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Introduction
In Northern Ireland, the framework of the education system has been largely set by the 1947 

Education Act and the Education Reform Order (1989). Within the framework established by this 

legislation, there have been a number of other significant initiatives, perhaps most notably the 

development of integrated education for Protestants and Catholics. It is twenty years since the 

first planned integrated school was opened in Northern Ireland and the place of the sector now 

appears to be secure. However, despite this evident success, the number of integrated schools 

remains small (50 out of a total number of schools of a little over 1,000) and the proportion of 

pupils attending integrated schools is only about five per cent. In addition, under current 

arrangements, two types of integrated schools can exist. The main purpose of this study is to 

examine the state of the integrated sector at the start of the 21st century and to consider some of 

the strategic challenges the sector faces in the new millennium.

Despite Irwin’s (1991) claim that group identity and attitudes may be most susceptible to 
influence during the years leading up to and including puberty, the education system in Ireland 

has been characterised more by division than by integration. In large part this reflects the reality 

of a society divided by politics, nationality and identity, but where many of these differences are 

subsumed under the labels of religious identity. Thus, for example, Murray (1985) stated that 

there are two distinct communities in Northern Ireland usually described in the religious terms of 

Roman Catholic and Protestant, and the segregation is such that Northern Ireland Catholics and 

Protestants are persistently separated by political and social divisions (Boal, 1982; Cairns, 1987; 

Keane, 1990; Burgess, 1993; Boyle and Hadden 1994). Community membership has implications 

for values, traditions, beliefs, attitudes and aspirations both of the individual and of the 

community to which that individual belongs. These issues have polarised the communities and 

have resulted, since 1969, in the longest period of civil disorder and unrest in the history of 

Ireland, North or South.

As a consequence of the political violence, there were numerous calls for changes in the 

educational system to allow Catholic and Protestant children to attend the same schools (e.g. 

Fraser, 1974; Heskin, 1980; Spencer, 1987). Most of the research on this issue since that time has 

tended to focus on whether or not the claims for the effect of integrated education are valid. A 

second set of research questions, on the development of the sector qua sector, have only rarely 

been addressed, but this forms the basis for the present study.
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From its origins in 1981 and for the next decade, all of the new integrated schools were developed 

due to the efforts of groups of parents. During the period between 1981 and 1989 a little under a 

dozen new schools were opened. The Education Reform Order (1989) provided greater official 

support for the development of the schools, both in terms of financial support from the 

Department of Education and through the provision whereby parents at an existing school could 

vote to change it to integrated status. Since 1990 the number of integrated schools has risen to 50 

in total. There are now more than 14,000 children attending integrated schools and they account 

some 5% of the total school population. Furthermore, this steady increase in numbers has been 

achieved against an overall pattern of declining enrolment figures.

Two distinct types of integrated school exist, the Grant Maintained Integrated (GMI) and 

Controlled Integrated schools (Cl). The two types differ formally in the structure and membership 

of their boards of governors: the GMI schools contain representatives from the founding parents 

and the Department of Education, while the Cl schools contain representatives from the 
Education and Library Boards. Informally they differ also in that practically all the GMI schools 

were developed as new initiatives by groups of parents, while almost all the Cl schools are the 

result of a process of transformation, that is, where the parents in an existing school voted to 

change to integrated status.

The Education Reform Order (1989) placed a commitment on government to support initiatives 

aimed at promoting integrated education. In practice the Department of Education fulfils this 

requirement through providing funds to the Northern Ireland Council for Integrated Education 

(NICIE). NICIE is a statutory body, which advises the Department about issues related to 

integrated education, but its main statutory responsibility is to act as the first line of contact for 

parents wishing to set up a new integrated school. Schools wishing to transform to integrated 

status may consult with NICIE, but there is no obligation for them to do so, and NICIE has no 

authority to provide advice where it is not requested.

As noted above, the main existent corpus of research has tended to focus the impact of integrated 

education and, more particularly, its success in promoting reconciliation and tolerance in 

Northern Ireland. Other research has focused on individual schools to consider pupil and staff 

attitudes, academic attainment and the development of the school. The main emergent themes 

form this work are summarised in the literature chapters of the present study. Within this
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literature there is relatively little available information on the organisation, structure and 

dynamics of the integrated sector, and it is this which forms the main focus of the present study.

Within this overall framework of interest, the present study plans to concentrate on three main 

questions:

• First, to what extent does a clear sectoral identity exist across all the integrated schools;

• Second, what is the nature of the relationship between GMI and Cl schools, given their 

different origins and governance arrangements; and

• Third, the GMI schools have governance arrangements that accord significant levels of 

autonomy to individual schools, so what are the consequences of this for the GMI schools’ 

relationship with other educational partners?

In order to look at this sectoral identity the dissertation draws on the language and concepts from 

strategic management to provide a novel conceptual framework to look at the issues. This helped 

to frame the research strategy and the way early results from the study were brought back to the 
participants for further exploration and consideration. Within this framework, the study 

considers a range of sectoral issues by seeking the views of a range of key actors in integrated 
education and, later, by bringing them together, using the management literature and models, to 

identify where they feel they are collectively and how they should progress strategically.

Data were collected at a number of different levels and layers of the system; all of which are 

geared to examine the whole issue of sectoral identity.

Survey
Questionnaires were sent to the principals and the chairpersons of boards of governors of every 

integrated school and to the Directors of NICIE. All of these people hold key positions within the 

integrated education sector and have a responsibility for, and influence on strategic direction.

The questionnaires were sought to gather operational and attitudinal data from the respondents, 

about the themes addressed. The topics included pupil information, marketing information, 

strategic information, the schools’ relationships with NICIE and the ELBs and how the sector 

should progress in the future.
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Interviews

While the survey provided information on perspectives across the range of key people in the 

integrated sector, it was considered desirable to complement this with more in-depth information 

that could best be provided through a smaller number of focused interviews. Given that a primary 

concern of the project was with the relationships between schools in the sector, and the 

relationship between the schools and the broader support systems, it was decided to focus the 

interviews on a sample of school principals. The principals have a particularly significant role, 

within their own schools as administrative and teaching leaders, as the link between the teaching 

staff and the governors of the school and as the key link between an individual school and the rest 

of the sector. These interviews provided an opportunity to explore, in more depth, how principals 

viewed integrated education, their perceptions of relationships with key actors in the sector and 

their sense of their personal role.

Workshops

As indicated above, it was considered desirable to bring some of the emergent findings from the 

survey and interviews back to the respondents to explore their sense of the implications of these 

themes. Inter alia this also provided an opportunity to check respondent-validation of the 

conclusions at that stage. It was decided to do this by organising a series of workshops to which 

principals of the integrated schools and NICIE officers, and directors, would be invited. In 

addition, this provided an opportunity to invite participants from the administrative and policy 

‘layer’, i.e. the Department of Education and the Education and Library Boards, since they play 

an important role in constructing the context within which the sector operates. The dynamic 

context provided by a workshop allows for exploration of the complexity of the issues to be 

addressed. It also provides an opportunity for the participants to consider sector-wide problems 

and, possibly, solutions. In the workshops, each participant was asked to complete a draft 

‘situation analysis’ and to negotiate towards the preparation of a small group analysis. These 

were aggregated and used for the basis of the second workshop where the groups were asked to 

compile a ‘TOWS matrix’, and, on the basis of this, to identify alternative strategic directions for 

the sector. The specific details of these methodological approaches are considered in chapter five.

The overall objective of the research was to examine the nature of the sectoral identity across the 

integrated schools. As noted above, this was broken down into three component areas, including 

the identity of the sector as a whole, the relationship between GMI and Cl schools and the 

implications of the autonomy accorded to GMI schools. In addition, the study sought to examine
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the relationship between the integrated sector and the administrative and policy system for 

education in Northern Ireland.

Throughout the survey and interviews a number of themes emerged including; differing 

perceptions of the vision of integrated schools, a lack of awareness of the level of 

commonality/diversity between the schools and that the two governance types (GMI &CI) appear 

to form distinct sub-sectors within the sector, with some tensions operating between them. More 

generally, there was evidence of insufficient synergy between the schools and between the 

schools and NICIE, which appears to have resulted in a lack of sectoral identity and a subsequent 

absence of a strategic focus.

These emergent themes seemed to be confirmed by the participants in the workshops. 

Furthermore, the group situation analyses and the aggregated analysis highlighted the sectoral 

dimensions of these issues

Overall the study concludes that the integrated sector has reached a crossroads at which it might 

need to consider developing a renewed shared vision and to consider ways in which this might be 

best integrated in both the ethos and practice of the schools. Themes emerging from the analysis 

of the sector using methods, derived from management literature (both organisational and 

strategic, suggest that future success and growth may be dependent on enhanced collaboration 

throughout the sector. With schools at different stages of their development and with the 

intensification of competition for resources with other school sectors, the dissertation concludes 

that the integrated schools and the integrated sector need to focus more energy and attention on 

their future strategic direction
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CHAPTER 1 AN HISTORICAL BACKGROUND OF EDUCATION IN
NORTHERN IRELAND

Throughout the twentieth century Northern Ireland has been a place of determined struggle 

and undoubted achievement, but also of great tragedy and considerable frustration. 

Throughout this period the Churches have been one of the predominant influences on 

thought, attitudes and even behaviour. Ruane and Todd (1996) suggest that the conflict 

between Catholic and Protestant has a clear theological base and that it has been 

intensified by its relationship to social, cultural and political differences. The ensuing 

inter-relationship between religion, culture, national identity, politics and education has 

become a multifarious web, which is difficult to understand. One of the main sources of 

continuing tension between the Catholic and Protestant communities of Northern Ireland 

has been the provision of education, which has long been matter of central concern in Irish 

Society. Murray (1985) can trace the history of segregated schools in Ireland back to the 

sixteenth century and asserts that “Religious issues have been dominant in the passing or 

rejection of every education bill since 1800” (pi4). Akenson (1991) clearly shows how 

the trend of segregation in education continued throughout late eighteenth and early 

nineteenth centuries. However, in the early nineteenth century there had been an attempt 

to create an educational system that was a service for all denominations in Ireland. This 

was regarded by Wright (1991, p23) as “ a prototype of some subsequent ideas of 

integrated education in the North of Ireland”.

Early Attempts at Integrating Education
The concept of integrated education is not a twentieth century phenomenon, but was 

identified a century earlier by a Catholic bishop as an appropriate way forward to establish 

peace in Ireland. In 1824, Dr. J.W. Doyle, Bishop of Kildare, suggested a ‘mixed’ system 

of education in which children of all denominations would be educated together with the 

right of the form of religious education resting with the parents. Doyle’s view gained 

support among his fellow bishops and it emphasised the social benefits of mixed education 

by saying:
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I do not see how any man, wishing well to the public peace, and who looks to 
Ireland as his country, can think peace can ever be permanently established, or the 
prosperity of the country ever well secured, if children are separated, at the 
commencement of life, on account of their religious opinions. I do not know any 
measures which would prepare the way for a better feeling in Ireland than uniting 
children at an early age and bringing them up in the same school, leading them to 
commune with one another and to form those little intimacies and friendships 
which often subsist through life. (Select Commission, 1830, pp426-427)

According to Wright (1991), a nominal system of integrated education was evident when 

the Chief Secretary for Ireland, Edward Stanley, founded the National System of education 

in 1831. Akenson (1991) stated that in the nineteenth century integrated education was 

regarded opprobriously as ‘mixed’ education, whereas Dowling (1971, pi 16) regarded the 

system as “united education” which was perhaps more in keeping with Stanley’s 

philosophy and aspirations.

This National System was “to unite in one system children of different creeds”, as Stanley 

wrote in a letter to the Duke of Leinster, the Lord Lieutenant of Ireland (Atkinson, 1969). 

The aims of this system were actually twofold in that they were to provide basic education 

everywhere in Ireland and also to provide schooling on an integrated basis for all 
denominations. As history was to prove, the scheme largely succeeded on the first aim but 

largely failed on the second. Stanley advised that educational policy was to be based on 

equality of treatment of religious belief. A Board of Commissioners for National 

Education was established in Dublin to administer the new system, the principal attraction 

of which was the central funding which had rules designed to encourage 

interdenominational co-operation. Two-thirds of school building costs were provided by 

the National Board and (after 1834) so were the running costs of schools that would be 

under local management. Applications were particularly encouraged that had been 

sanctioned by members of different denominations rather than one denomination. Schools 

already in existence could avail of the scheme if they accepted the rules that all clergy had 

ex-officio status to enter the school during normal hours and, at specified times, all 

children would be withdrawn at the authority of their respective clergy. Wright (1991) 

considered that the imposition of these rules signified a milestone in the collective mindset 

of the British Government in that it “... was beginning to recognise not merely the formal 

equality of Catholics as citizens, but the legitimate role of the priest as the leader of the
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Catholic people.” p24). However, this would not accurately reflect Stanley’s own views 

when he referred to the Catholic Church as “...a Church which denies, even to its adults, 

the right of unaided interpretation of the sacred volume with respect to articles of religious 

belief’ (October 1831; H.C.196). As the established Church of the country at that time, 

the Church of Ireland criticised the imposition of an educational policy on the basis of 

equality of treatment on religious belief. The Church set up its own system and, although 

lack of financial resources eventually forced it to join the National System, by 1860 it had 

formed 1700 schools with 80,000 pupils. Stronger critics of the new system were the 

Presbyterians who were suspicious of ‘popery’. They objected to the powers of the board 

particularly on textbooks and teachers, the removal of the bible as the central focus of all 

teaching and the equal role for the Catholic priest within National Schools (Coolahan, 

1981). In 1833, the Synod of Ulster expressed a preference for denominational education 

with school managers having the right to make their own arrangements for the study of 

Scripture. Negotiations were acrimonious and broke down resulting in many Presbyterian 

schools being withdrawn from relations with the board (Hyland, 1987). However, a 

compromise was reached in 1838 when the Board of Commissioners, in the form of a 

conscience clause, permitted religious education to take place during schools hours 

providing that parents were given the right to remove their children from the classroom at 

this time. This made it no longer necessary for Presbyterians to accept the custodial role 

of the priest in relation to Catholic children.

At first, the Catholic authorities were optimistic and the Archbishop of Dublin, Dr. 

Murray, joined the National Board. However, Akenson (1970, p202) said that this was 

“... an attitude that is not at all surprising, since it had been created as a response to their 

demands”. Daniel O’Connell perceived the opportunity for the growth of an educated 

Catholic electorate and hailed the new arrangements as a “boon” (Fitzpatrick, 1887, p342). 

However, during 1848 parts of Europe were experiencing ‘nationalist’ and liberal revolts, 

which the Catholic Church viewed as a threat and subsequently was forced to become 

more stringent in the control of children’s education. By December 1859, the increased 

pressure of the Catholic Church resulted in a restructuring in the Board of Commissioners 

to include ten Catholics and ten Protestants. The increase in numbers of Catholic 

representatives, although significant, was not the main factor but rather they acted in a
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unified manner whereas the Protestant commissioners were often at odds with each other. 

However, a reactionary movement in the Church led by Pope Pius IX resulted in the 

Encyclical of 1864, which effectively forbade the principle of mixed schools and denied 

the right of any state to interfere with the education of Catholic children.

