p@stistian, secular culture has eroded the
atitudes, behaviours and world view of many Catholic educatorsO (ibid).
However, it has also been stated that in order to be faithful to the integrity of the
process of Catholic education, itriet necessary for teachers to be free of faults

or failings shce human weaknesses and sin are integral aspects of individual
human existence (Ontario Conference of Catholic Bishops, 2002). While this is
certainly a reasonable and realistic stance, it raises questions about what is and is
not acceptable in terms ofa@olic teachersO values, and a number of issues

arise, particularly when considering the Scottish context.

As outlined in Chapter Two, there exists what the Church would consider a
stringent approval process in Scotland through which prospective €athol

teachers are expected to demonstrate their belief and character, and how it
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enables them to teach in the Catholic school. The approval process includes a
reference from a priest (SCES, 2008). However, the comments of both the
Director and Bishop indicatan acceptance that in modern society certain aspects
of individual belief and character are oftems aligned with the ChurchOs
teachings. This questions the merit of the approval process as currently
constituted or even the rationale for having suchracgss in the first place.
Paradoxes become apparent here. On the one hand, there exists the expectation
of the Catholic teacher to be &vangelist’, or a ‘witness to faith’ providing an
‘experience of Christ’. On the other there is the acceptance tidividuals® own
positions and beliefs are not frequently aligned with what is being taught. The
ability to be authentic and convincing in conveying Church teachings and being a
witness to the Catholic faith will be varied. In essence, it would be reasdoabl
conclude that the nurturef faith would in these conditions run the risk of

falteringpf concern about which the Director was particularly vocal.

Mulligan (2005) attempts to address this issue by highlighting the fact that while
the faith journeysand individual dispositions of all Catholic teachers are very
different there will exist common characteristics. The reality that these
individuals are teaching in a Catholic school may indicate that most share a
vision of Catholic education; that they derstand Catholic education to be
something fundamentally different; and that it is an important aspect of the
Catholic ChurchOs mission. According to Mulligan (2005), Othese fundamentals
constitute the common faith journey of all Catholic educators afidfar an
ongoing conversationO (p227). The conversation for which he stresses the urgent
need is otherwise known as faith formation. From this perspective, the Catholic
school and Catholic education within it, are as much concerned with the faith

developnent of its teachers as they are with that of its pupils.

What is interesting in terms of this study is that many of the Catholic teachers
interviewed commented that any view of the role of the Catholic teacher similar
to that advocated by the Directoright promote hypocrisy and was not

ultimately desirable. According to this view many children are able to recognise
if what the teacher is conveying is what the teacher actually himself or herself

believes. It has been recorded that some of those patitigpa the present
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research had indicated that they were actively trying to realign their own
particular lifestyle with that promoted by the Church as part of an ongoing

personal journey.

Neglect

Particularly revealing throughout both interviews foistetage of the research,

were the comments that Catholic teachers in Scotland have been Oneglectedd by

the Church in terms of the support they have received over the years. At an early

stage in his interview, the Bishop was very vocal about this. He coradhtdrat

the Catholic Church had not supported its teachers in the manner inb#®hich

according to hibBhey should have been supported. He indicated that this was

something that had often been expressed by his late predecessor and that,

although the estalslhment of SCES was making a difference, it was not enough:
OweOve failed to support teachers,O he would say, and he was right. And weOre still in a

sense doing a wee bit better now especially because weOve got a professional service
butE weOve got a bjgb to do.

Responsibility

In terms of the allocation of responsibility for the development of the Catholic
teacherOs faith, there was a difference of opinion. The Bishop commented that
ultimately it was the responsibility of the bishop of each diocetethe support

of a variety of different agencies including the RE advisors, the CEC and SCES.
The Director, however, had a different perspective and laid this responsibility
ultimately with the individual, explaining thatydd canOt do it to them you
knowOHe did however comment there was the opportunit@awaken in them

that kind of realisation and that awareness, and gender that kind of
commitmentOMuch of this, he argued, was down to the culture in the school and

the leadership of the head teache

7.2.2 Awakenings

One of the categories that emerged from this part of the research resonated well
with the findings from the main study. This was the phenomenon of Oawakening®
someoneOs faith. The Director of SCES shared his view that Catholic sritbols
their leaders within can provide opportunities to awaken the faith of an

individual, particularly of those who may have turned their back on the Church
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or who do not consider faith to be a core part of their lives. This study has
indicated that this ws precisely the case for a number of those teachers
participating. Their initial teacher education (ITE) programme triggered a
reflection on the issue of faith and, as has been recorded here, this often resulted
in some sort of commitment to, or developnien faith. These faith OtriggersO or
OawakeningsO as they are referred to in this chapter, punctuated many of the
subjectsO working experiences during the period they were involved in the
research. This finding clarified and supported the DirectorOs wiatvan

OawakeningO of faith could, almost subconsciously, happen. He gave an example:

1 think there have been examples of people who have drifted away from faith, and
through their ITE experience of the faculty, maybe had their eyes opened a wee bit,
people that have caused them to reflect on what impact faith has on their lives and, eh
you know maybe to return to their practice. I'm sure I mean when you think about it ...
they 're at seventeen eighteen years old you know, wondering what to do with their lives,
determined to do something really positive about it. It’s such an important nurturing
opportunity. And for them to come across people whom they see as intelligent,
articulate, and actually able to talk about faith without appearing, without appearing
eccentric and a bit do-lally. I think that’s a very powerful opportunity...

The Director spoke of the&verful impact’ that such opportunities could have
on others and stressed the need to increaseidal business of them getting
opportunities to engage in faith practice...something that allows them to put
their faith into action cause that’ll often be the hook, you know for more kind of

spiritual and intellectual reflection.’