Consequently, Catholic and Protestant Churches were allowed to go their own way with 

respect to religious and moral education (McEwen, 1999). The system, as a whole, 

became increasingly dominated by the Churches and the denominational character of the 

schools was reported in the Powis Report of 1870:

The most usual form (of patronship) is that of an individual minister of religion, 
either a Roman Catholic priest, or a Presbyterian; sometimes, but not very 
frequently, he is a clergyman of the Established Church.. .the schools are always of 
a quasi denominational character. (Para. 115)

The Catholic feeling against the National Schools was intensified in 1871 when 

Orangemen, wearing sashes at a meeting in Cookstown, defended the National System. 

This raised doubts in the minds of ordinary Catholics of a so-called ‘mixed’ system which 

had anti-Catholic advocates as its staunchest supporters. As a result, Irish Catholics, 
particularly in the North where they were in a minority and felt particularly vulnerable, 

decided that they had no alternative but to accept their Church’s call for the 

denominalisation of schools. The National School System, as envisaged by the Liberals, 

could not hope to survive without the support of all the Churches. By the end of the 

nineteenth century all schools were either de facto under Catholic or Protestant 

management (Wright, 1987).

The Educational Dimension 1900-1920s
Throughout the early twentieth century, the differences between the Catholic and 

Protestant Churches’ perceptions of the educational provision were very much in evidence. 

While Protestants saw an increasing need for educational reform at this time the Catholic 

Church, for historical reasons, was wary of change. Up to partition the main action was 

between the British administration in Ireland and the Catholic Church, this being soon 

after the disestablishment of the Church of Ireland and, more particularly, the arrival of
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mass primary education. In this period the Protestant Churches increasingly became bit 

players on the periphery. This changed after partition; in the South the Catholic authorities 

strove to assert their primary role and did; in the North the Catholic authorities kept 

themselves aloof from the new political system, and most of the interaction was between 

the new NT government and the Protestant Churches. The perceived danger of change was 

inflamed by publications, which criticised the educational status quo and expressed 

concern over the influence of clergy on the young (Titley, 1983). The Resident 

Commissioner of the Board of National Education read a paper in 1902 to the British 

Association in which he criticised the role of Catholic clerical managers. Publications to 

counter these claims were compiled by two priests, Fr. John Curry (1903) and Fr. Michael 

O’Riordan (1904). The Irish Peasant, a weekly newspaper edited by W. Ryan (1915), 

fuelled the situation by also criticising the Catholic Church's role in education. This was 

attacked by the Church, and threats were made to denounce it from the pulpit. In 1918, 

Hugh Pollock, president of the Belfast Chamber of Commerce, stated that clerical control 

should be removed as far as possible from educational establishments.

These claims and counter claims simply generated an increasing awareness of the conflict 

between the Church and the state, and intensified the fears of educational change by the 

Catholic Church. This was manifest in the year 1919-20 when no fewer than four separate 

bills were rejected by the Catholic authorities who were not prepared to consider any 

reduction of their power in the provision of education. The demands of the Catholic 

Church were that Catholic children were to be educated in Catholic schools with a 

Catholic ethos. Their teachers were to be trained in Catholic teacher training colleges and 

appointed by Catholic clerical managers. The intention of these was to inject a degree of 

lay influence into the educational system at local level, but the Catholic clergy were 

vehemently opposed to any such measures. The Irish Independent (1919) reflected this 

perception in an article, which stated:

Throughout the whole period down to the era of Catholic emancipation we find 
various attempts to use educational agencies for the subversion of national, 
religious and political ideals. (Irish Independent, 16th August 1919)
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The opposite of this view was demonstrated in the same year when the Belfast Newsletter 

stated that the Catholic bishops were “...attempting to usurp the function of Government 

in regard to education and must be put in their proper place”. The views of the Catholic 

clergy were in direct contrast to the Protestant view which Akenson (1991, pi24) 

identified as being “... particularly keen on having local schools become eligible for local 

tax revenues and also favoured involving lay citizens more directly in school 

management”. Of particular note at this time was an intended bill promoted by Belfast 

Corporation in 1919 to enable an education rate to be struck to provide for educational 

accommodation. There was fierce opposition to this, but it was dropped mainly due to 

growing civil unrest since the outbreak of guerrilla warfare in January 1919 and the need 

for a major political settlement. However, the result of the differences in education 

between Catholics and Protestants meant that the schools were effectively segregated 

institutions and both communities took directly polar ideological positions concerning 

education. Right up to the passing of the Government of Ireland Act in 1920 and the 

subsequent creation of the state of Northern Ireland, the religious manipulation of 

educational processes was very much in evidence.

Steps Leading to Partition
Hennessy (1997, pi) stated that “...the immediate origins of Northern Ireland lay in the 

upheavals of the Home Rule crisis of 1912-14 and the First World War”. This view was 

earlier supported by Darby (1976) who regarded the decade between 1912 and 1922 as a 

momentous one for Ireland with the belligerence between the two stances on Home Rule 

intensifying, and the quarrel increasingly becoming a geographical one between North and 

South. He advocated that civil conflict between North and South was only averted by the 

outbreak of the First World War. While the Catholics wanted a united Ireland with a 

parliament in Dublin, the Northern Protestants sought to resist the potential loss of their 

British identity at all costs. The seriousness of the situation was demonstrated in the open 

drilling of private armies both North and South of the border.

In the North, religious antagonism was frequently evident during outbreaks of urban 

rioting in Belfast and, to a lesser extent, Londonderry. In 1912, a party of the Ancient 

Order of Hibernians returning from a Home Rule demonstration met with a Sunday school
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excursion. One of the Hibernians attempted to seize a Union Jack flag carried by a child at 

the head of the Sunday school procession. The resultant clash resulted in thirty-five men 

being prosecuted. The incident caused Protestant outrage and Catholic workers were 

expelled from the Belfast shipyard.

A series of similar events both North and South, including an uprising in 1916, led, in 

1921, to a treaty which established the Irish Free State, later to become the Republic of 

Ireland, with its own constitution and independent parliament in Dublin. The new state 

comprised 26 of the 32 counties in Ireland. The six northern counties, with a majority 

Protestant and unionist population, opted to remain within the United Kingdom and 

received its own devolved parliament as part of the arrangement. The terms Irish 

Nationalist and Ulster Unionist were to take on an identity that that would be indelibly 

stamped in the history books, and would impact on all aspects of Northern Ireland society 

throughout the rest of the century.

Post-Partition Educational Reforms 1920 - 1930

After partition in 1921 and the formation of the new devolved parliament in Northern 

Ireland, responsibility for education in the North shifted to Belfast. A Ministry of 

Education was established in June under the new Northern Ireland Government’s Minister 

of Education, Lord Londonderry. One of the priorities of the new department was the 

reform of education. Farren (1995, p38) summarised the magnitude of the task:

Because the Boards of National and Intermediate Education had been based in 
Dublin, no local administration existed within Northern Ireland. The task facing 
the Ministry of Education, was, therefore, an enormous one. It virtually meant 
starting to build from the ground up....

Hennessy (1997, p40) captures the essence of context of the situation:

The sectarian nature of Northern Ireland society, coupled with the bitter legacy of 
violence accompanying the birth of the new statelet, means that the reactions to the 
Northern Ireland Government’s policies and initiatives, whatever the government’s 
intentions, were almost inevitably judged by sectarian cleavages. This was 
particularly so in the field of education.
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The Ministry did not inherit a single structure of education, but rather three systems of 

national education, intermediate education and technical education. The so-called 

‘national system’ consisted predominantly of small primary schools and, in theory, these 

were non-denominational but, in practice, most were in the control of the parish clergy. 

More than half (of these) were single teacher schools with fewer than fifty pupils on the 

daily roll. Within the secondary or ‘intermediate’ sector, the Catholic schools were wholly 

under the control of the clerics, and a mixed board of clergy and laymen governed the 

Protestant schools. The third system of education, technical schools, operated under an act 

of 1899, were under lay control and received funding from local and central government. 

Unfortunately, the three systems appeared to be like the strands of an unravelled string - 

each separate, self-enclosed, and lacking the strength and benefits that unity might bring.

A committee, under the leadership of Robert Lynn, the Unionist MP for West Belfast and 

editor of the strongly Unionist newspaper, The Northern Whig, was set up to plan the 

reform of the Northern Ireland educational system. However, the Catholic authorities 

boycotted this committee due to their discord with the creation of the new state of 

Northern Ireland and their belief that its existence would be short-lived. Akenson (1973, 

p52) believed the fact that Roman Catholics were not represented on the Lynn Committee 

was “.... the single most important determinant in the shaping of the educational system 

in Northern Ireland”. By refusing to sit, Akenson believed the Church “...surrendered 

their last shred of influence at the very time when the basic character of Ulster’s 

educational development was being determined”. However, Birrell and Murie (1980) 

believed that, while it was important, it was not the crucial element in the development of 

a sectarian school system. Farren (1995) felt that Akenson did not take full account of the 

wider political context. Akenson advocated that if the Catholic clergy had participated 

then the state of Northern Ireland would have been given a legitimacy at a time when its 

future existence was questionable as a result of the nature of discussions, on constitutional 

arrangements in Ireland, between the British government and Sinn Fein.

Both the Catholic and Protestant clergy insisted on certain criteria being addressed. The 

former on increased funding to Catholic schools and the latter in guarantees about the 

selection and subsequent behaviour of teachers, and especially the teaching of religious
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education. In separate negotiations with the government neither party could reach 

agreement, reflecting previous encounters. The Lynn Committee produced two reports, 

the first of which was an interim report (Lynn Report, 1922), and it dealt with such issues 

as general administration, school organisation, school management, school buildings and 

religious education. The final report was issued on 19th June 1923 and only three days 

later the Education Act (NI) 1923 received the Royal Assent, but in framing the legislation 

Lord Londonderry did not accept all the suggestions of the committee. In itself, the Act 

was a major piece of legislation which repealed, in whole or in part, some seventeen 

earlier pieces. Consequences of the Act included significant structural change, which 

affected the ownership, financing and management of schools in Northern Ireland. It dealt 

with such issues as co-ordination of the education system, curriculum and examinations.

The Act proposed three new types of primary school to be called Public Elementary 

Schools. The first type consisted of two categories of school, ‘provided schools’ and 

‘transferred schools’ otherwise known as county schools. The newly established local 

education authorities were responsible for the building of the provided schools, whereas 

the transferred schools were those transferred to civic management by their former 

managers. The Ministry of Education would fund both categories of schools for teachers’ 

salaries with central and local government responsible for all capital expenditure, 

maintenance, heating and cleaning.

The second type of schools were those which accepted the establishment of a special 

management committee. The structure of this committee - with four of the members 

nominated by the managers or trustees and two by the regional education authority - 

resulted in the schools being referred to as the ‘four and two’ schools. The local rates met 

the complete payment of teachers’ salaries and half the cost of the heating, lighting, 

cleaning and equipment repair bills. The local education authority had the ‘discretion’ to 

award a capital expenditure grant. The Ministry of Education could also use their 

discretion award these schools with capital grants.

The third type of schools consisted of those whose managers decided to remain completely 

independent of local control. Full payment of teacher’s salaries would come from central
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funds, while they were not eligible for assistance with capital expenditure the local usually 

paid half the costs for heating lighting and cleaning. Because the Catholic Churches 

continued to insist that Catholic children be educated in Catholic schools with a Catholic 

ethos and the desire of the Church to retain full control over their schools, they opted for 

the third type, despite its distinct financial disadvantages. Also because the ‘provided’ and 

‘transferred’ schools were controlled by local authorities rather than individual Catholic 

clerical managers the Catholic Church found them unacceptable. The Church’s 

dissatisfaction therefore centred on two main issues, the probable non-Catholic 

composition of education committees and their discretionary powers in the allocation of 

funds. The Catholic authorities did not believe that partition would last too long - an 

illusion that was shattered by the publication of the report of the Boundary Commission in 

1925.

Birrell and Murie (1980) perceived this Act as the foundation of all later development. 

However, Darby (1976) suggested that the recommendations of the Lynn Report were “ ... 

forthright and unspectacular...” (being careful not to confuse the legislation with the 

report). While the government largely accepted them the one area which the Minister of 

Education, Lord Londonderry, ignored was the field of religious education and instruction. 

Londonderry favoured schools for all denominations - under his preferred arrangement 

religion was to be excluded from the required timetable, but religious managers would 

have the right of entry to all schools to provide specific denominational instruction to 

adherents outside normal school hours. There was no plan or intention to produce a 

system of secular schools and in introducing his education bill he stated that he:

...looked with confidence to the future believing that in the new spirit of the new 
era now dawning before our eyes tolerance and mutual respect will replace every 
prejudice and every mistrust. (NIHC 1923)

The basis of the Education Act was the proposal to form a strongly temporal structure of 

state aided primary schools. Unfortunately, this was abhorred by both the Catholic and 

Protestant authorities. Deep resentment was felt by the Catholic Church towards the poor 

financial provision they experienced in their schools. They also had no desire for a formal 

relationship with the new ministry, or to allow public representatives to have any degree of
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control over ‘their’ schools. Protestant opposition stemmed from Lord Londonderry’s 

refusal to accept the Lynn Commission’s recommendations on compulsory Bible teaching 

and the 1923 Act actually forbade the new local authorities to provide religious instruction. 

Dewar et al. (1967) captured the ferocity of feelings of Protestant clergymen:

The 1923 Education Bill caused uproar among the Protestant people who saw in it 
a betrayal of what they had fought for in the Home Rule crisis - the opportunity of 
ensuring that their children be brought up as Protestants. The Protestant Churches 
and the Orange Order felt betrayed. That had believed that their interests had been 
secured in the 1920 Government of Ireland Act. Now they were told that there 
would be no bible instruction in schools and no guarantees that Protestant teachers 
would teach in Protestant schools.

The opposition was spearheaded by a clerical lobby with the formation of the United 

Education Committee of Presbyterian, Anglican and Methodist school managers. This, 

together with support from the Orange Order and prominent unionist politicians, forced 

Londonderry to concede that in future local education authorities would be empowered to 

ensure that simple bible instruction formed part of the timetable.

From October 1923 until March 1925, when the first amendments to the Act were passed, 

it was virtually a continuous offensive against the government by the Churches and their 

confederates throughout Northern Ireland (Ellis, 1992). As a consequence, the controversy 

that followed eclipsed Northern Ireland’s internal politics until 1930. The task facing the 

government was to address the dilemma of reconciling two competing and mutually 

exclusive claims about the effects of the 1923 Act. Indeed, so intense was the opposition 

that the then Prime Minister, Sir James Craig, deemed it necessary to overrule his Minister 

for Education and, in March 1925, he rushed through an amendment which made three 

main concessions to the Protestant Clergy. These were the teaching of religious 

instruction by teachers in county (that is Protestant) schools (Dunn 1993), the deletion of 

the provision banning local authorities from providing religious instruction and permitting 

school management committees to advise local authorities on the appointment of teachers. 

However, there were provisions of the Act itself that caused rancour in the Catholic ranks. 

The Catholic Church was especially concerned about retaining control over the schools 

and the curriculum, as well as the level of government funding. Others were concerned, 

especially where there was a perceived infringement on the Gaelic culture and ethos in
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what Farren (1993, p43) regards as “...antagonism towards their Gaelic heritage”. This 

was particularly evident in the educational ‘provision’ for the teaching of Irish. The 

Nationalist community regarded it as part of their heritage whilst Unionists viewed it, “... 

as part and parcel of Republican propaganda” (Farren, 1989, p205). After a deputation of 

two Catholic teachers and seven priests, the Ministry agreed changes in the provision for 

teaching the subject. This intensified the ideological differences between those Unionists 

who favoured the practical subjects and those Catholics who had a preference for the more 

academic subjects, such as the Irish language.

Comparative peace reigned for about two years until it was determined that these 

conditions were not enjoying full compliance. Also at this time the Catholic hierarchy 

decided to enter the fray. Nationalist MPs frequently stated that their position had 

deteriorated after partition but still refused to participate in any aspect of the Ministry of 

Education. Early in 1926, Lord Londonderry resigned as Minister of Education, ostensibly 

due to a crisis in the coal industry where he was a large employer of labour. However, 

Akenson (1973, p95) believed that this did not fully explain his resignation as “...he had 

been soundly beaten by the Protestant clergy on education matters, and, at a crucial point 

in the negotiations, Sir James Craig had made pivotal decisions while Londonderry was 

absent in London”.

In 1927, Charlemont, who had succeeded Londonderry, asked Cardinal James McRory to 

take a seat on the education Advisory Committee or to nominate someone else. However, 

McRory declined and in doing so he stated that “... he preferred for the present not to have 

any responsibility for advising the Ministry of Education for Northern Ireland.” (McRory, 

1927). Early in October 1927, there were continued signs of unrest at the education 

provision in Armagh, when it appeared that the diocesan synod of the Church of Ireland 

was accused by the Ministry of Education of breaking the 1925 ‘truce’ in respect of 

religious education. This situation precipitated a sequence of events that eclipsed the 

initial event. Throughout the spring of 1928, the presbyteries of the Presbyterian Church 

waged a campaign to seek further amendments to the 1923 Act. These were again in the 

areas of bible instruction, the perception that Catholic primary schools were favoured 

financially over their Protestant counterparts, and also that ministers of religion should be
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regularly appointed to regional education committees. However, the proposed government 

amendments to appease the Protestant clergy had the opposite effect on the Catholic 

clergy. Unlike their previous passive approach, the Catholic bishops entered the 

altercation by issuing a statement claiming that the Catholic primary schools were severely 

disadvantaged financially with little or no aid from public funds to build or equip new 

Catholic schools. This galvanised the Catholic population into action and was especially 

manifest on the St. Patrick’s Day gatherings of 1930, when tens of thousands protested 

against the victimisation of Catholics in education and demanded fair treatment in all 

educational matters.

The educational debate in Northern Ireland throughout the 1920s has been poetically 

encapsulated by Akenson (1973, p89) who stated “...it is easy to become hypnotised by 

the oscillations of religious controversies...”. The continued agitation and demands for 

amendments towards the end of the 1920s and into 1930 led to major reforms that were 

legislated in that year.

The 1930s - Initial Foundations in Educational Reforms
Initially, the concessions to the Protestant demands were embodied in a bill which was 
drafted in November 1929, but did not receive its first reading until the following April. It 

was aimed at satisfying the demands of Protestant lobbies and was to have the effect of 

rendering state schools more Protestant in character. Provision was made for 

representatives of transferors of schools to be included in education committees. Also, 

Bible instruction was to be provided if parents, of not less than ten children, requested it. 

School management committees with the power to short list candidates for teaching posts 

were to be established. According to Dunn (1993), the joint education committee of the 

three main Protestant Churches expressed their satisfaction by stating that the Protestant 

character of the state was now reflected in the state schools. However, this met with an 

intense vocal attack from the Catholic hierarchy, Catholic organisations and Nationalist 

MP’s who were outraged:

That the government should proceed to pass a law to meet the conscientious 
convictions of one section of the people of the Six Counties without, at the same 
time, making an effort to meet the equally conscientious convictions of another
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section, and that section which has the largest number of school-going children of 
any denomination would at first blush seem outrageously impossible, but it is the 
outrageously impossible that continually happens in this unhappy portion of 
Ireland.... We want a guarantee of Catholic teaching in Catholic Schools and that 
is afforded us by the present managerial system. (Devlin, 1930)

Against a backdrop of threats of litigation from the Catholic Church, on the basis that the 

amendments were ultra vires the 1920 Government of Ireland Act, protest rallies by 

primary school teachers were held in support of the Catholic position. These, together 

with denunciations from the pulpit of Catholic Churches and journalistic pressure, resulted 

in the granting of a major concession in favour of Catholic schools. In February 1930, 

McRory forwarded a statement to Charlemont on behalf of the northern Catholic bishops. 

This alluded to the recent papal encyclical on education and quoted parts of it in an attempt 

to justify the Catholic Church’s right to control education:

It is the inalienable right as well as the indispensable duty of the Church to watch 
over the entire education of her children in all instructions, public and private, not 
merely in regard to the religious instruction there given, but in regards to every 
branch of learning and every regulation in so far as religion and morality are 
concerned. (PRONI: 1930)

The intention was to reaffirm the Church’s priority role in the rights to educate their 

children and the State’s role simply to support this position. They reiterated their feelings 

that the Protestant children continued to enjoy privileges and advantage to the detriment of 

their Catholic counterparts. In the South, the Catholic Church had been able to negotiate a 

position in which it effectively controlled the state school system, while retaining control 

over, and ownership of, most of the schools. This may have emboldened its position in 

terms of what it sought to achieve in the North. In the end, the government tried to 

appease both sides in the argument by agreeing to the demands of the Protestant clergy and 

making a concession to the Catholic hierarchy by restoring most of the grant withdrawn in 

1923, and offering 50 per cent grants for the building expenses of privately managed 

schools. Thus, an initial milestone in the educational reforms of Northern Ireland resulted 

in the 1930 Education Act which addressed the financial demands of the Catholic clergy 

and the guarantees sought by the Protestant clergy with regard to selection and behaviour 

of teachers. However, Buckland (1981, p78) advocated that the nature of the 1930 

Education Act “... marked the complete breakdown of the attempt to establish an
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integrated system of education” in that a greater reason was created for the voluntary 

schools remaining outside the state system and, a de facto dual system of education 

became firmly established. In solving one of the government’s problems of ending the 

clerical/Orange agitation it created another since Catholics were dissatisfied with the 

concessions made to them in the Act. While Farren (1989) felt that the 1930 Act marked 

the end to educational controversy involving the Protestant Churches and the government, 

the division between the two Churches had become even more bitter with Buckland (1979, 

p265) reporting that in 1931 Cardinal Archbishop Joseph MacRory of Armagh declared 

that the Protestant Church in Ireland “.. .is not even part of the Church of Christ”!

The continued sectarianism in education impacted adversely on the provision and 

prevented the most rational use of available resources. This resulted in lower standards, 

lack of buildings and facilities development, lack of basic classroom resources (books and 

stationery for one child in ten), and inadequate provision to feed or clothe needy children 

(Kennedy & Ollerenshaw, 1985; Buckland, 1987).

The 1940s - Laying Educational Cornerstones - GB and NI parallels
However, the fiercely contested role of the Church in education was not peculiar to 
Northern Ireland, as it was very much evident in the United Kingdom. This was 

particularly palpable in the Act that was to lay the foundations for UK education for the 

rest of the twentieth century. Akenson (1973) argued that the debate in England and 

Wales was somewhat different in that local authorities were always in a more powerful 

position vis-a-vis the Churches. His argument was that the Churches were obliged to 

operate with frameworks established round local authorities and were slowly, but surely, 

made subservient to local authority interest. The local authorities in Ireland never had the 

same degree of power or influence. The question of the role of the Churches in education 

was part of a wider UK debate and it proved to be a “... more complex, more sensitive and 

more fiercely contested [question] than any other in wartime education reform” (Barber, 

1994, p23). As in Northern Ireland, the Churches and the state had difficulty in 

reconciling their differences over the provision of education. In this situation the Church 

of England and the Catholic Church wanted maximum state funding with the minimum 

state interference. UK Government officials had become increasingly impatient with the
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Churches, particularly the Catholic Church. Prior to a meeting with university vice- 
chancellors on 16th September, James Chuter Ede made a comment in his diary about S. H. 

Wood who was head of the teacher-training branch of the Ministry. Ede noted, “S. H 

Wood said he didn’t know which he hated more - Roman Catholics or vice-chancellors”.

In particular, the Catholic Church fervently embraced its religion’s commitment to raising 

(their) children under the complete influence of the Church and resented any state 

intervention that might adversely affect this. R. A. Butler, between his appointment as 

President of the Board of Education in 1941 and the passage of the Education Act three 

years later, devoted a great deal of his time to working with the Churches in considering 

their concerns and demands. The Butler Act, as the legislation became known, was one of 

the great education reforms that shaped British education for almost half a century. The 

Act provided that all children were to receive post-primary education and that the school 

leaving age was to be raised to fifteen. The trilateralism of grammar, secondary modem 

and technical schools was not written into the Act, but Akenson (1973, pl57) stated “...the 

statements of the government’s intentions made it clear that trilateralism was an implied 

feature of the new education act”.

Similar to the situation in Northern Ireland, the Anglican Church was prepared to cede a 

degree of control in return for an increase in state funding for their schools. However, the 

Catholic Church was recorded as demanding the most time and energy, and their 

intransigence resulted in education reform proposals being refined in line with those who 

had shown a greater willingness to co-operate. This stance meant that its position was 

actually counter-productive. Butler attempted to show that he had painstakingly sought a 

settlement but it was the intransigence of the Catholic Church that should be perceived as 

preventing agreement. The Catholic Church remained opposed to Butler’s plans during 

1943 and even throughout the passage of the Act. In an address at Edgbaston in July 1943, 

the Catholic Archbishop of Birmingham summarised his Church’s fierce opposition to the 

education reforms:

The present English educational system provides schools built with public money
for those who are satisfied with undenominational religious teaching...but it
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refuses to provide schools for those who cannot in conscience accept this... This 
amounts to a refusal to give our children equal opportunity of education.

In Northern Ireland, the government was predisposed to follow England’s lead in some 

aspects of social reform and, notably, free secondary education. In June 1943, the Ulster 

Teachers’ Union had advocated that the government should emulate the educational 

reconstruction in England. At the opening of the 1944/45 parliamentary session, the 

King’s speech announced that educational reforms of the nature advocated were being 

addressed in a White Paper under compilation.

This was followed by the publication of the government white paper of 1944 that increased 

the school leaving age to fifteen, imposed a break from primary to secondary education at 

11-plus and established secondary education as the umbrella term for all post-primary 

education. Akenson (1973, pi60) however, was convinced that the White Paper’s most 

“...divisive proposals...” concerned religion. An increase in grant aid to Catholic schools 

was given. In addition, a conscience clause was included to allow teachers the right not to 

be forced to teach religious education, while another measure excluded the teaching of 

religion from the secular day in county schools.

As with previous acts there was a significant degree of objection but clerical pressure was 

resisted and the White Paper, virtually unchanged, became law in 1947. This Act 

represented a significant social and educational advance by the introduction of universal 

secondary education. Previously, this was only available to those who could pay for it or 

through scholarships to children from poor backgrounds that were academically able. 

McEwen (1999, pl2) viewed this as “...following the familiar pattern of 

denominationalism with the continuation of segregation in the primary schools into the 

new secondary sector”. The Act led to the creation of a complex education structure, 

which prescribed three clearly demarcated stages in education: primary, secondary and 

further education. Most of the provisions in the Act were uncontroversial and acceptable 

to all Churches with the exception of the issue of religious instruction in county schools. 

Farren (1995) considers these educational reforms with the Irish and United Kingdom 

perspectives, and provides clear and succinct evidence of the influence of the clerics in all 

matters of education with continued opposition and, in the case of the Catholic Church, a
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significant degree of intransigence. These two issues of religious interest and views on 

free secondary education did not end here, but were the subject of more debate and 

change, and also the dismissal of more Ministers of Education! Another issue lay in the 

area of social class - the Governing Bodies Association (GBA) was established at this time 

to resist government influence over who got into grammar schools and provided a rare 

example of Protestant/Catholic co-operation in the interest of social privilege.

The 1950s and 60s - A Divided Society

Northern Ireland passed through the 1950s as the most divided, as well as the poorest, 

region of the United Kingdom. The frustrations of the socially disadvantaged Catholic 

population were reflected in the Westminster election of 1955 when the Nationalist Party 

stood aside thus enabling Sinn Fein, with its emphasis on armed force, to win a massive 

152,000 votes and two seats. The ERA leadership interpreted this as moral justification for 

a campaign of violence from 1956-62. However, this campaign failed due to a number of 

factors, including a lack of support from the Catholic population and strong condemnation 

by the Catholic Church. The then Prime Minister, Lord Brookeborough, adopted a policy 

of ignoring the Catholic minority and opposing every proposal to broaden the basis of 

unionism to include Catholics.

The effects of the 1947 Education Act on middle class Catholics created a new group of 

professionals who wanted to be involved in their own destiny rather than follow the 

hitherto traditional Nationalist policy of abstention from political life. In the early 1960s a 

new National Democratic Party was formed who pledged to work for Irish unity by the 

consent of the northern majority. The election of Terence O’Neill as Prime Minister 

helped develop a more tolerant acceptance of ‘opposition’ politics and he made a number 

of symbolic visits to Catholic schools. Unfortunately, the symbolism did not appear to be 

manifest in any new policies of equality and the Catholic feelings of betrayal and 

impatience developed. The year 1966 saw the ignition of the blue touchpaper that was to 

smoulder for three years before sparking off thirty years of bombings and shootings, 

resulting in many thousands of deaths and maiming.
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Easter 1966 was something of a paradox. On Good Friday, Terence O’Neill expressed the 

hope that Catholic and Protestant children could be educated together. He realised that 

this would be a long-term prospect and, according to Wichert (1999), encouraged unity in 

working together to endure better opportunities for the children. Although O’Neill worked 

to improve community relations, the community became even more divided although the 

survey published by Rose (1971) noted that, as late as 1967, the state of community 

relations was very positive.

With Republican celebrations being organised to commemorate the 1916 rising, a counter 

demonstration, with Protestant hymn singing, was pelted by stones and bricks as it passed 

through the Catholic Markets area of Belfast. The following weekend witnessed 

Protestant rioting in the Shankill area with the intention of looting Catholic owned public 

houses. In the summer loyalist militants, identifying with the fiftieth anniversary of the 

Somme, formed the terrorist Ulster Volunteer Force (UVF) and openly declared war on 

IRA members and sympathisers. Many unionists felt that O’Neill had gone too far in his 

attempts to accommodate Catholics, whereas Nationalists were angry at “...the betrayal 

by O’Neill of hopes falsely raised” (Curran 1986, p60). This perception led, in 1967, to 

the formation of the Northern Ireland Civil Rights Association (NICRA). The emerging 

civil rights campaign was focused largely on grievances concerning social injustices 

against Catholics in housing, employment and electoral issues.

hr 1968, an Education Act was passed in Northern Ireland mainly to address management 

issues especially with respect to the role of the Churches. Concessions that had long been 

demanded were offered to both the Catholic and Protestant Churches in what Darby (1995, 

p 25) regards as “...an unspoken quid pro quo”. For the first time, the Catholic hierarchy 

agreed to form a shared form of management between the Church and the governments. 