Powerful Influences

This assertion, that there is the potential for the faithindividuals to be
Opowerfully influenced® in the Catholic school, punctuated the DirectorOs
interview throughout. In the first instance he referred to this when describing the
impact that a teacher can have on the faith of others and most impootaihiky

or her pupils:

I think that influence is so powerful with teachers, among themselves as well as with
young people. In my experience as a teacher, the things that made an impact on parents
and teachers were not the lessons taught in the formal sense but the example and the
impact that you had in an interpersonal way... It’s about showing love and the love of
God, love of your neighbour in its simplest way...helping teachers to understand their
personal impact is so important...
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Of paramount importance earding to the Direct@nd echoing the findings of
this studyptis the recognition of the power of the head teacher in influencing the
faith of others:

1 mean it is where the head teachers are absolutely paramount but I'm always wary of

saying that cause it sounds as if the head teacher is the most important person. In one

sense they are since they can allow so many things to happen....you re hoping that the

head teacher’s own influence can be positive on the staff generally and in the kind of

opportunities that are given to young people, young teachers and em, you know if they

go into that kind of culture where you know faith is something that’s talked about, where

it’s seen to be part of the life, the identity, the culture of the school. Where they see the

value of it in the way kids are treated, and not only what they re taught, but how theyre
taught you know.

The Director alluded to symbolic statements that head teachers can make that
have the potential to have a powerful impact on faith. He recogrhsetver,
that a significant number of head teachers were not confident or indeed

competent in this area:

The teachers or the head teachers may themselves be personally very strong in their
faith, but they may not be all that skilled and be able to connect that faith understanding
to the latest educational initiative or you know, and that’s the gap sometimes you know.

The findings from the main study highlighted the powerful impact that the
culture of a school environment can have on the faith of indaideachers.
Indeed, instances of individuals being proactive and admitting that they were
more faithcommitted as a result of being a part of a strong community where
faith was promoted, have been discussed and recorded throughout the thesis.
The Direcor had strong opinions on this and gave examples of how a school

should be promoting faith:

Once they get into their profession, the absolute importance of where they are, the
context they re in, the school they're in, the cause they re surrounded with, the priority
that is given in the school to faith and faith development, the understanding even of that
...you’re hoping that the kind of opportunities that are given to young people, young
teachers and em, you know if they go into that kind of culture where you know faith is
something that’s talked about, where it’s seen to be part of the life, the identity, the
culture of the school. Where they see the value of it in the way kids are treated, and not
only what they re taught, but how they re taught you know. I think that’s, I think that’s
so important ...

According to the Director and the Bishop, the dispositions of teachers, the school
leader and the overall culture of the school, have the potential to influence
positively or negatively the faith of the indiwal. What was interesting,

however, was the very Ofutamgented® language used, particularly by the
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Bishop, when discussing this. Very little discussion surrounded any existing
support mechanisms or initiatives in the area of faith development, bet rat
there was speculation about wkabuldhappen, indicating that this had not been
a priority of the CEC before, strengthening the claim that this has been a

neglected area:

So itOs a big deal here. WeOve got to develop a kind of, what do yoa wallyit;lear
understanding of a pact...

| think we need to develop an expertise in some areas not just about RE, for them, to
have some other kind of role in addition to that...

Maybe some kind of person monitoring that gidith] development of teacrs..

The Director, however, stressed supporting the promotion of faith in schools in
an attempt to enhance their faith culture, providing opportunities potentially to
OawakenO in both staff and pupils an awareness of faith. This was underlined as a
priority of SCES and an initiative addressing this same point was summarised

and will be explored in more detail towards the end of this chapter.

Church Involvement

Examples of how the ChurBit a diocesan levieihad become more involved
with newly qualifed, probationer Catholic teachers were given. The Director
indicated that there was an inconsistent level of support from the different
dioceses and that the work of SCES was not always fully appreciated or given

priority by bishops:

Ethere are diocesan asses for teachers you know Edinburgh had one | think on
Monday night actually for teachers in Archdiocese of St Andrews & Edinburgh. Paisley
have got one coming up in a couple of weeks time. Motherwell have got one coming up a
couple of weeks after. NovhatOs just a kind of gathering | suppose but itOs an
opportunity to say, OThank you for making this commitmentO, you know. OWell done for
all that youOve done for usO you know. To express appreciation of the Church. Em and
part of the kind of battle thate®ve been fighting | suppose with the bishops and others,

is to say you know look for too long the Church has taken for granted its Catholic
teachers. You know itOs assumed that they have the understanding, the commitment and
everything else to do the joweOre in a very different age. They might have the
commitment but they maybe donOt have the understanding as they previously had it and
the challenges are all the greater so we need to up their intake in terms of their
encouragement and the appreciatitrey expressEsome of the dioceses do that better
than others, just historically.

This revelation indicates that SCES places value in the direct contact of the
Church with its teachers, and not just through its own work as a national
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educational agency. 8@ of the participants did comment on the value of having
the opportunity to come together with other Catholic teachers in worship. Even
symbolically it had an impact on them. These occasions, however, appeared to be

annual and focused on teachers inrtpeobationary year.

In terms of opportunities for OawakeningO faith or triggering a faith response,
then, the opinions from the Bishop and, in particular, the Director resonate with
the results of the main research. The findings from the main part sfutig, in

fact, confirmthat a school culture, the socialisation process upon which teachers
embark anBfin particulabBhe leadershipof the school, have the potential to
make a significant impact on the faith of an individual. Once again, the focus
turned to the head teacher, as the Bishop and the Director offered their opinions
regarding the work of those they have empld@®#@d conjunction with the local

authoritie®Ho be responsible for their schools.