Within this system the former ‘four and two’ schools became known as Voluntary 

Maintained schools and were eligible for 80 per cent grants towards approved capital 

expenditure - an increase of 15 per cent. On the Protestant side, a matching concession 

was made in that the Church would be represented in management in the new county 

schools which were being built in areas where no Church school had previously existed.
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Ironically, this deal arose from a period when people felt that community relations were 

improving.

In October 1968, NICRA held a civil rights march in Londonderry as it represented “...the 

citadel of discrimination” (Buckland, 1981, pi22). However, this march was in 

contravention of a ban on marches imposed two days earlier by the Minister of Home 

Affairs, William Craig, under the Public Order Act (Bew and Gillespie, 1999). Rioting 

broke out after a confrontation between members of the Young Socialists who threw 

placards at the Royal Ulster Constabulary (RUC) and were met with a baton charge. A 

year later a march, organised by a small militant group Peoples’ Democracy (PD), from 

Belfast to Londonderry was attacked at Bumtollet (Bardon, 1992). This march had not 

been sanctioned by NICRA as they had accepted O’Neill’s call for a truce on marches. 

However as a result of the treatment meted to PD marches, especially after Bumtollet and 

their arrival in Derry, the truce disappeared. This empted into sectarian violence in both 

cities with clashes between nationalists and the RUC in Londonderry and, in Belfast, riots 

of a more overtly sectarian character due to the geography and demography of the city. 

Protest, counter-protest and state reaction led to civil disturbances and continuous street 

rioting (Elliott and Flackes, 1999). To support the over-stretched RUC, contingents of the 

British Army were deployed throughout Northern Ireland. Bardon (1992, p671) reported 

that residents of Catholic areas, “... preferring soldiers to armed police, plied them with 

cups of tea”. However, relationships between the security forces and the Catholic 

community quickly deteriorated. The Irish Republican Army (IRA) organised an armed 

campaign ostensibly to protect Catholics but with the ultimate goal to reunite Ireland. 

Other splinter groups from both republican and loyalist origins joined in the ensuing 

violence.

The 1970s and 80s- Striving for Consensus
Within three years, some 400 people had died violently but 1972 witnessed the worst year 

of atrocities with a further 470 people losing their lives (Harkness, 1983) (a total of 3,600 

people died as a result of the ‘Troubles’). With the IRA’s relentless violence continuing 

unabated and the forces of loyalist militancy preparing for a ‘backlash’, it remained to be 

seen if any form of cross-community consensus might yet emerge from the surrounding
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chaos. Against such an horrific backdrop, the movement for integrated education was 

bom and slowly developed. Although there was initial pressure for integrated schools 
little action was evidenced for almost a decade.

The perception was that Catholic schools reflected the cultural aspirations of Catholic 

children and state schools those of Protestant children. The 1968 Education Act provided 

for three new school types: voluntary Catholic (maintained), other voluntary schools and 

controlled schools. The Catholic Church exercises considerable influence through its 

ownership of the voluntary ‘maintained’ primary and secondary schools, and more than 

half of the voluntary grammar schools. In contrast, the influence of the Protestant Church 

is described by McEwen (1999) as being more diffuse based as it is on the rights of 

representation on the Boards of Governors of ‘controlled’ schools and with a significant 

presence in the management of voluntary grammar schools.

This polarisation is also reflected in the recruitment of teaching staff and the low numbers 
of children of a particular religion attending a school of a different denomination. 

Akenson (1973, p!94) provides a summary of the pattern of attendance on the rolls of 

primary schools in 1974 (Table 1).

Table 1 NI Primary School Enrolments in 1964

Type of School Roman Catholic 
n (%)

Other Denominations 
n (%)

County 887 1 96,673 99
Four-and-two 905 21 3424 79
Single management voluntary 87,439 99 987 1

Source: Adapted from Akenson (1973)

In 1985, Murray’s data indicated that 97 per cent of state primary schools had less than 5 

per cent Catholic pupils with a similar pattern reflected in maintained schools in respect of 

Protestant children. With regard to teaching he stated that only 0.3 per cent of Catholic 

teachers were employed in state primary schools and 0.5 per cent of Protestant in the 

maintained sector. Dunn et al. (1977) further explored the differences between the schools 

as a response to a growing interest in the relationship between schooling and conflict. This 

interest has also been expressed by other writers (Boyle, 1976; Darby et al, 1977; Darby, 

1978; Fulton, 1982; Dunn, 1986; Dunn & Smith, 1989; Wright, 1991; Moffat (Ed.) 1993;
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Fraser & Morgan, 1999) who highlighted the increasing polarity and tensions between the 

two communities.

Thus, in this troubled landscape of polarisation and division with an extensive period of 

political upheaval and terrorist activity, a number of parents of both denominations 

decided that they wanted their children to be taught together and this resulted in the 

opening of the first integrated school in 1981.
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CHAPTER 2 THE EMERGENCE OF INTEGRATED EDUCATION

Educating Children Together
The question of segregated education has surfaced at fairly regular intervals and focused 

attention on denominational schools as a factor for the conflict in Northern Ireland. As we 

saw in the previous chapter the educational system in Northern Ireland reflects aspects of 

social division on religious grounds and, for some, illustrates a de facto condition of 

separate development between the two main religious communities. The majority of 

children are educated, at least until tertiary education, in almost exclusively sectarian 

schools. Department of Education figures for the academic year 1999/2000 clearly 

illustrate this.

Table 2 Religion of School Pupils in Northern Ireland 1999/2000

Religion Pupil Numbers % of Total
Protestant 144248 42.1
Roman Catholic 173951 50.7
Other Christian 3565 1.0
Non Christian 1058 0.3
No Religion/Not Recorded 20073 5.9
TOTAL 342895 100.0

Source: Department of Education Statistical Release 11 “ April 2000

This segregation extends even to teacher training, where practically all students training as 

primary teachers go through two colleges, one of which is owned and managed by the 

Catholic authorities and is attended almost exclusively by Catholic students, while the 

other has a largely Protestant enrolment. Against the backdrop of the long-standing, 

violent conflict a number of parents believed that, if children went to school together, 

some of the mutual ignorance about each other’s culture might be reduced. Since the late 

1960s, every major opinion poll or social survey on this topic in Northern Ireland has 

shown a majority, in most cases a large majority, of adults wanting an integrated education 

for their own children (National Opinion Polls for the Belfast Telegraph, 1967 and 1968; 

Rose, 1971; Fortnight, 1973; Miller, 1978; Moxon-Browne, 1983; Hughes and Donnelly, 

2001). Some support was evidenced by two of the main Protestant Churches who passed 

general resolutions expressing guarded support for religiously integrated schools 

(Presbyterian Church in Ireland, 1971,1974; Church of Ireland General Synod, 1970, 1974, 

1975, 1978). Cardinal Conway (1971) stated the views of the Catholic hierarchy, which
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opposed the concept of integrated education and argued that Catholic children should be 

taught in Catholic schools, as a matter of religious principle.

However, in the early 1970s two relatively direct political interventions emerged. The first 

of these was a group of mainly Catholic parents who sent their children to state (de facto 

Protestant schools). According to Darby (1976) this resulted in acrimonious debate with 

Bishop Philbin, who refused to administer Confirmation to the children. In 1974, the 

organisation All Children Together (ACT) was established comprising a group of parents 

and others interested in integrated education. Most people involved in education felt that 

ACT was unlikely to make much progress and would probably not survive long. 

However, no one in the churches, the political parties or the civil service could have 

envisaged the persistence of some of its founder members. At the outset the intention of 

ACT was not to establish new schools, but rather to persuade existing schools to change to 

integrated schools. The hope was that these schools would change their ethos and the 

religious profile of pupils and staff. In 1976, ACT published a paper with proposals for 

shared management of schools in Northern Ireland. The main thrust of this paper was to 

the proposal for a model to integrate existing schools with the development of a 

curriculum to promote a common pattern of religious and moral education, and of 

historical and cultural studies. With the help of Lord Dunleath a Bill was passed in the 

House of Lords in 1978. The Education (Northern Ireland) Act of 1978, which later 

became known as the Dunleath Act, enabled schools to change their status accordingly. 

As a result of the Act a new Article (11 A) was inserted into the Education and Libraries 

(NI) Order of 1972 which empowered the Department of Education to approve a proposal 

for the change of status of a school. Only Boards of Governors could initiate this change 

and, although one school considered this possibility, they did not pursue the notion so, in 

fact, no school availed of the opportunity presented by the Act.

The First Integrated Schools 1981-1989
Meeting with significant resistance, ACT decided to create a new school and Lagan 

College, as an independent, integrated school, was opened in 1981 with 28 pupils, in a 

scout hut on the outskirts of Belfast. During the summer of 1984 a series of discussions 

took place concerning the future of integrated education and these culminated in the
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compilation of a report entitled, ‘The Development of Integrated Education in Belfast - A 

Planning Study’ (Spencer, 1984). As a consequence, a second pressure group, the Belfast 

Trust for Integrated Education (BELTIE), was formed. The immediate objective of this 

new trust was to support the opening of two new schools in the North Belfast Area. 

BELTIE felt that, at the outset, it was appropriate to concentrate its efforts in the City of 

Belfast, and sought advice and viability assessment from All Children Together (ACT). 

However, there was a degree of tension between the two groups with ACT arguing for the 

consolidation of Lagan College, and BELTIE for the expansion of the whole system. ACT 

decided to support the opening of an integrated primary school in South Belfast and 

BELTIE decided to concentrate its efforts in North Belfast. It is worth noting how the 

movement seemed to split, even at this very early stage, which may not be unrelated to the 

systemic weakness later identified in the sector. The combined efforts of these two groups 

resulted in the development of three new integrated schools in 1985. Forge Primary in 

South Belfast was established as a result of ACT’s support and BELTIE established two 

schools in North Belfast. The first of these was Hazelwood Primary School with a nursery 

unit and an all-ability secondary school, Hazelwood College. There was a sense of 

urgency to emulate the success and growth of Lagan College, and to develop and clearly 

promote the concept of integrated education, otherwise the College could be simply 

regarded as a token gesture. In the first Secretary’s Report in 1984 it was stated:

The Trust was also constituted with some urgency because it was known that 
redundant school buildings suitable for purchase and use as integrated schools had 
been declared surplus to requirements by the Education Authority, and we as a 
group felt that the opportunity should not be lost, and that every effort possible 
should be made to promote and advance integrated education.... (p4)

Without government assistance these schools had to be independently financed through 

voluntary fund raising, Charitable Trusts and Foundations. ACT favoured a gradual 

expansion of integrated schools and felt that it was important for Lagan and Forge to 

become established and prove their viability. BELTIE supported a faster expansion policy 

with a desire to create a rapid impact.

As this integrated movement gained momentum through the 1980s a central forum and 

umbrella organisation was formed, in 1987, to act as a focal point and facilitator for the
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movement - the Northern Ireland Council for Integrated Education (NICIE). The role of 

the new organisation was to co-ordinate the efforts to develop integrated education and to 

assist parent groups in opening new integrated schools. Additionally, its remit, at this 

stage self-defined, was to ensure that there was parity of treatment between the integrated, 

controlled and maintained sectors as well as between the individual schools in the 

integrated sector itself. Although the initial focus had been on the Belfast area, as a result 

of growing interest in other areas a total of ten integrated schools had been established 

across Northern Ireland. NICIE holds charitable status and, as a consequence of the 1989 

Education Reform Order, obtains core funding from the Department of Education. The 

Order required government to support the development of integrated education and within 

the Department this legal responsibility was interpreted as being fulfilled when they 

funded NICIE as a statutory body. According to the NICIE Statement of Principles, 

integrated education in Northern Ireland is defined as:

Education together in school of pupils drawn in approximately equal numbers from 
the two major traditions with the aim of providing for them an affective education 
that gives equal recognition to and promotes equal expression of the two major 
traditions. The integrated school is essentially Christian in character, democratic 
and open in procedures and promotes the worth and self-esteem of all individuals 
within the school community. The school as an institution seeks to develop mutual 
respect and consideration of other institutions within the educational community. 
Its core aim is to provide the child with a caring self-fulfilling educational 
experience, which will enable him/her to become a fulfilled and caring adult.

With the accelerated growth of the integrated movement the generation and funding of a 

central organising council was a major achievement. This, coupled with the significant 

increase in numbers at existing integrated schools influenced the political environment and 

government support gradually started to be evidenced.

Government policy relating to the support of integrated education was first stated in 1988 

when, in proposing the Education Reform (NI) Order (1989), the Department of Education 

for Northern Ireland (DENI) declared that

.... It would be the intention to give the highest priority within the capital 
programme to integrated projects involving the provision of necessary additional 
pupil places. (Para 62 Proposals for Reform)
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Gallagher (1995) regarded the legislation as a commitment by government to encourage 

more integrated schools and featured the incorporation of two cross-curricular themes 

linked to community relations issues (Education for Mutual Understanding (EMU) and 

Cultural Heritage) into the common curriculum (Smith and Robinson, 1992, 1996). Prior 

to the Education Reform (NI) Order legislation did not provide for a specific category of 

integrated education.

The Education Reform Order and Accelerated Growth 1989-1996

The major legislation in 1989 of the Education Reform (Northern Ireland) Order followed 

market-oriented reforms of the previous year in Great Britain. The then Education 

Minister, Brian Mawhinney, included specific reference to integrated schools in legislation 

and established more effective ways of setting up and funding new integrated initiatives. 

Instead of having Grant-Maintained schools in Northern Ireland the decision was to create 

new Grant-Maintained Integrated Schools which was a major boost for integrated 

education. The legislation also included provision for existing schools to change or 

‘transform’ to integrated status, following a parental vote and ministerial approval. More 

support was evidenced for this new educational sector by new statutory measures in the 

Order, which made a number of provisions:

• a statutory duty on the Department of Education for Northern Ireland (DENI) to 
encourage and facilitate the development of integrated education (Article 64);

• powers to provide recurrent funding from the date of achieving grant- 
maintained status and achieving first year enrolment criteria (both primary and 
second level colleges); and

• power to support an organisation which has the objective of encouraging, and 
promoting integrated education.

Grant-Maintained Integrated schools are not eligible for a capital grant until they have 

cemonstrated that they can sustain a viable enrolment of three consecutive intakes at the 

minimum level. With a significant degree of the financial burden lifted from parents and 

Boards of Governors they were able to concentrate on the development of the schools to 

ficus on the promotion of understanding and respect for pupils of different religious 

faditions.
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With the implementation of the Education Reform (NT) Order, it has been the duty of the 

Department of Education to encourage and facilitate the development of integrated 

education, although as we have seen above the government has chosen to interpret this 

duty as being fulfilled by the allocation of funds to NICIE. Under the terms of the 

legislation there are two categories of integrated education: controlled integrated (Cl) and 

grant maintained integrated (GMT). The differences between the two relate to the nature of 

their relationship with Education and Library Boards (ELBs) and the structure of their 

Board of Governors. With the enactment of the legislation in 1990, the existing integrated 

schools were able to opt for either model of integrated status, but only two opted for 

controlled integrated rather than grant maintained integrated status

Under the legislation, new integrated schools qualified for Government grants 

immediately, even if they were small, so long as there were reasonable prospects for 

growth. In addition, the procedures for transforming existing schools were extended and 

could be initiated directly by parents. Integrated schools became eligible for 100% 

funding, though in the case of new schools, grants for capital development were still not 

available until viability has been established. This would require three consecutive intakes 

at the minimum level (in primary schools this was 15 and in second level colleges 60). 

Also, the long-term intake (LTE) was set at 100 and 300 respectively for the two sectors.

In 1991, in addition to the schools set up by parents, two controlled secondary schools 

decided to seek transformation to integrated status. This route is attractive to government, 

in that it has the potential to provide integrated places without incurring the capital costs of 

new schools in an education system where there is already an oversupply of places. A 

parent ballot is how the legal process of transformation is instigated but Stephen (1993) 

indicated that experience has suggested this has the potential to be divisive, although this 

is probably an inevitable consequence of having a vote.

In 1992, the Integrated Education Fund (IEF) was established with money from the 

European Union Structural Funds, the Department of Education NI (DENI), the Nuffield 

Foundation and the Joseph Rowntree Charitable Trust to help integrated schools with 

capital costs. This independently administered capital fund has the aim of providing a
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financial foundation for the development and growth of integrated education in Northern 

Ireland with an initial capital base of £2.375M. However, a draft strategic plan (IEF, 1993, 

p2) suggested that “...very vaguely known and changing government policies, budgets and 

intentions for capital funding”, were creating “...grave problems for planning and clear 

communication”. In 1994 and 1995 DENI provided a further £1M on the grounds that it 

should be used to provide interest-free loans to assist with DENI-approved, capital 

development schemes. Between NICIE, IEF and a consortium of local banks, a loan 

facility of up to £21M has been agreed and this is available to fund capital development at 

schools approved by the Department of Education for Northern Ireland. Newly opened 

integrated schools, unlike their counterparts in the Controlled and Maintained sectors, do 

not enjoy the provision of capital funding from DENI. In order to attract a capital grant 

from the Department they had to prove their viability for up to three years.

The government’s policy on integrated education was reaffirmed by the Northern Ireland 

Secretary of State, Sir Patrick Mayhew, at the opening of Saints and Scholars Integrated 

Primary School (Armagh) in June 1995 when he declared his wish to see integrated 

schools wherever there was sufficient parental demand. Unfortunately, however, DENI 

decisions in 1995 resulted in an obvious under-resourcing of the internal operations of 

NICIE. Representation to the Department yielded some extra funding for an increase in 

staffing levels, but growth in integrated education was limited in four ways:

1. existing schools were kept in mobile classrooms. Six of the then existing 
twenty- three integrated schools operated entirely from mobile classrooms yet 
they were placed at the bottom of the D.E.N.I. capital priority list;

2. permanent extensions to 1994 schools were suspended;
3. minimal core provision of classroom facilities with all classrooms in mobiles 

and;
4. a refusal by DENI to agree to fund new schools where there is parental 

demand.
(NICIE. Fifth Annual Report 1995)

This report also highlighted the increased support that transformation, as an option, was 

gaining, but it was identified that the complex ideological and financial issues involved 

had to be considered in depth. With all factors considered a significant degree of 

accelerated growth in integrated education was evident. From under 2000 pupils in ten 

grant-aided and independent schools in 1989, the numbers increased to over 7000 pupils in 

34 schools by 1996.
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Integrated Education Policy and Growth 1996 - 2002
In February 1996, DENI decided to review the integrated education policy mainly because 

of the financial demands caused by the growth of the Grant-Maintained Integrated schools. 

The Department felt it necessary to raise the minimum viability criteria and to encourage 

schools to pursue the transformation route to integrated status. The required minimum 

intake was raised from 15 to 25 for new integrated primary schools and from 60 to 100 for 

new Grant-Maintained integrated colleges. The long-term enrolment (LTE) was raised 

from 100 to 175 in the primary schools and from 300 to 500 in the second level colleges. 

(However, representations from the integrated sector resulted in post-primary criteria 

being revised in 1998. The minimum intake was reduced to 80 and the LTE to 400).

Another government initiative to address the financial pressures created by the growth of 

the Grant Maintained schools was to promote and encourage transformation of existing 

schools to seek integrated status. The much smaller outlay to transform an existing school 

was obviously a major attraction for the Department. This was manifest in July 1996 in a 
consultation document setting out proposals about the conditions that should apply to 

existing schools wishing to seek integrated status. However, before the launch of the 
actual policy document, ‘A Framework for Transformation’, in February 1997, much 

criticism had been levelled at the government’s attempt to cut comers. An opinion piece 

in the Belfast Telegraph (Irwin, 1996) reported on the findings of an academic research 

project and reflected the author’s view of the policy, and regarded the government’s plan 

as both fundamentally flawed and compromised by spending cuts.

The proposals stated that ‘transforming’ schools could be started with only 1% of their 

students from the minority community. The researchers felt that this could lead to these 

children becoming the targets and victims of sectarian abuse. The proposals stated:

Parents who are interested in truly integrated education should be wary of 
‘transforming’ unless they have an ‘integrated’ philosophy and ethos and are 
making real efforts to recmit governors, staff and pupils from the other community 
in significant numbers.

Irwin (1996) was quite scathing and felt that the transforming approach was simply 

“... trying to get more integrated schools on the cheap”.
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However, also in 1997, the United Nations Committee on Economic, Social and Cultural 

Rights found the educational policies in Northern Ireland to have a number of significant 

problems to address, although these concerns only emerged after lobbying by Irwin and 

did not lead to any significant after-action by UNESCO.

The committee expresses its concern that the educational structure in Northern 
Ireland is heavily segregated with most Protestants attending Protestant schools and 
most Catholics attending Catholic schools and only approximately 2 per cent of the 
school population attending integrated schools. The Committee is of the view that 
current government policy, which appears to consist of a willingness to consider 
the conversion of existing Protestant or Catholic schools into integrated schools if 
it is the wish of the majority in a given school, is ineffective and likely to preserve 
the status quo. The situation is particularly deplorable given that it has been 
reported that approximately 30 per cent of parents in Northern Ireland would prefer 
to send their children to integrated schools. (UNESCO 1997)

The year 1998 created an opportunity for reconciliation between the different communities 

in Northern Ireland with the signing of the Good Friday Agreement which was a clear 

indicator of cross-community support for the agenda for peace. Within Section 13 of the 

Agreement it clearly states:

An essential aspect of the reconciliation process is the promotion of a culture of 
tolerance at every level of society and includes initiatives to facilitate integrated 
education and mixed housing.

However, concern was expressed at the government’s lack of financial support to 

integrated education. In the light of the Good Friday Agreement, a working party on the 

promotion of tolerance was established. The position was reflected in the NICIE 1998/99 

report which stated that there were integrated schools and colleges struggling for survival 

due to the lack of recognition from DENI and the subsequent absence of funding. An 

article in the Belfast Telegraph (Gratton, 1998) reported the fact that the government 

disclosed that it had saved £1.27m by failing to recognise three new integrated schools. 

The education Minister, John McFall, admitted the saving in a reply to a parliamentary 

question put by the Liberal Democrat Spokesman on Northern Ireland, Lembit Opik. 

Three days later a government press release was circulated to advise that Mr. McFall had 

launched a consultation on the promotion of tolerance in schools. Launching the report, 

‘Towards a Culture of Tolerance: Integrating Education’, the Minister said:
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The Good Friday Agreement places a duty on everyone to work together to 
develop reconciliation and mutual understanding at all levels of society. The 
education service has a seminal role in this and the proposals in this report set out 
how schools can reinforce and promote a culture of tolerance (pi).

Maturity of the Sector
After some twenty years the integrated education sector is in a period of transition to 

maturity. The evolution of the sector has followed a traditional industry life cycle as 

outlined by Porter (1980) in his seminal work on competitive strategy. After a slow start, 

followed by a period of relatively rapid growth, the sector has now reached a phase of 

maturity which is marked by a contracting market, in this case falling numbers within the 

overall education sector, and a subsequent intensification of competition for this 

decreasing resource base.

Table 3 Pupil Numbers in Integrated Education 1981-2001

YEAR 1981 1986 1991 1995 2001 %
Change
81/01

Total NT. Pupils 354687 338476 335394 350058 348065 -1%
Total Integrated Pupils 28 540 5379 9247 14626
% Integrated: NT Pupils 0.01 0.15 1.60 2.64 4.25

Source: DENI Statistics Branch and NICIE

A number of interacting and dynamic factors are present in all industry sectors and are 

particularly relevant to education. These include changes in demographics, changes in 

consumption ‘needs’, changes in government policy and changing relationships within the 

industry or sector. Table 3 shows the changes in the growth of integrated education within 

the overall education over a twenty-year period. Against a declining market integrated 

education has been increasing its market share.

Structure of the Sector
At the time of compiling this dissertation there were 45 integrated schools, 10 of these had 

been founded before the 1989 Education Reform Order and the remaining 35 afterwards. 

Of these 31 are grant maintained and 14 are controlled (12 transformed). Table 4 names
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the schools, shows the year they were founded and the number of pupils over during the 

academic years 1997 - 2001.

Table 4 Integrated Schools In Northern Ireland

School/College Location Opened 1997 1998 1999 2000 2001
Lagan College Belfast 19S1 965 965 964 980 1015
Forge CIPS Belfast 1985 179 179 214 217 228
Hazelwood College Belfast 1985 668 668 685 799 718
Hazelwood IPS ’ Belfast 1985 440 440 402 402 410
All Children’s CIPS Newcastle 1986 203 203 204 214 227
Bridge IPS Banbridge 1987 342 342 384 394 393
Mill Strand IPS ‘ Portrush 1987 232 232 217 217 217
Windmill IPS ” Dungannon 1988 159 159 175 185 190
Braidside IPS ’ Ballymena 1989 205 205 251 255 264
Enniskillen IPS Enniskillen 1989 224 224 220 205 213
Omagh IPS " Omagh 1990 195 195 184 180 210
Portadown IPS ‘ Portadown 1990 212 212 201 197 195
Brownlow CIC 1 Craigavon 1991 364 364 364 355 365
Carhill CIPS T Garvagh 1991 50 50 50 48 47
Corran IPS * Lame 1991 164 164 142 140 163
Oakgrove IPS ’ Londonderry 1991 360 360 391 397 442
Acorn IPS * Carrickfergus 1992 254 254 198 203 203
Oakgrove IC Londonderry 1992 650 750 755 779 780
Cranmore IPS Belfast 1993 139 150 157 193 162
Lough View IPS Belfast 1993 169 216 213 240 267
Saints & Scholars IPS " Armagh 1993 183 183 193 192 228
Erne 1C Enniskillen 1994 294 360 376 391 384
Shimna IC Newcastle 1994 286 350 412 470 460
Integrated College Dungannon Dungannon 1995 195 265 401 432 468
Cedar IPS Crossgar 1995 88 115 135 156 171
Drumragh IC Omagh 1995 319 420 530 540 532
New-Bridge IC Loughbrickland 1995 240 300 387 435 456
Portaferry CIPS ' Portaferry 1995 6tT 60 65 67 87
Hilden CIPS T Lambeg 1996 55"1 55 66 7V 72
North Coast IC Coleraine 1996 170 250 327 43V 450
Oakwood IPS ’ Derriaghy 1996 ifT 100 113 HV 155
Rathenraw CIPS ' Antrim 1996 108 110 103 107 102
Slemish IC Ballymena 1996 160 240 389 501 563
Annsborough CIPS r Castlewellan 1997 50l 50 51 47 45
Ulidia IC Whitehead 1997 65~ 150 230 322 398
Strangford Carrowdore 1997 66 150 239 323 420
Malone IC Derriaghy 1997 127 280 388 520 650
Bangor Central CIPS 1 Bangor 1998 440 460 479 502 483
Kircubbin CIPS f Kircubbin 1998 60 60 100 100 108
Kilbroney CIPS T Rostrevor 1998 50 50 64 70 70
Priory CIC T Holywood 1998 415 420 392 430 450
Down Academy CIC 1 Downpatrick 1998 300 300 269 300 276
Forthill CIC T Lisburn 1998 850 850 813 850 893
Spires IPS Magherafelt 1999 58 90 121
Millennium IPS (Independent) Carryduff 2000 10 34
Camlough CIPS Camlough 2001 28
TOTAL PUPILS m TOTALS 10836 11910 12951 14080 14813
TOTAL N. IRELAND PUPILS ,2) 354230 352562 350549 348999 348065
% INTEGRATED: N. IRELAND 3.06 3.38 3.69 4.03 4.25
% Annual Change in N.Ireland -0.47 -0.57 -0.44 -0.26
% Annual Change in Integrated +9.91 +5.72 +8.71 +5.20

' Pre-school Unit r Transformed School

(1) NICIE figures (2) Dept, of Education - Compendium of Statistics
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It also clearly shows that against a declining birth rate, integrated education is attracting a 

growing percentage of pupils. While this is encouraging it also creates an intensification 

of competition between the integrated schools.

Table 5 Integrated School Numbers By School Type 2001

Type of School No.
Grant Maintained Integrated Primary 18
Grant Maintained Integrated College 13
TOTAL GRANT MAINTAINED SCHOOLS 31
Controlled Integrated Primary 11
Controlled Integrated College 4
TOTAL CONTROLLED SCHOOLS 15
TOTAL SCHOOLS 46
Schools with pre-school provision 11

A summary table of integrated establishments shows the existing nature of the education 

provision within the sector (Table 5). The development of two distinct school types - GMI 

and controlled - creates two sub sectors within the overall sector and could be a cause for 

tension between them. The schools have a forum for discussion, the Association of 

Principals and Teachers in Integrated Schools (APTIS) which is currently attended only by 

principals and meets on an ad hoc basis.

Overlapping Catchment Areas of Existing Integrated Schools
Figure 1 provides an overview of the locations of the existing integrated schools in 

Northern Ireland. While some areas do not yet have a local integrated education provision, 

others have a number of schools with overlapping catchment areas in the Belfast urban 

area. This situation could lead to a further intensification of competition and subsequent 

tension within the sector especially if future growth was not targeted at appropriate areas. 

Tensions may be lessened if growth is not organised in a strategic manner - arguably the 

development to date has not been strategic since a group of parents anywhere could 

propose to set up a school, or any one of a number of others could seek transformation. 

The system tries to impose some strategic control, through the requirement for ministerial 

approval, amongst others, but there is currently no basis for people to plan the best, or 

most efficient, place to consider locating new integrated schools. One of the consequences 

of the culture of tolerance group was to encourage NICIE and some of the ELBs to discuss
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some procedure for co-ordinating their thinking on future schools, but this has not yet 
advanced to the formal planning stage.

Fig. 1 Map of Locations of Integrated Schools in Northern Ireland
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The Educational Marketplace
The Education Reform Act of 1988 and its implementation in Northern Ireland under the 

Education Reform Order (ERO) (1989) was designed to establish a market in education 

but, according to the Northern Ireland Economic Council (NIEC, 1995), the Order appears 

to apply a simple economic model to the provision of education services in order to raise 

standards. The Council suggested that, “ the ERO is a less appropriate piece of legislation 

for Northern Ireland than the corresponding legislation for the rest of the UK due to the 

different system of education currently being provided here” (p2).

According to Omerod (1994), the imposed direction of the government reforms has been 

enforced by a ‘neutered’ form of economics which has moved away from the classical 

economics as expounded by people such as Smith, Malthus, Ricardo and Marx to a purely
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quantitative approach. He argued that many enlightened economists would argue that this 

mathematical approach does not take into consideration many important environmental 

variables, such as the context in which schools are operating, which are essential for 

effective economic appraisal. This would include political/legal, economic, social and 

technological changes and trends.