7.2.3 Leadership

The opinions of both participanmtegarding the importance of the role of the head
teacher, in creating appropriate conditions for the development of faith in their
schools, has already been highlighted. According to both, the head teachers are
the ®eyOto ensuring that this happens bedich recognises that support is
required for head teachers to understand this and in turn, create such faith

development opportunities.

Support
The Bishop was not convinced that head teachers were aware of their

contribution to the development of thetaff with regards to faith:

E the delivery pointOs going to have to come like in terms of em getting head teachers to
acknowledge their responsibility for the faith development of the school...

When explaining that he considers it to be their respitgito monitorthe faith
development of Catholic teaching staff, the Bishop revealed that the support that

head teachers were receiving was not adequate:

IGve got a wee bit of sympathy for head teachers and IOIl tell you why. ThereOs lots and
lots of sypport out there for teachers. Lots now. But whereOs the support for head
teachers? | donOt see it. Except in so far as they support one another.



22¢

Interestingly, the Bishop had previously recorded that it was ultimately the
responsibility of the bishop afach diocese for the development of the faith of
teaching staff, so again, it appears that he is apportioning blame to himself for

any shortcomings.

The Director was equally vocal about the requirement for adequate support for
head teachers. However, peesented a number of strategies that had already
been employed, to alert head teachers to the need to be aware of the Catholic

dimension of their school and of the promotion of faith within it:

Eyou do rely on the head teacher being the person who ipapeel to say this is a
Catholic school so in our development plan, there will always be something to do with
the faith, the mission of the school, the identity of the school, the culture of the school,
that will always be there. Now it isnOt always thareviery school. But it should be

there and part of | think what weOre trying to keep coming back to is this notion what
are you about as a Catholic school, and everything else can connect to that. Rather than
thinking about that at the end of it allEit tak quite a bit of development | think with

head teachers to kind of clue into that, and to feel alright okay, em they might know that
there are questions to be asked but they might not know what the questions are some of
them. You know thatOs the starfioint. It should be the starting point. How does this
[new initiative] connect to what weOre about as a Catholic community of faith? | mean
the what weQre trying to do is to make sure theyOre getting opportunities to think about
those kind of questions, teflect on those. Now we do that in partnership with say the
Head Teacher Associations and their conferences and thingsE

Obstacles and inconsistencies

The Director expressed concern about the consistency among head teachers in
responding to any suppddr promoting the faith dimension of their schools. He
commented that some head teachers were confident in this area and committed to
giving it a high profile, ensuring that their starting point was always that their
school was operating as a faith comntyiniOther schools, according to the
Director, did not have the promotion of OfaithO as a priority and much of this he
attributed to the direction and commitment of the heads. He described some
@bstaclesOthat existed and the mostim@ediateOof these beig the
responsibility of head teachers to read and respond to any advice or literature

being produced and distributed from SCES:

You know we did a presentation on it last week at the Primary Heads Conference E and
there were primary heads there that wesaying Ol donOt know anything about this.O

Now | had sent them frequent information about this, both by mail and internet and all
the rest of it so you think well why do you not know anything about it, you know. Now if
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they’re saying that, what are the chances of any of that filtering through? You know...
part of the ongoing thing is to make sure that our head teachers and our new head
teachers are aware of where the support is and are ready, you know see it as important,
and see it as an opportunity to plan and make their colleagues aware of it you know.

This was obviously a source of frustration for the Director, particularly since he
believed that attention to this issue could have the potential to produce positive
results. The present study has indeed confirmed this, by highlighting the impact
that environments, particularly where the promotion of faith is a high priority,
can have on the religious dispositions of staff. In pointing to the future, he
presented an initiative in its early stage that, in his opinion, will raise the profile
of the religious dimension of Catholic Schools in Scotland, and in turn help
support the development of the Catholic teacher’s faith. This ‘project’, as he
referred to it, is the production of a set of performance indicators that monitors
the promotion of the Catholic faith in schools. The argument presented for this is

that these indicators

...will help schools to ask themselves the right kind of questions about how good is RE?
What are we doing? What about the other aspects of faith? How can we, what are the
questions we should be asking? That kind of thing and you know if that kind of takes off,
we can maybe kind of spread that a bit you know. But I think unless we actually build in
an expectation that it is going to be monitored, you know just as people get twitchy
about talking to their council about attainment, attendance, whatever, you know so. Part
of that discussion should be and how does this school develop into a Catholic school?...
part of the job of this project is to try to develop the kinds of questions that can be part
of that discussion. You know along with the other quality indicators. How does this
Catholic school deliver Catholic Education em in the widest sense... and well we 're not
going to return to the days of flying visits from priests that came in and inspected
religious instruction but I actually think there is a value in saying well it is going to be
monitored and it will be sampled in some kind of way you know.

In essence, this changes significantly the remit of SCES to include a ‘quality
assurance’ or ‘inspectorate’ role, where it assesses the quality of a school’s
culture in relation to its Catholicity. The Director commented that he expected

that this would be met with opposition.

7.2.4 Political Implications

Both Church representatives considered the faith development of teachers to be
part of their professional development and part of a head teacher’s CPD budget
should—according to the Director—be used for this. What was significant,
however, was his view of the apparent acceptance of this by local authorities. He

explained that schools should be able to
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commit CPD budgets appropriately to that and certainly, in discussion with councils,
that is never an issue. | mean | think they would shareuhdérstanding. They would
expect schools to manage it appropriatelyE you know itOs about prioritising resources
then with not only money for CPD budgets but time. You know where in the schools
professional development time is there a commitment to faith.of schools now would

take at least one of the-service days or a part of one of thegervice days and
formally commit it to a kind of faith inset or some kind of session.