At the same time, society has also changed in its structure, norms, aspirations, behaviour 

and values. As a result of economic and income growth, demands have moved beyond 

basic survival needs to the fulfilment of psychological aspirations. The balance of 

population numbers has changed and the resultant outcome has been an altered perspective 

in culture. The resultant outcomes of these changing consumer expectations have been 

far-reaching implications for schools. Some of the external changes have been considered 

by Sayer (1989) who identified that, out of necessity, schools are becoming more 

responsive to their external environment. While schools had always been part of their 

environment they had not always been cognisant of environmental factors, but with 

legislation creating an environmental marketplace they not only have to be aware of these 

factors but be able to anticipate their effect on the educational marketplace.

The initial change has been the developing relationship between schools and their 

communities, whereby schools now view themselves as an integral part of their 

community (Foskett, 1992). The second change has been evidenced in the schools’ 

relationships with Local Education Authorities (LEAs) (equivalent of ELBs in Northern 

Ireland) where the schools are now being actively encouraged to manage their own 

external relations. The changing culture of to-day’s pupils and students is the third factor, 

and it has significant implications for appropriate teaching and learning styles and a 

consequential impact on resources. The fourth issue is the growing demand for education 

to become an integrated system. These multifarious cultural factors are made even more 

complex for integrated education by the stance of the Churches on their role in education. 

In the Autumn of 1973, the then Bishop of Down and Connor had a letter read out at 

Sunday masses within the diocese stating that the Sacrament of Confirmation would be 

withheld from Catholic children attending state and non-Catholic schools. Two years later 

the strength of the Catholic Church’s feeling towards integrated education was reflected in
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a statement made by the Roman Catholic Bishop Philbin which had a profound effect on 

the early attempts to integrate schools in Northern Ireland, and continues to impact upon 

growth and operations.

There is no greater injury that can be done to Catholicism than interference with 
the character and identity of our schools. (Philbin 1975)

This was a clear indication of the Catholic Church’s view on any threat, perceived or 

otherwise, that could affect their control of Catholic schools and curriculum. More than 

twenty years later, in 1996, this view was reiterated even more forcefully when Monsignor 

Denis Paul, the principal of a Catholic school, took the opportunity during prize giving to 

warn parents. Although his statements did not have the same status as those made earlier 

by Philbin, they still highlight the fact that the Catholic Church has maintained an official 

antipathy to integrated education, largely because of its evident desire to maintain its own 

school system. In the past, but perhaps less forcibly now, this antipathy was expressed 

through active attempts to restrict the development of integrated schools and to force 

parents to remain within the Catholic schools system. Monsignor Paul stated that parents 

had a duty to maintain the Catholic ethos and were obliged by Canon Law to send their 

children to Catholic schools. He took the warning a stage further when he advocated:

Integrated schools were started by the British and given favoured legislative status 
as a dirty political trick to undermine Catholic schools providing a specific 
religious ethos and moral training in family life as well as a distinctive Irish 
Culture. Belfast Telegraph, 26th September 1996)

However, a recent paper by the Catholic Bishops of Northern Ireland (2001) on this issue 

still maintains the importance of Catholic schools, but offers a slightly more advanced 

position with regard to the social role of Catholic schools. The Catholic Church is still 

opposed to the development of integrated schools as they maintain the view that Catholics 

should be educated in Catholic schools, and integrated schools would be outside the 

control of the Catholic Church.

The next factor for consideration is that of a contracting market. McLoughlin (1991) in 

her ‘demographic revolution’ has calculated that the falling UK birth-rate of the 1970s 

would be evidenced in some 1.2 million fewer 16-24 year-olds in the mid to late 1990s.
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Table 6 Projected NI Populations (, 000)

Ages 1998 2000 2005 2010 2015 2020 %Change
1998-2020

0-4 122 119 113 109 109 108 -11.47
5-9 132 128 120 114 110 110 -16.66

10-14 135 135 128 121 115 111 -17.77
15-19 127 129 133 126 119 113 -11.02

School Age Totals 516 511 494 470 453 442 -14.34
Total Population 1689 1700 1735 1766 1794 1818 +7.63

School Age as %Total 30.55 30.05 28.47 26.61 25.25 24.31
Source: Government Actuary 1998

A similar trend was identified for Northern Ireland in a report prepared for the NIEC 

(Compton, 1995) which shows a steady decline in the number of 0-14 year olds in 

Northern Ireland. In the 1960s they accounted for more than 30 per cent of the population 

but by the late 1980s and early 1990s this had dropped to approximately 23 per cent. 

Table 6 shows the trend is set to continue. These figures also provide a contextual 

framework for the growth potential for integrated education. In 1998, the Integrated 

Education Fund (IEF) set a target of 10/10/10 i.e. £10M to ensure the number of pupils 

attending integrated schools as 10 per cent of the total school population in ten years. This 

would amount to 36,100 pupils or a 140 per cent growth, which is an optimistic objective 

especially when other schools are closing due to the decreasing enrolments and reduction 

in funding.

Closure of Existing Schools

Figure 2 shows the number of schools closed either completely or by amalgamation over a 

twenty-year period. Of the 216 schools closed 64 per cent were from the controlled sector 

in comparison with 35 per cent from the maintained sector. Pupil numbers were not 

available and the Department was unable to specify the reasons for closure but suggested 

that the main reason in every case was the decline in enrolments. Some amalgamations 

were to introduce co-education but underlying that was usually a decline in enrolments. 

This has led to intensified competition throughout the education sector with a feeling that 

integrated schools are being opened at the expense of existing schools.
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Fig. 2 Closure of Existing Schools 1981-2001
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Political tension could also be created with the apparent imbalance between Protestant and 

Catholic school closures.

Facing the Future

From a humble beginning of just 28 pupils in a scout hut in 1981, the integrated education 

sector has developed into a vibrant movement with some 45 schools and an enrolment of 

almost 15,000 pupils. The development of integrated schools has been a characterised by 

a constant battle to secure the funding, facilities and staff with a lack of government 

support, especially before the Belfast Agreement when the British-based ministers were 

war}' of confronting the various hierarchies, especially the Catholic Church, by overtly 

supporting integrated education. However, with a declining school population and a 

shrinking resource base, competition, both in the overall education sector and now 

between integrated schools, has intensified, and indicates the need for a strategic approach 

to planning the future development and growth of integrated education. One of the key 

findings of the 1998 Government Report, ‘Towards a Culture of Tolerance: Integrating 

Education’ was, “There needs to be a new strategic approach to the promotion of tolerance 

in all schools”. The integrated education movement must evaluate its current situation and 

attempt to determine the most appropriate strategic direction for the future. In order to 

achieve this, it is important to consider integrated schools, and indeed, the integrated sector
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as organisations so as to determine the multifarious web of relationships that exist between 

them.

To fully understand schools as organisations requires a review of the organisational 

literature to identify the key writings and their relevance to schools. The models used in 

organisational analysis have been generated from experience and research in industrial, 

commercial and public sector organisations. The basic assumption in management theory 

is that all kinds of organisations have essential qualities in common. It is understood that 

they consist of people interacting for some common purpose, and the management process 

is concerned with goal congruence between the individual and the organisation within a 

structured framework. An important aspect for consideration is the changing environment 

of all organisations and how they need proactive change management for development and 

growth. This is particularly relevant to education where schools now operate in a market 

environment and must interact with different systems at different levels. An understanding 

of organisational theory can provide the basis for an effective strategic planning process. 

This is particularly relevant to integrated schools as they face an intensification of 

competition for a declining resource base.
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CHAPTER 3 INTEGRATED SCHOOLS AS ORGANISATIONS

Davies (1970) argued that an exploration of existing organisational theory would be a 

prerequisite to the advancement of understanding schools as organisations, which, he 

suggested, was sadly lacking. This view was shared by Handy and Aitken some twenty 

years later, in 1990, who believed that it was crucial for schools to be understood as 

organisations and that an understanding of organisational theories and practice was 

necessary for effective management of the organisation. This continues to pose difficulties 

for educationalists, especially when management literature itself is witnessing an extended 

cultural shift with writers such as Garratt (1987), Peters (1989), Pedler et al. (1991), 

Pruzan, (1998) Casey (2002) and Senior, (2002), challenging the traditional ways of 

thinking about organisations and their relationships with the outside world. Some 

concerns have been raised by educationalists about the appropriateness of industrial 

management theories and practice for schools and other educational establishments (Maw 

et a. 1984; Squire, 1987; Bottery, 1992). However, West-Bumham (1994) synthesised 

these concerns and clearly demonstrated that they are unfounded. Also he stated that the 

process of effective management is one that requires adoption, integration of functional 

issues and assimilation.

This understanding of schools as organisations becomes even more crucial with the advent 

of the ‘new public managerialism’ which is the manifestation of government belief that all 

public services, including education, should be managed in accordance with the same 

criteria as any other economic undertaking.

New Public Management
The 1988 Education Reform Act marked a fundamental shift in direction for the education 

service and represented a radical shift from the past. One of the major areas of change has 

been on existing relationships and the subsequent challenge to traditional structures and 

practices.

Managerialism has been referred to as the private sector ‘solution’ to the public sector 

‘problem’. The managerialist view, according to Lawton (1992) is not a UK phenomenon,
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but is being implemented globally. Most notably, it pervades public administration in 

Australia, New Zealand, the UK, Canada and the USA (Pollitt, 1990; Hede, 1991; Caiden, 

1994; Dixon, 1996). Uhr (1990, p22) defines managerialism as, “...the pursuit of results- 

oriented systems of government management through streamlined processes of decision 

making, designed to allow greater autonomy but also greater responsibility for the field or 
programme manager”.

Within education Osborne et al, (1993) believed that the dynamic force for change was in 

social and political ‘drivers’ which are enshrined in the Education Reform Acts. The 

changes in government policy were designed to establish a market in education (Demaine, 

1988; Whitty, 1989; Maclure, 1992). Sutcliffe (1991, pll) described the purpose of the 

1988 reforms as the creation of a:

Consumer-driven market in which schools compete for pupils by trying to offer the 
best goods and a greater variety of choice. Under this market mechanism, schools, 
which fail, will go to the wall. But for those schools, which remain, this new 
system will increase their power and enhance their status.

The Times Educational Supplement, October 25th, 1991,

The ‘political right’ developed a critique of education and other public services as 

unresponsive, inefficient and not accountable to those they were meant to serve. Now, it is 

argued, the way forward is to recognise that, “The users of public services are customers 

with rights and should be treated as such” Walsh (1994, p63). Cave (1990) believed that 

one consequence of educational reform is that schools are facing unfamiliar problems and 

experiencing uncertainty over the future. More recent writers would suggest that this fear 

has been realised (Strain et al, 1999; Nicholls, 1997; Bullock and Thomas, 1997; Evans, 

2001). Major changes in the UK Public Sector over the past fifteen years have included 

large-scale privatisation, increasing market testing and growing use of traditional private 

sector corporate practices. This has resulted in the rise of the ‘new public management’ 

and features of this culture change in the public sector include:

• a shift from issues of policy to issues of management;
• the break up of traditional bureaucratic structures into quasi-autonomous 

‘corporatised’ units; and
• a strong emphasis on cost-cutting.
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Many would believe that the Audit Commission’s (1988) model of ‘Economy, Efficiency 

and Effectiveness’ describes what the New Public Management is about. This was 

reflected in the Treasury’s White Paper, Better Accounting for the Taxpayers’ Money, 

which proposed measures to link the costs of resources to their objectives and outputs. 

Lawton (1992, pi44) has suggested that efficiency is a term with many connotations but 

all with a link to costs and the allocation of resources. He advocated:

.. .bureaucratic allocations, which tend to emphasise uniformity, are generally
inefficient since they fail to recognize individual school and classroom level needs
and capabilities.

Ranson (1994) suggested that the Conservatives’ education reforms have sought to replace 

the post-war social democratic tradition with the principle of the market place supported 

by power concentrated in Whitehall. Although responsibility and accountability for 

managing the school budget and associated activities have been devolved to the individual 

schools, government determines the curriculum. While there is a semblance of continuity 

between the Education Reform acts of 1988 and 1992, there was actually a fundamental 

change of policy. In place of ‘progression’, ‘entitlement’ and ‘local management’, a 

substitution was made with a new emphasis upon ‘standards’, ‘specialisation’, ‘selection’ 

and ‘autonomy’. Clarke et al, (1994,p2) identified five key emerging themes:

• a new emphasis on market approaches;
• the emergence of forms of welfare pluralism of service provision and funding;
• a search for more efficient and more responsive forms of service provision;
• a complex process of labour force restructuring; and
• the installation of new forms of organisational accountability.

A key feature of the new managerialism is the emphasis that it places on the role of senior 

management especially with regards to priority, power and responsibility in providing 

leadership and direction for the organisation. This shift of responsibility and decision

making to schools as a consequence of reforms, highlights the value of a system analysis 

in how schools behave. However, it is worth noting that the education system in Northern 

Ireland was closer to this arrangement than was the typical case in systems dominated by 

public schools. Less than half the schools in Northern Ireland were owned and managed 

by public authorities, while voluntary grammar schools operated with a degree of
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autonomy. The 1989 Education Reform Order enhanced this mainly by giving schools a 

degree of financial management and also through open enrolment.

Locating the Field

Early research on schools as organisations was undertaken almost fifty years ago to 

consider the characteristic structures, processes and functional problems (Edwards, 1955; 

Gross, 1956; Nadel, 1957; Strauss, 1959). However, Bidwell (1968) identified the 

limitations of this research, which was focused on American schools and colleges, in that it 

only considered some dimensions of the school and did not address issues such as support 

mechanisms, the impact of the external environment and the role of students as consumers.

Also at this time in the United Kingdom, Hoyle (1965) showed that the research on 

schools as organisations was limited. Subsequently, in 1973, he stated that the most 

significant studies such as Hargreaves (1967), King (1969) and Lacey (1970), were less 

concerned about staff, process and decision making than about the role of the pupil. The 

limitations of research into schools as organisations was also acknowledged by Gray 

(1985, p9) who stated, “Most of what has been written is theoretical, conceptual and at 

best speculative” and his was one of the early attempts to align organisational theory with 

school management.

Stinchcome (1960, p25) defined an organisation as “...a set of stable social relations 

deliberately created with the specific intention of continuously accomplishing some 

specific goals or purposes”. In 1965, Cartwright defined an organisation as “...a set of 

interdependent parts, each having a specific function with respect to the whole”. 

According to Katz and Kahn (1966, p!6) “...an organization is a social device for 

efficiently accomplishing through group means some stated purpose”. Miles (1980, p5) 

regards an organisation as a “...coalition of interest groups, sharing a common resource 

base, paying homage to a common mission and depending upon a larger context for its 

legitimacy and development”. All of these definitions are appropriate to schools as they 

consider a functionalist approach of trying to understand the goals or functions of a whole 

system of action and how it operates in discharging these functions (Alderson, 1956). This 

is important for schools as it not only considers the individual school as an organised
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system but also takes account of the education process within which each operates as an 

organised behaviour system. This is particularly relevant to the marketing forces to which 

schools are currently exposed, since Nicosia (1962) identified that this approach posits two 

main cornerstones of an organised behaviour system and a heterogeneous market. An 

understanding of the organisation is as a system is important as systems theory provides a 

simple way to model organisations by focusing on the structure and relationships or 

interdependence among parts of the organisation and also the intraorganisational 

relationships. Within education this approach is relevant not only to individual schools but 

also to the sector within which they operate. The sector can be regarded in similar light to 

an industrial sector and the schools as firms within it. The changes in the management and 

structure of education suggest that there may now be more continuities between the issues 

explored through organisational research and education. Also the lens of organisational 

theory may provide a useful, different perspective from which to view some educational 

issues.

The Contribution of Organisation Theory
Organised endeavours that are overseen by people responsible for planning, organising, 

leading and controlling activities have existed for thousands of years, for example the 

Pyramids and the Great Wall of China. However, systematic investigation to develop a 

body of knowledge and to become a formal discipline for study really only developed from 

the eighteenth century as a consequence of the Industrial Revolution, which started in 

Britain around 1750 and quickly spread to Europe and America. In 1776, Adam Smith, in 

The Wealth of Nations, discussed the advantages that organisations and society would reap 

from the division of labour. As the Revolution gathered momentum, machine power 

rapidly replaced human power and it became possible to combine the division of labour 

with power-driven equipment. This led to mass production, reduced costs and the 

development of large organisations. While the need had arrived for a formal theory to 

guide managers in running their organisations, the first major step in this development was 

not really evidenced until the early 1900s. At the same time educationalists were starting 

to link educational reform to the organisation and management of schools (Dewey, 1901). 

Dewey believed that organisational factors really controlled the pedagogical side of 

education. It becomes necessary to consider the evolution of organisation theory and its
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subsequent effects on education. While many of the approaches became obsolete, a 

number still remain in use to day. The historical development of organisation theory can 

be shown in a simple diagram (Fig. 3).

Fig. 3 Timeline of Organisational Theory

School Time Perspective Description
Scientific Management 1910s Structural A focus on the individual worker and how to increase 

productivity. Management identified as having a different 
role. (Taylor, Gantt, Gilbreths)

Classical School 1920s Structural Looking at the whole organisation from a top down 
perspective. Focus on organising and organisational 
processes. (Fayol)

Bureaucracy 1920s Structural A cornerstone of this approach is the concept of rational- 
legal authority with bureaucracy, viewed as a machine as 
the most efficient form of organisation. (Weber)

Human Relations 1920s Behavioural Viewed organisations as social systems and the importance 
of communication. Emphasis on social needs and 
sentiments. (Mayo, Roethlisberger)

Group Dynamics 1940s Behavioural Increased the awareness of the impact of the work group 
and highlighted the relationship between organisational 
effectiveness and group dynamics. (Lewin)

Decision-Making Theory 1950s Behavioural Suggested that people accept satisfactory rather than 
optimal choices. This has implications for management 
decision-making. (March & Simon, Barnard)

Leadership 1950s Behavioural Identified the difference between social and task leadership 
and distinguished between Theory X and Theory Y 
managers. (McGregor, Bales)

Systems Theory 1960s Integrative Viewed organisations as dynamic organisms with 
interconnected parts. Each part is dependent on integration 
with related parts to achieve objectives. (Miller & Rice)

Contingency Theory 1980s Integrative Emphasised the fit between organisational processes and 
characteristics of the situation. (Hickson el al.)

Adapted from: Judith Gordon (2002)

The model clearly illustrates the three main perspectives in organisational theory and 

Gordon (2002) suggests that applying the structural, human and integrated perspectives 

can help focus current diagnoses of organisational events with contingency theory still 

being the most widely appropriated approach (Clegg and Hardy, 2001).

The historical approach to management consisted of a set of principles, which were 

capable of definition and universal application. This was the approach of writers such as 

F. W. Taylor and Henri Fayol. Fayol was a Classical Management theorist and his work 

conceptually overlapped with that of Taylor who, along with Gantt (1919) and the 

Gilbreths (1916), was a member of the Scientific Management School. The ‘scientific 

management’ approach was to concentrate on the organisation of manual work, time and 

motion study, and production planning. The systematic analysis of work was advocated 

by Taylor who also believed that decisions about the methods of work employed should be
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regarded as a management function. A framework of organisational principles was 

developed from these ideas by the classical theorists. Organisations were viewed as the 

product of logical thought concerned largely with co-ordinating tasks through the use of 

legitimate authority. The employees were regarded as rational individuals whose interests 

were aligned with those of the employer. The assumption was that workers would behave 

exactly as they were told if they were properly selected, trained, directed monitored and 

supported.

In his most notable work, General and Industrial Management, Henri Fayol (1949) 

established himself as the first organisational theorist. In contrast to the work of Taylor 

which focused on the individual and the immediate work situation, Fayol looked at the 

total organisation from the top down. His major objective in writing about management 

was to develop a body of theory, which he considered to be a necessary condition for 

instituting programmes of management education. He defined administration as consisting 

of the five functions of planning, organising, commanding, co-ordinating and controlling 

(in today’s terms, commanding and controlling would be regarded as leading and 

evaluating outcomes).

In the same era as Fayol, Max Weber was contributing to the field of sociology and in 

particular developing theories of bureaucracy and organisations. A cornerstone of his 

thinking was the concept of authority and the way it might be legitimised. This led to the 

study of rational-legal authority, which underlies the form of organisation called 

bureaucracy (Weber, 1947, 1991). Weber viewed the organisation as a machine - precise, 

rapid, unambiguous, relatively free from friction and continuous, but the climate was one 

of impersonality. He described the climate as “...without hatred or passion and hence 

without affection or enthusiasm” (Weber, 1968). These systems would dominate through 

knowledge and that is what their rationality is founded upon.

However, the limitations of the classical theorists, especially their simplistic view of 

people, became apparent. Emphasis on a rational authority structure for organisations and 

attempts to devise a single best way to manage eventually led to the move from the work 

of the classical theorists. The emphasis changed to an examination of the social or human
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aspects of organisations and what became known as the Human Relations School 

developed. Within this school the focus changed from the normative and what 

organisations should be, to descriptive and what organisations really were. The founders 

of the human-relations approach were Mayo (1933,1945) and Roethlisberger and Dickson 

(1939). From 1924 to 1932 they carried out a series of experiments at the Hawthorne 

works of the Western Electric Company in Cicero, a suburb of Chicago. These 

‘Hawthorne Studies’ were amongst the most extensive social research ever conducted and 

revolutionised social science thinking (Huczynski and Buchanan, 1985). In the research 

major social and group processes were found. The study indicated a tendency for groups 

to force individual members to hold down production to a group norm. This was to protect 

the less capable members and to keep management from raising standards. Writing 

independently, Mayo and Roethlisberger emphasised the importance of social needs and 

sentiments, in addition to economic needs, in work and productivity. They stressed the 

need to re-establish a new social code to facilitate collaboration in industrial organisations.

This led to the development of two other approaches in the 1950s, decision-making theory 

and leadership. Simon (1957) and March and Simon (1958, 1993) introduced a decision

making theory, emphasising that people work in rational organisations and, therefore, 

behave rationally but in a limited way. They suggested that when individuals make 

decisions they do not evaluate all available outcomes, but rather examine a subset of 

possible alternatives. This means that they ‘satisfice’ by accepting satisfactory or good 

enough choices instead of insisting on optimal choices. By understanding this limitation 

management can design a decision-making process to result in effective outcomes.

The 1950s also witnessed the beginning of concentrated research in leadership. Writers 

such as Bales (1958) considered groups to have both task and social leaders. The task 

leader facilitated goal achievement by clarifying and synthesising member comments and 

by focusing on the group’s tasks. Group cohesion and the social leader encouraged co

operation. In contrast to this, McGregor (1960) distinguished between Theory X and 

Theory Y managers. The former assume that workers have an inherent dislike of work and 

must be controlled and coerced by sanctions to ensure appropriate effort in the completion
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of their tasks. The latter believe that people enjoy work almost as if it was a form of 

recreation and will work objectively without outside control.

By the 1960s, organisational thought not only stressed the integration of behavioural and 

structural theories but also the impact of external forces. The general systems model with 

roots in both the behavioural and natural sciences incorporates ideas from the human and 

structural perspectives (Katz and Kahn, 1978). A system is defined as a set of interrelated 

and interdependent parts, structured to create a unified whole. A closed system has no 

interaction with its environment and is, therefore, not influenced by it whereas an open 

systems approach recognises the dynamic interaction of a system with its environment. 

The system’s success depends on successful interactions with its environment, that is, 

those groups or institutions on which it is dependent such as customers, suppliers, financial 

institutions and government agencies. The systems approach recognised that organisations 

are not self-contained, but depend on their environment for both inputs and outputs in 

order to survive. A modification of the systems approach is the contingency approach, 

which showed renewed concern with structure as a significant influence on organisational 

performance. The structure of the organisation and its performance are contingent upon 

the nature of the environmental forces and how they impact upon and influence 

organisational objectives and strategies (Mullins, 2002).

The study and understanding of organisational theory has informed and facilitated the 

management of change in industry and commerce. Morrison (1998, pi) has identified that 

“...though there are fundamental differences between the worlds of business and 

education, nevertheless practices for the management of change in business and industry 

have a vast amount to offer the world of education and its management of change”. This is 

particularly relevant not only in understanding schools as organisations generally, but how 

integrated schools in particular can manage effective change in a dynamic and turbulent 

environment. According to Cyert and March (1992, p233):

Events of organizational life are produced by the complex and ecological character 
of organizational existence. Modem firms are often large systems of intermeshing 
parts embedded in large, complex industries and markets.... Outcomes are 
produced not by a process of decision-making within a single firm but by 
complicated networks of interacting organizations and parts of organizations.
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This approach to interorganisational interaction has been developed in the study of 

‘interorganisational relations’ (Evan, 1976) and among the earliest contributions were the 

behavioural theories of the firm (Phillips, 1960; Williamson, 1965, 1975, 1985). These all 

showed, in line with the comments of Cyert and March, that the increasingly complex and 

multifarious web of relationships between organisations and their multiple interactions 

together with the relationships with the external environment must be considered as part of 

any decision-making process (Reed, 1992). Structural contingency theory (Lawrence and 

Lorsch, 1967), strategic contingency theory (Hickson et ai, 1971), institutionalisation 

theory (Meyer and Rowan, 1977; Meyer and Scott, 1983), resource dependence theory 

(Pfefer and Salancik, 1978) and population ecology theory (Hannan and Freeman, 1977, 

1989) have all emphasised the relationships between organisations and their external 

environments. This is particularly relevant when considering the education sector in 

Northern Ireland.

Structure of the Education Sector in Northern Ireland
Before conducting any organisational analysis a number of writers have identified the need 

to identify the various levels for analysis (Dawson, 1986; Stacey, 1993; Rosenfield & 

Wilson, 1999). In Northern Ireland the education sector is comprised of a complex 

structure of relationships which according to the Northern Ireland Economic Council is 

“...more complex in its administrative arrangements than anywhere else in the UK, 

reflecting in part the political and historical setting in which it has evolved” (NIEC, 1995, 

p4). There are ten statutory bodies involved in the management and administration of the 

educational system plus a number of voluntary bodies which play a significant role.

The education system in Northern Ireland has a number of distinctive features especially in 

the secondary sector where the system is largely selective, and pupil progression to either 

grammar or secondary school is dependent on performance on tests taken at the end of 

primary school. However, this selection process has been critically examined (Gallagher 

and Smith, 2000) and made subject to an on-going review of post-primary education 

(Bums Report, 2001). This latter report, if implemented, would have extensive and far- 

reaching implications for the stmcture and organisation of secondary level education
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throughout the province. Any significant change though, would most likely require new 

legislation, but all available evidence suggests that a consensus on change does not prevail 

in the Northern Ireland Assembly. (See, for example, the results of a survey of Assembly 
members in the Belfast Telegraph, 15/01/02).

Fig. 4 The Structure of the Education Sector in Northern Ireland
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NICIE Northern Ireland Council for Integrated Education 
TRC Transferor Representatives’ Council

Figure 4 shows the structure of the education sector in Northern Ireland. The 

responsibility for the central administration of education and related services rests with the 

Department of Education. It has the overall role of setting and implementing policy, with 

the primary, statutory duties to promote the education of the young people in Northern 

Ireland and to secure the effective execution of its policy in relation to the provision of the 

education service. Also, it is responsible for the payment of teaching salaries. Reporting
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to the Department there are a number of administrative structures for the various types of 
schools in the Province.

There are five Education and Library Boards (ELBs) which have a statutory responsibility 

for the efficient administration of education and affiliated services within a designated 

geographical region. The Department provides all ELB funding. The ELBs carry most 

responsibility for the overall management of ‘controlled’ schools, which are mainly 

attended by Protestant pupils but provide services to all schools in their areas. The 

interests of the ‘maintained’ or Catholic schools are represented by the Council for 

Catholic Maintained Schools (CCMS) but the administrative salaries are paid by the ELBs. 

The Boards allocate the formula funding to all schools in their area.

The CCMS was formally established in April 1990 although it had existed in non-statutory 

form since 1988. The main function of the CCMS is to advise the Department and ELBs 

on matters relating to Catholic maintained schools, and to promote the effective planning 

and management of schools within that particular sector. It is responsible for the 

employment of teachers in Catholic maintained schools and for a number of other, mainly 

advisory, functions. Funding is 100 per cent provided by the Department.

There are also a number of voluntary bodies which play a significant role in the 

administration of the education system in Northern Ireland. These include the Northern 

Ireland Council for Integrated Education (N1CIE) which is responsible for the promotion 

of integrated education; the Transferor Representatives’ Council, which brings together the 

representatives of the Transferor Churches (Church of Ireland, Presbyterian and 

Methodist); the Governing Bodies Association, which represents the voluntary grammar 

schools and the Comhairle Na Gaelscolaichta which is responsible for the promotion of 

Irish-medium education (IME) delivered through schools and IME units in English- 

medium schools.

There are a number of types of school management within the overall education system in 

Northern Ireland. Controlled schools are managed by education and library boards 

through Boards of Governors and primarily attract Protestant pupils. Within this sector
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there is a small but growing number of controlled integrated schools. Voluntary or 

maintained schools are de facto Catholic schools and although a majority are entitled to 

capital grants of 100 per cent this depends on the management structures adopted.

The third group of schools are mainly voluntary grammar schools and up to the 1988 

Education Order were funded by the Department, but the legislation proposed that this 

responsibility should be delegated to the ELBs although this has not yet been effected. 

Voluntary grammar schools are to be found in both religious denominations and fiercely 

guard their status through a Governing Bodies Association (GBA) with representation of 
each community.

The fourth category of schools is Grant Maintained Integrated Schools which have been 

established at pre-primary, primary and post-primary levels. The secondary sector prefers 

to be regarded as ‘second level colleges’, rather than secondary schools, which may be an 

indicator of their positioning approach within the educational market place.

The 1989 Education Reform Order placed a statutory duty on the Department of Education 

to encourage and facilitate integrated education and Irish-medium education. As part of 
this obligation to integrated education the Department has, since 1991, provided funding to 

NICIE to promote it, to support those wishing to have the option of this form of education 

and to provide advisory services to integrated schools.