The Bishop gave an illustration of local councils supporting the faith
dewelopment of Catholic teachers financially. He explained that his own diocese
hosts an annual 4iservice day (which includes reflection on faith and the
celebration of Mass) for probationers. This event is advertised and financed by
the local authority in Wich most of the diocesan schools are located.

Positive relationship

The working relationship between Church and state regarding Catholic
Education in Scotland has strengthened substantially over the past twenty years,
particularly as a result of joint poy initiatives where both have been the major
stakeholders (Coll & Davis, 2007). The creation of the Natiorid &Suidelines

in the early nineties found Catholic Church doctrine being presented and
published under the auspices of the Scottish Governiiest known as the
Scottish Office Education Department) through the creation of the Religious
Education guidelines for Roman Catholic schools (SOED, 1994). This was not
an isolated occurrence. In 2004, the Scottish Government announced another
major revew of the whole curriculum in Scotland, producing an outline
statement of principles and objectives entitledCurriculum for Excellence
(SEED, 2004) In May 2008, the CEC and Learning and Teaching Scotland
(LTSPBBhe Scottish GovernmentOs advisory bodyhencurriculum) released a

set of Odraft outcomes and experiencesO on Catholic Religious Education
spanning both primary and secondary schooling (LTS, 2008) and again rooted in

Church doctrine.

The positive working relationship that the Scottish Goveninaand Catholic
Church seem to enjoy was further endorsed in 2008 by ScotlandOs First Minister,
Alex Salmond when, at the annual Cardinal Winning Le&#xested by the
Religious Education department at the University of Glasgow as part of the

yearly Cathtic Education Week initiatiieEAlex Salmond, without reservation,
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‘celebrated’ Catholic schools in Scotland and concluded that they ‘will always
have my support and the support of my government’ (Salmond, 2008). This
relationship has no doubt been strengthened by the creation of SCES, but the fact
that it does exist, in addition to the examples given by both the Director and the
Bishop suggesting that the Scottish Government is supportive of any initiatives
particular to the Catholic School—including the strengthening of its identity—is
significant. It could be argued, then, that there does not seem to be any inherently
‘political’ objection for CPD funding to be used for the faith development of

Catholic teachers in contemporary Scotland.

CPD focus

There are, of course, other factors that must be highlighted when considering
financing or supporting such CPD initiatives. One particular challenge, as
outlined in Chapter Two, is the CPD focus of schools in Scotland. It has been
argued (Humes, 2001) that the Scottish CPD framework is concerned with the
mastery of technical skills that do not challenge teachers to explore or verbalise
their own thoughts about the teaching and learning process, but rather
encourages them to be passive learners. In addition, the present thesis has been
written during a phase of much more rationed CPD brought on by the pressures
of budgetary restraint. This raises questions about how areas such as the faith
development of teachers can be adequately addressed in schools when they are
competing with so many other concerns, some of which are national educational

priorities.

There will obviously be other CPD implications for those charged with the
governance of education in local authorities and at a national level. This thesis
chose not to emphasise these views or expectations. However a follow-up or
sequel to this research is encouraged to study the politics of CPD, in the context

of faith-based education in Scotland.

7.3 Commentary
The identity of Catholic schools in Scotland is continually questioned. Present
day societal realities such as cultural pluralism and secularisation, along with the

presence of large numbers of children who are not Catholic or even Christian in
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the school environment, challenge those involved in Catholic education to reflect
on the purpose of Catholic schools and on their distinctive mission and identity.
Indeed, the present study has highlighted the existence of different and
contrasting understandings of what it means to be ‘Catholic’ for both individuals

and for communities of faith in modern democratic societies.

Lieven Boeve (2006) has recently reflected on the identity of Catholic
institutions against the backdrop of contemporary secularisation. He presents an
overview of four ways in which contemporary Catholic schools, and indeed other
Catholic institutions, can realise and express their identity. These are: (1)
institutional secularisation, (2) institutional reconfessionalisation, (3) values
education from a Christian perspective and (4) identity formation in a plural

context. What follows is a short explanation of each.

Institutional secularisatiomccurs, according to Boeve, when the Catholic school
renounces any ideological or confessional characterisation in order to become a
neutral institution. Specifically ‘Catholic’ or Christian symbolism is removed
and any Catholic ethos or charism no longer plays an explicit role in the
education of children. Religion is ‘studied’ rather than any belief promoted and
inherent Catholic identity is consolidated into the implicit foundation of the

school.

Institutional reconfessionalisatiodescribes, Boeve proposes, schools at the
other end of the spectrum, which are led by Catholics and are for Catholics.
Within these schools, the majority of pupils and staff are Catholic and
celebrations of faith, in conjunction with the wider faith community, are common
occurrences. Religious Education is in the form of catechesis with the prime
objective of assisting children in deepening and developing their own faith.
Boeve (2006) recommends that such schools should be vigilant since he warns

that this particular Catholic identity runs the risk of schools becoming ghettoised.

A values education from a Christian perspeciiltity emerges when a school
integrates its Catholic ideals into a more general set of Christian values in order

to become more attractive to non-Catholics. Typically, such schools make strong
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commitments to issues of justice and peace and participate in much charity work.
The risk for this kind of identity is that faith is reduced to something that is
purely human, to human values, eschewing the explicit formation among the
community of a relationship with God. Beove (ibid) argues that such an identity
need not in fact have a specific ‘Christian’ label at all but might be thoroughly
assimilated into a humanistic ethos consistent with the liberal educational

principles of almost any school.

Identity formation in a plural contexthis is when the school or institution
recognises the plurality of its staff and pupils and the effects of secularisation,
while still actively promoting its Catholic identity. Such schools value their
plurality as an enrichment of the school’s profile and both pupils and staff are
encouraged to explore and express their own religious—or non-religious—
identities and to engage in dialogue with the goal of preparing pupils for active
participation in a diverse society. While the majority of school members no
longer need to be Catholic, the school retains its ‘Catholic’ identity principally
by being of service to society. Religious identity in this model has been

attenuated into a much more cosmopolitan understanding of it.

Much has been written about the identity of Catholic schools and indeed there
have been other models suggested to describe the complex forces to which
Catholic schools are currently subject (Treston, 1997; Horst, 1995, Gommers &
Hermans, 2003). The relatively recent and influential presentation of four
different models by Boeve (2006) is currently being considered in the
implementation of a large study in Melbourne, Australia, supported by Leuven
University (Belgium) in conjunction with the Catholic Education Office (CEO)
in Melbourne. The study is entitled Measuring the Catholicity of Catholic
Schools(Pollefeyt, 2008) and is being conducted as part of a Catholic school

improvement initiative.

When considering the models developed by Boeve (2006) in light of the findings
from this chapter, the comparative chapter and indeed, those from the main
study, it could—and most likely would—be argued that the Catholic Church in

Scotland considers its schools to be very much aligned to the second of the four
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models,institutional reconfessionalisnividence for this assertion includes the
legal power possesség the Church over the appointment of teachers and in the
regulation of the RE curriculum. In addition, teachers require approval to teach
in the Catholic sector. Those interviewed instinctively considered theiDfole
arrived at via their own experier2®o be authentic and authoritative withesses

to their faith and there exists the requirement to teach a national, ecclesiastically
approved syllabus, which uses the Olanguage of the ChurchO (Cunnane, 2004:80),
Is catechetical in nature and has the developwiethe faith of Catholic children

at its heart. The risk this model has of schools becoming Oghettoised® could
arguably be diminished in the Scottish context, owing to such schools operating
within a state system and, through the work of SCES, engagiali hational
educational developments. As well as this, Catholic schools in Scotland are open
to nonCatholics and there are, in fact, large numbers of@atholics and
indeed norChristians attending the schools across the country, making them
inevitady pluralistic in nature. As is evident from this chapter, however, the
implications of this pluralism have raised some concerns and leaders within the
schools have been encouraged to be vigilant about the possible dilution of the
Catholic message, owing tthe attendance of large numbers of children from
nonCatholic or norraditionally-Catholic backgrounds in attendance. The
anticipated introduction of performance indicators intended to measure the
Catholicity of schools is a mechanism to be put in ptacipport the promotion

of an explicitly and distinctively Catholic identity. This development would
certainly support the assertion that the ethos of the Catholic school in Scotland is
located in the second of BoeveOs four models, thatingitutional

reconfessionalism.

From the limited yet indicative findings of the comparative study, there is
evidence to suggest that the schools in which the participants in NSW were
teaching varied significantly from one another but, for the majority, their
school® identities would appear to sit most comfortably with the third or fourth
of BoeveOs (2006) models, thav#ues education from a Christian perspective

or Identity formation in a plural contextThe evidence for this has come from
the accounts of theeaichers themselves, given that the faith of a significant

number of participants appeared to be much less aligned to the traditional
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expectations of the Church, or that they considered their role in the Catholic
school to be concerned with the promotion laiman values, rather than
nurturing a particular faith commitment. The study carried out in Melbourne will,
of course, say much more about the faith identity of both Catholic schodls
their Catholic staff, and its contribution to the field of Cath&ducation will,

no doubt, be of considerable worth.

These observations based on the findings of this thesis have been made to further
illustrate the important point that different forms of Catholic school identity exist
widely in various parts of the watl It is clear from this research that the
historical narratives, faith positions, dispositions and attitudes of those within
Catholic schools have a significant impact on the culture of the school, the faith
of those within and the overall promotion ofparticular identity. It is also
apparent that the identity of the Catholic school can have a significant impact on
the identity of the teacher. What is emerging from additional research findings,
however, is a shift in the identity of many Catholic schoolsing to their
increasingly pluralistic nature and the changing character of the societies in
which they are located. This shift incorporates much more inclusive and open
approaches to other faiths and practices, at the expense, it is argued, of the
promotion of a singularly confessional identity (Gommers & Hermans, 2003).
While many are supportive of such a shift, arguing that Catholic schools that
view their plurality as enriching represents a positive change, many Church
authorities are calling for vignce in order to ensure that the Catholic faith
continues to be emphasised and that its passage from one generation to the next
remains a priority. From the results of this study it has emerged that the ongoing
faith development of Catholic teachers via# central to the achievement of this

goal.

This chapter has explored the expectations of two senior representatives of the
Catholic Church regarding the role of the Catholic teacher and the development
of his/her faith. The perspective of the Directa@ryw much aligned with the
broader findings of this study. His view that the leader in the school, along with
its overall culture, had the potential to have a powerful influence and OawakenO in

the teacher some awareness of faith, has been confirmed bydings of this
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research. The level of inconsistency of experience among the participants with
regard to this was also recognised, and both he and the chairman of the Catholic
Education Commission agreed that additional support for head teachers in
consicering the Catholic identity of their school, encompassing the faith

development of staff, is a requirement.

There was no question that the faith of Catholic teac$lessldbe developed.
There was no concern regarding the governmentOs acceptances tkiaidthoif
development is considergmofessionaldevelopment. There was no doubt that
any initiative to help support the faith development of teachers would ultimately
contribute to raising the overall Catholic profile and identity of the school. What
wasmade equally apparent, however, was that this is an area that historically has
been neglected, a problem that many of the participants believe is still unresolved
today. An arguably significant and fresh initiative in the form of Catholic
performance indigtors, soon to be used in the Catholic sector in Scotland, has
been identified and presented as a way of consolidating the Catholic dimension
of the school. As suggested in Chapter Four, this will no doubt be a controversial
development if consideration ggven to the pressures with which Scottish school
leaders are currently faced on a deyday basis, as they respond to the
challenges from the state, and the struggle they have with prioritising and
juggling a variety of different but important initiagis. It could be argued that
such an intervention is conforming to the OtechnicistO or Operfomativity® model of
teaching warned of in the introduction to this thesis, one that produces educators
who are expected constantly to deliver Ocentrally packagésiods® and
respond to Otargets, indicators and evaluationsO (Ball 2003:215). In addition,
whether such indicators can capture the powerful symbolic and spontaneous faith
influences that have been recorded in this thesis as having a significant impact on
the faith of individuals, remains to be seen. What is also unclear is the level of
support that will be committed to Catholic teachers in Scotland. Developing their
theological literacy and knowledge of the Catholic faith in order to teach
authoritatively,and nurturing their ability to live their faith in order to witness
authentically to future generations of children in Catholic schools has been
identified as something they need and something they desire and that they

themselves see as fundamental tar ttievelopment.
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They are waiting to respond.
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Chapter 8

CONCLUSION AND RECOMMENDATIONS
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8.1 Conclusion

This study has focused on one aspect of the inner life of the teacher, an area that
is currently generating wide and growing interest in its relationship to the
effectiveness of schools (Mills et al2004, Dadds 1997, Voiels 1996). 1t tells the
story of the faith journeys of individuals drawn from a new generation of
Catholic teachers in Scotland, and reveals their associated development needs as

they continue along their chosen career path within the teaching profession.

The main participants commenced this study as students in the final stages of
their teacher education programme, excited about the prospect of entering the
teaching profession and expectant of the support and professional development
that they would receive. Their social backgrounds and faith biographies had
many similarities and the majority were typical of the Catholic community in
Scotland, a community that has its own distinctive historical narrative. Different
levels of faith commitment were recorded at an early stage, spanning a spectrum
where at one end individuals were described as faith confidentand the other end,
faith insecure All considered their role as a Catholic teacher to be a challenge
and, in the initial stages, many indicated they were lacking in confidence or had
concerns regarding their knowledge and ability successfully to realise this role.
They had high expectations regarding the support they would receive from their
school in this particular area of development. By the end of the study, the same
individuals displayed increased levels of confidencein articulating their faith
positions but exposed very different and inconsistent experiences of the support
they had received in this area. During the final stages of the research, and based
on their own experiences, all were in agreement as to the central features of their
role as Catholic teachers, principally to teach authentically and authoritatively—

features aligned very much with the view of the institutional Church.

Throughout this study, significant developments and shifts in the faith of
participants were documented, illustrating the powerful impact that the culture of
a school—and in particular the faith leadership within—can have on the
individual. The socialisation process upon which new teachers embarked has
been recorded as potentially having the power to ‘trigger’ a stronger awareness

of faith, to shape individuals’ views and even to alter or change their ‘personal



23¢€

frames of reference@anssens, 2004: 14®jth regard to faith. While very few

examples of formal CPD activity focusing primarily on the faith development of
individuals were given, the transformational impact that informal, symbolic and
routine faith promobn had on the attitudes and behaviour of some of the

individuals was striking.

One of the most important outcomes of this research has been confirming that the
role of the head teacher, and the overall leadership of the Catholic school, is key
to the faih development of the teacher. Much has been written about school
leadership, and indeed most especially of that in the Catholic school (OOKeefe,
1999; Grace, 1996; McLaughlin, 1998: Johnson & Castelli, 2000) and the effect
of this on the overall culturef ¢he school. This study has, however, gone further
and has provided evidence that the leadership of the Catholic school has the
potential substantially to influence and develop tagh of teachers if they
choose to respond. It has identified the waysvhich head teachers and other
school leaders who offered an appropriate mix of faith development sbfport
both formally and informally (via symbolic, verbal and non verbal behawdr)
enabled amwakeningof faith within some of their new teachers amdoimally,
encouraged aesponseto this. To those who were already fagtttive, this
support provided an environment in which they were abéxpoessanddevelop

their faith fully and without reservation. It is being argued here, then, that the
Catholc school, through its leadership and overall culture, has the potential
significantly to add to Osources of spiritual cap{@r@ce, 2002:237) accessed

by individualsand to encourage a response to this. Conversely, the study has also
exposed consistepdssues, highlighting that some schools and their leaders do
not consider the schoolOs faith dimension as a priority, but rather as-an@add
leaving many teachers feeling isolated and embarrassed to discuss faith issues
with other staff, or indeed witchildren.

Perhaps a surprise of the thesis has been the overall faith commitment of
participants, given the increasingly secularised, globalised and pluralistic
Scotland in which they live. In consequence, it is possible to argue that the re
establishrent of identity among people is a live issue and that evidence of a

thirst for some kind of belonging, attachment or anchorage exists in the
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globalised society. Scotland’s own historical narrative, it is acknowledged, is
unique, partially accounting for the high proportion of Church attendance among
participants. An additional contributing factor to the faith commitment of those
participating in this study, moreover, has been the positive impact of the
individuals’ experiences in schools. The research has listened to the voices of
many new teachers who have stated clearly that their commitment to the Catholic
faith and its associated traditions has deepened as a direct result of the school in

which they find themselves teaching.

The final outcome from this study has been the overwhelming recognition, by
every category of participant, that Catholic teachers in Scotland require
substantial support to develop their knowledge and understanding of the Catholic
faith, of Church doctrine, Church teachings and of Scripture. These teachers are,
for the most part, products of Catholic schools themselves where the RE
curriculum they encountered was typically post-Vatican II, where the focus was
on faith journeys and relationships with God and others, rather than any
exhaustive understanding of the Catechism or Church Doctrine. While the RE
component of their initial teacher education programmes would claim at least to
begin to address this bias, and indeed many participants highlighted the ways in
which they had been stimulated and challenged by the RE input, only so much
can be covered in such short durations and gaps in knowledge and understanding
have been identified as being a concern and an area requiring significant support.
It is possible that this finding echoes analysis of other areas of the contemporary

curriculum (Lingard et al,2003).

8.1.1 Reflection on the research process
Having reflected on the outcomes of this study, the overall research process will
briefly be discussed with its focus being the mode of data collection and analysis

and its perceived limitations.

The nature of the study and particularly of its conduct over a long period of time,
enabling re-entry into the field of study at different intervals, allowed for the
development of categories and further exploration of concepts that were

beginning to emerge. This approach, in addition to the practice of re-interviewing
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the same subjects over a thyemr period, facilitated the development of
positive working relationships between the researcmsdt participants and

enhanced the quality of the generated data.

The systematic approach to data analysis offered by Strauss and Corbin (1998)
proved to be extremely worthwhile, and the structure it suggested was adopted
and used to generate categormmcepts and theory. All stages in the research
were subjected to this and the researcher developed her interviewing technique
via the pilot study (Chapter Four) by way of implementing and refining this

particular approach.

8.1.2 Limitations
This study wa conducted in a robust and comprehensive manner, yet it is
important in the implementation of any research project to acknowledge its

limitations. For this particular study, the following limitations were apparent:

¥ While the findings of this study wilbe of interest to Catholic education
in general, the recommendations are related to the Scottish context in

particular, chosen because of its unique placing within a state sector.

¥ The comparative study was limited in terms of sanspte and the
developmat of individualsO faith in NSW was not tracked. Ideally, a
direct comparison with the main study in terms of volume of participants
and timing would have been desirable. However, as the thesis has already

stated, the results from this particular stagesviredicative only.

¥ The research focused on the experiences of those choosing to undertake
their initial teacher education at the designated institution for Catholic
education in Scotland, the University of Glasgow. There is, however, a
minority of intendng Catholic teachers in Scotland who choose to study
elsewhere, but undertake the distance learning Catholic Teachers
Certificate course (CREDL), offered by the University of Glasgow. These

teachers were not included as part of the study.
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* The study chosenot to focus on the perspectives and practices of
representatives from the Scottish Government with regard to CPD for the
purposes of faith development. It is acknowledged that this additional
dimension may have added value to the findings.

8.1.3 Persond&eflections (in the first person)

In terms of personal development, this study has had a significant impact on my
own skills and knowledge in this particular field. | have further developed my
ability effectively to conduct senstructured interviews antave become skilled

in analysing large volumes of qualitative data. In addition, the work has allowed
me to find my professional voice and has developed the manner in which it is
expressed. | have grown in confidence, have challenged and changed my
persoml perspective in relation to a number of issues and have learned much

from my supervisors in terms of conducting a study of this nature.

8.2 Recommendations

In light of the findings from this research and the context in which Catholic
teachers in Scotlahare placed, the following recommendations are being made
for different stakeholders in the field of Catholic education, with reference to the

faith development of teachers:

Head teachers

* Through reflection on research such as this, head teachers dieuld
aware of the degree to which the outward adherence to their faith impacts
on the Catholic teacher.

* Head teachers should keep their own knowledge of their faith replenished
and sophisticated.

* Head teachers of Catholic schools should be proactive iniegdhat
there are suitable and frequent opportunities for staff to gather as a
community of faith.

* Head teachers to be reminded of their responsibility to be accountable,
not only to the state but to the Church and to give priority to the faith
dimensionof their schools, if the objectives of Catholic education are to

be realised.
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Scottish Government

Formal opportunities provided for head teachers to be given time away
from school to reflect on their role as Catholic school leaders.

The Government and SCHES& work together to put initiatives in place to
supporthead teachers in their pursuit of effective faith leadership.

Formal CPD opportunities to be given to Catholic teachers to develop
their knowledge and understanding of the modern Catholic faith.

Explicit recognition that the faith development of the Catholic teacher is

an appropriate and approved CPD activity

Catholic Church

The Church should provide much more explicit guidance on appropriate
faith development activities, as these relate to CPictsires and
requirements.

The RE programmes delivered in schools should have a balanced
approach between faith journeys and relationships with God (and others),
and an introduction to Church doctrine, systematic theology and
catechesis.

The Church shoul@mprove on its investment in activities to support the

development of the head teacher from a faith perspective.

Teachers

The teacher should seek appropriate opportunities both within the school
context and beyond to develop their own knowledge and stagheling

of Church teachings.

The teacher should be open to responding to faith development
opportunities.

The teacher should make a commitment to developing a critical,

theological and scriptural literacy.

8.2.1 Suggestions for Further Research

There area number of areas that this study could have explored further but,

owing to time and word limitations, this was not feasible. For example, the level

of knowledge of Church teachings among newly qualified Catholic teachers was
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not an integral part of thithesis but would merit further research in its own
right. It is recommended that the criteria for assessing or developing the
Catholicity of a school be explored further, particularly in light of the proposed
initiatives from SCES. The relationship betwd@mwledge and belief is also an
interesting concept and worthy of additional research. This thesis demonstrated
that many Catholic teachers, hoping to teach in Catholic schools, find themselves
in the nondenominational sector. A study on the impact af tagh on the
nondenominational environment, and vice versa, would again be of significant (if
controversial) interest. It was an area for which space in this thesis was not
available. As mentioned previously, this study did not focus on the perspectives
of Government representatives for CPD for the purposes of faith development.

Further exploration of this would be of value.

Any means by which a deeper understanding of the interplay of faith and
education is arrived at would be a welcome addition tofigld of Catholic
Education. It is hoped that this study has succeeded in achieving this.
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number of primary and secondary head teachers in relation to this. My research
takes place in the context of the recent major innovations in CPD, an area that
remains under researched. The findings are intended to contribute to a better
understanding of the issues and will be of value to all interested in Catholic

Education.
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Interview Questionsb Stage One
1. What course are you completing?
2. Why did you choose to teach in a Catholic school?

3. What is the difference between teaching in the Catholic school and in the
nondenominational sector?

4. What do you see as your main respoitifés or role once you are
qualified as a Catholic teacher?

5. At present do you feel prepared to carry out these responsibilities?

6. Tell me about the concept of developing your own faith in relation to
teaching in a Catholic school?

7. What input has thisaurse had in terms of your own faith formation?

8. Prior to coming on this course, how much faith formation had you
experienced and where did this come from?

9. Will it support you in your career?

10. Are you expecting to receive support in this area once ydifyjua

11.Where will you expect this support to come from?

12.@ound by charity to one another and to their students, and penetrated by
an apostolic spirit, let them give witness to Christ, the unique Teacher, by
their lives as well as their teaching§Il@e Dauments of Vatican II)

What do you think about this?

13. Should faith formation be an activity Catholic teachers should be
involved in together or is it a private and personal matter?

14.Will it be a priority development as you pursue your own career?



Interview Questionsb Stage Two

For those in ND School

How are you feeling having ended up in a ND school?
What are your shoiterm career aspirations?

ALL

Self

1.
2.

3.

Has your understanding of your role as a Catholic teacher changed?
Tell me about how yoteel you are carrying out your role as a Catholic
teacher?

Have you sought to develop your own faith since commencing teaching?
If so, in what ways?

Tell me what you believe the importance of developing your own faith is
in relation to teaching.

Are you avare of the development opportunities (CPD) available in this
area? Can you name as CPD development opportuBigjesspecifics if

they say yes.

School

6.
7. Do you perceive that the faith development of teachprgdty of the

8.

9.

How have you been supported in this role?

school?
What does the school expect you to do be doing to ensure faith

development is taking place?
Tell me about the opportunities you have had to share with others in faith

activities?

10. Are you aware of any others in the school thataaterely engaged in

faith development? see 5 above

Context

11.How do you think that your faith has been influenced by the geographical

context in which you have been brought up? (West of Scotland)

12.How does the media attention that Catholic schools in&uwbattract

affect Catholic teachers?



Interview Questionsb Stage Three

1. 10m interested in finding out more about your role as a Catholic teacher.
Tell me about theariety of ways in which you interact with children on a
daily basis. What is specifically Catholic about this? (or how does
faith (yours and/or the childrenOs) affect these relationships?)

2. What is it about the leadership of this school that is specifically Catholic?
How does this impact on your own role if at all?

3. What impact on your own faith does teachathjos / culture inhis

school have?
Worship

Prayer

Priest
Discussions

4. Tell me about the formal or informal faith development opportunities you
have had since we last met.

5. Tell me about the presence of the priest in this is samlor the links
with the local parishHow does this affect your role?



Interview Questionsb Stage Four
Catholic Schools

Tell me about your faith position at this moment in time and how it compares
with how it was when you left University.

Tell me about the faith development opportunities you have had since we last
met, bah in school and out with the school context.

IOm interested in the leadership in the school with regards to your faith
development. How has it assisted or had an impact onRhid/2: What kind of
activities make an impact?

IOm also interested in ottsepport networks in the school that may exist that
have affect your faith.

How is the Catholic faith lived in the school?
Probe: How would you like this to be lived?

How does this school compare with the other schools you have been in with
regards to fadh development?

Tell me about the support you have received both formally and informally in
relation to faith development.

Probe: Any courses, links with RE dept if in Sec. sector, priest.

What about out with the school environment?

Tell me what you desve to be the role of the Catholic teacher and if your
understanding of this has changed in the last 3 years.

Have you been given the opportunity to carry out this role in the school?

Should faith development of Catholic teachers be considered phdiof
professionadevelopment?

Round 4 interviewsPNon Denominational Schools

Tell me about your faith position at this moment in time and how it compares
with how it was when you left University.

Tell me about the faith development opportunities lyave had since we last
met, both in school and out with the school context.

You are currently teaching in the ND sector. Tell me why you are in this school?
Probe: Was it a conscious decision to do so? Why?

What are your short term career aspirationdPriie about your position and
how you now feel about teaching in the Catholic school.



How do you consider yourself in this school — Is it as a Catholic teacher or is it
something different?

What are the differences between teaching in a Catholic and ND school? What
are the differences with regard to your own faith development?

What impact does teaching in a ND school have on your faith?

What communication do you receive from the diocese or from other Catholic
educational bodies? Probe: how do feel abottis?

Tell me what you believe to be the role of the Catholic teacher and if your
understanding of this has changed in the last 3 years.

Should faith development of Catholic teachers be considered part of their
professionalevelopment?