A Framework for Analysis
A number of writers in organisational theory advocate an appropriate framework of 

organisational structure to facilitate analysis. The macro level provides the contextual 

framework within which the sub sectors operate and the schools are the individual entities 

that operate within these. Shapira (1994) suggested that potential aggregations of 

interactions among the different levels of analysis should be a central theme to understand 

organisational development and evolution. This belief is reinforced by Daft (1998) who 

considered that meso theory was a new and important aspect of organisational theory since 

it was concerned with the integration of the micro and micro levels of analysis. Within 

this three-level analysis, there are various entities or stakeholders who play a role within
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the educational sector in Northern Ireland. At the macro level there is the main policy 

making and funding body, the Department of Education. At the meso level there are the 

education and library boards and a range of organisations such as NICIE, CCMS, GBA 

who represent particular sectors within the overall education system. Within the meso 

level there are a number of interacting and competing sectors one of which is the sector for 

integrated education. The individual schools comprise the micro level.

Fig. 5 A Framework for Analysis

MACRO Dept, of Education

MESO ELBs,NICIE,IEF,CCMS,GBA
Grammar.Secondary,Maintained, 
Integrated, Irish Language school sectors

MICRO Individual Schools

According to Child (1984) the leaders of successful companies and institutions regard 

good organisation as a major factor of success. Structure is essential to organisational 

design and, as Drucker clearly believes, “Structure is the means for attaining the objectives 

and goals of an institution” (1974, p52). A number of studies provide evidence of how 

organisations with an inappropriate structure adversely affect the problem solving process 

(Everwijn et al, 1990; Barnard, 1992; McFadzean and Money 1994; McLeod et al, 1995). 

Within the educational management literature the importance of structure for effective 

operations is stressed (Hoyle, 1986; Bush 1995). For integrated education the problem is 

that of a complex sectoral structure within which operate a number of subsystems that are 

part of an organised behaviour system which appears to be ‘loosely coupled’. The 

cohesion of the coupling within this system would have affected the stages of sector 

development, introduction, growth, maturity and eventually decline. In the early days, the 

first schools were very much pioneers and as their success became evident others 

followed. Figure 6 shows the structure of the integrated education sector in NI. However, 

a number of schools ‘transformed’ to integrated schools for various reasons including
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economic survival. These is what Schein (1992, p304) called the infusion of 

outsiders”, which brings a different dynamic to the sector. As a result within the sector 

two groups of schools, grant-maintained and controlled, emerged and within these there 

exist a number of schools at different stages within the ‘integrated’ lifecycle’.

Fig. 6 Structure of the Integrated Education Sector in Northern Ireland

Department ofgducation

Education & Lihrary Boards

Grant Maintained 
Integrated Schools (n=31)

Controlled.......................
Integrated Schools (n=15)

Schein (1992) has suggested that each of the organisational development stages would 

generate different change cultures and, subsequently, the different schools could 
experience a degree of conflict when they might have different objectives.

Integrated Education as a Loosely Coupled System
It has been argued that the inherent conflict between economic values and non-economic 

professional values in ‘value rational’ (Satow, 1975) or professional organisations such as 

schools can be solved through a process of segmentation (Denis et al., 2001). This process 

is a phenomenon in which different parts of an organisation function autonomously with 

minimal linkage between them (Thompson, 1967; Weick, 1976). This can also be true of a 

system such as an educational sector where the schools themselves are autonomous and 

loosely linked to one another. With the backdrop of a turbulent environment where 

change is the only constant (Toffler, 1980), a more pragmatic perspective is to consider the 

integrated school sector in Northern Ireland as a loosely coupled system.

The first use by writers of the term ‘loose coupling’ is attributed to March and Simon 

(1958) and developed by Thompson (1967) and Glassman (1973) in identifying its role in 

an organisation facing the dilemma of searching for certainty in an uncertain world. 

Reflecting earlier thinking about biological systems and Gestalt psychology, this approach
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was applied to organisational analysis by Weick (1976) and later re-conceptualised by 

Orton and Weick (1990). When Weick produced his seminal paper, others were published 

on other organisational perspectives - transaction cost economics (Williamson, 1975), 

population ecology theory (Hannan and Freeman, 1977), institutional theory (Meyer and 

Rowan, 1977) and resource dependence theory (Pfeffer and Salancik (1978). However, in 

considering all five paradigms, Andersson (1992) suggested that the basic problem with 

the notion of loosely coupled systems attempts to determine and explain is the 

simultaneous evidence of rationality and indeterminacy, and its very nature provides an 

appropriate means of working on multidimensional analyses. Spender and Grevesen 

(1999, p66) share this view and regard the loosely coupled system as the most complete 

model of the organisation as a “.. .set of heterogeneous but institutionalised practices”.

While loose coupling identifies the complete organisation, it still takes into account the 

subsystems. However this approach recognises that the subsystems are almost 

independent of each other and only loosely connected to create the whole. This is 

particularly relevant to integrated education with the sector being the system, and the 

schools the subsystems. Change, turbulence and lack of stability are recognised by this 

model which identifies that, despite the impact of these external forces, the cohesion of the 
total organisation is determined by the level of shared values, culture and belief.

Within the education management literature there is identification of schools as loosely 

coupled systems (Weick, 1982; Weick, 1988). Within a loosely coupled system the 

autonomy of the individual subsystem or, in this case, school is a central tenet. Alderson 

(1965, p26) suggests that, in an organised behaviour system such as education, “...the 

organizing element is the expectation of the members that they, as members of the system, 

will achieve a surplus beyond what they could attain through individual and independent 

action”. This implies that members of such a behaviour system should act collectively to 

preserve the system if one part of the system or the entire system is threatened (Sheth et 

a/., 1988). The balance between the self-interest of the individual school and that of the 

sector as the organisation must always be in favour of the latter since the organisation by 

definition is an expression of the common interest (Gofffnan, 1970). The key to successful 

growth and development is achieved by promoting the freedom of the individual school to
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collectively work for the benefit of the system as a whole as otherwise tensions might 

develop into conflict rather than co-operation (Dowling & Robinson, 1990). The point of 

divergence between the self-interest and that of the common interest provides a definition 

of conflict (Bonoma, 1976; Stem and Reve, 1980). Weick (1976, p3) could have been 

profiling the structure of the integrated education sector in Northern Ireland when he wrote 

about the situations where loose coupling is evident “...a situation in which elements are 

responsive, but retain evidence of separateness and identity...”, and later he added that 

loose coupling is evident, “...when elements affect each other suddenly (rather than 

continuously), occasionally (rather than constantly), negligibly (rather than significantly), 

indirectly (rather than directly) and eventually (rather than immediately)”.

Loose coupling implies a dialectical framework, sustaining a dialectic between the whole 

and the parts (Spender & Grinyer, 1995). The key issue is where the distinctiveness of the 

system and that of the individual parts remain in close alignment. In the case of integrated 

education, the balance is between the identity of the sector and that of the individual 

school. Where there is distinctiveness of the parts (schools) without the responsiveness of 

the whole (sector), the system can be defined as decoupled (Orton & Weick, 1990, p205). 

These writers suggest that the cohesion within the system may be based on collective 

practices that evolve with and reflect the history of the system. This ‘decoupling’ can lead 

to a fragmentation of the sector with a subsequent loss of synergy and identity. This 

approach reflects Parson’s (1956, p80) challenge to confront the problem of “...system 

integration” by studying “...the compatibility of the institutional patterns under which the 

organization operates with those of other organizations and social units”, as related to the 

integrative exigencies of the society as a whole (or of subsystems wider than the 

organization in question). Within integrated education the structure of the sector could 

enhance the potential for decoupling with the two subsystems of grant maintained schools 

and controlled schools, and the schools within these at different stages of development. 

The potential for individual distinctiveness, especially of the early pioneer schools, to 

impinge on that of the system identity is very present. Pmzan (1998, p!380) has suggested 

that within organisations:
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... good answers to complex questions can be found by supplementing the narrow 
language of efficiency, control ... with multidimensional and qualitative measures 
that explicitly recognise the values the organisation shares with its stakeholders.

Within the diverse network of relationships in the Northern Ireland education sector 

generally, and the integrated education system in particular, it is important not only to 

identify the stakeholders but also to determine the nature of the relationships and 

transactions that occur. This would concur with the work of Mallott (1990) who suggested 

a three-stage process for conducting a strategic planning process based on the stakeholder 

analysis concept:

1. identify and specify the stakeholders and their interests, domain and specificity;
2. identify and describe the relationships between the stakeholders and the 

organisation and among the stakeholders especially the power relationships; 
and

3. incorporate the concepts of action and time and construct a current stakeholder 
and successive stakeholder maps.

Pruzan (1998) stated that the loosely coupled system perspective has contributed to the 

development of new and vital perspectives on how to manage complex social systems by a 

consideration of stakeholders and their role and status.

Stakeholder Analysis
Political theorists right back to Machiavelli (1513) have recognised the importance of 

stakeholders and their concern with the practicalities of power. Adam Smith’s (1937) 

identification of external interests to the firm may be viewed as an early recognition of 

stakeholders. In management literature the concept of stakeholders can be traced back to 

Barnard (1938) who believed that employees were an important factor in the success of 

any organisation, and that their interests and influences should be evaluated carefully.

Freeman’s (1984) seminal work on a stakeholder approach to strategic management which 

considered not only how individual stakeholders or groups of stakeholders influence the 

organisation, but also how it responded to these influences. He defined a stakeholder as 

follows:
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A stakeholder in an organization is (by definition) any group or individual who can 
affect or is affected by the achievement of the organization’s objectives. (p46)

Following Freeman, a number of other writers have developed the discussion on the 

importance of stakeholder theory in understanding the theory of the organisation (Brenner 

and Cochran, 1991; Wood, 1991; Hosseni and Brenner, 1992; Brenner, 1993; Donaldson 

and Preston, 1995). Starik (1994) suggested that there may be numerous levels of 

specificity as to what the term ‘stakeholder’ means and identifies a range from those who 

can actually influence the organisation to those who might be influenced by the 

organisation. Freeman (1984, pi43) put forward the idea of co-operation or competition 

as possible ways to distinguish stakeholders, and this was developed by Carroll (1993) 

who suggested the criteria of power and legitimacy. The stakeholder impact on these 

would determine how subsequent relationships should be managed.

Brenner and Cochran (1991) claimed that the stakeholder theory of the organisation posits 

that the nature of an organisation’s stakeholders, their values, their relative influence on 

decisions and the nature of the relationships between the organisation and the stakeholders, 

are major factors for influencing the behaviour and subsequent strategic direction of the 

organisation. Jones (1994) showed that it is vitally important to understand how 

organisations view their stakeholder environments, how they manage their stakeholder 

relationships and how they perceive and evaluate the outcomes of the stakeholders’ 

influence. The research on stakeholder theory has been developed by Friedman and Miles 

(2002) to combine it with a realist theory of social change and differentiation.

Fig. 7 Stakeholders within the Integrated Education Sector in Northern Ireland

MACRO
Department of Education

Education & library Boards

MESO
Grant Maintained 
Integrated Schools

Controlled ----
Integrated Schools

Pupils, Parents, Staff, Governors, Community, Churches, Employers MICRO
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By modifying the model of the structure of integrated education in Northern Ireland it is 

possible to identify the range of stakeholders involved such as in figure 7. The main thrust 

of the current research will be on the macro and meso levels of analysis, but cognition will 

be given to the stakeholders from the micro level and their impact on the other 

stakeholders. The importance of the stakeholder approach is also considered by a number 

of writers in the strategic management field (Eden and Ackerman, 2000; Grant, 2002) 

who suggest that it is a necessary prerequisite to the formulation of strategic plans for any 

organisation. Starik (1994) draws from the literature of issues management and crisis 

management and has suggested that three other stakeholder criteria to be considered are 

probability and impact and the need for careful management. Morgan (1986) has 

identified the importance of a stakeholder perspective for organisational success when he 

refers to Ashby’s (1960) Taw of requisite variety’ in that any system must have the variety 

within it to respond and deal with the challenges posed by the variety in the environment. 

He believed that many organisations do not achieve optimum potential and synergy 

because “...corporate planning teams are often built around people who think along the 

same lines, rather than around a diverse set of stakeholders who could actually represent 

the complexity of the problems with which the team ultimately has to deal” (plOl).

Founder’s Syndrome

One group of stakeholders in any organisation, namely the founders, not can only can 

influence and shape the strategic direction, but their level of involvement and control can 

determine the success or otherwise of the organisation. Within integrated schools these are 

the founder governors. McNamara (1999, pi) reported that many organisations, as they 

move into the growth stage, suffer from 'founder's syndrome’ and this occurs “...when, 

rather than working towards its overall mission, the organization operates primarily 

according to the personality of a prominent person in the organisation such as the founder 

or chief executive”. VennWorks (2001) claimed that founders within organisations find it 

difficult to transfer their talents for creativity and innovation to the everyday management 

rcle, and that this often leads to intense conflict and confrontation (Moger, 1994). A 

shared vision is suggested by Poderis (1997) as a remedy for founder’s syndrome whereby 

‘ownership’ is imparted to others. This sharing can lead to what Rickards (1999) regarded 

as an integrationist perspective, usually resulting in a strong organisational culture. Klein
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(1997) saw ‘founder’s syndrome’ as one of the most common barriers to organisational 

health and suggested that, while it affects all companies from the global enterprise to the 

family business, it is particularly prevalent in non-profit organisations including schools. 

Many organisations suffer from this syndrome and it has been blamed for adverse strategic 

results in a number of organisations, including those within the information technology 

(Judge, 2002) and pharmaceutical industries (Amst 2000). In the latter case, a stock 

collapse with a 60 percent loss in a few days was the resultant outcome. Johnstone (2002, 

pi) looked at the phenomenon of Scotland’s social entrepreneurs supported by part of the 

“Millennium Commission’s piggy bank” of £100 million. She cited the comments of 

Mayo from the New Economic Foundation who suggests that government has a role 

beyond funding: “One pitfall is... Founder’s Syndrome, when the founder stays too long 

and the social business loses its capital”. The CEO of a major USA banking company 

(Askt, 2001) summed up the feeling of the founder of an organisation: “When you’re a 

founder, there’s a sense of ownership that’s just unbelievable”. Flowever, again the issue 

is whether the business is run according to the founder’s personality rather than its 

mission. McNamara (1991) is cited in the article as stating that the biggest challenge is for 

the founder to get past the illusion that his/her absence will kill the business - it’s 

important to move forward and find others to take up the leadership and management 

mantle. They should have the skills that the organisation will need in the future, rather 

than the traits the founder has displayed in the past. This was reflected in an article 
Andrew Clark (2002) of The Guardian reporting on the need for change in corporate 

governance in EasyJet after only seven years in existence:

EasyJet’s founder, Stelios Haji-Ioannou, is to resign as chairman of the no frills 
airline after succumbing to a campaign for change from city institutions demanding 
more independent voices on the board.... You’ve got to have governance 
safeguards on board. (Guardian- Friday April 19, 2002)

According to Schein (1983), Dyer (1986) and Watson and Petre (1990), the problem arises 

when the founders have difficulty in giving up what they feel they have created. Within 

integrated education and particularly the early, pioneering schools, the founder governors 

provided the driving force that generated the vision, commitment and enthusiasm. As 

major stakeholders it is important to determine the role they currently play within the 

sector. A number of founding governors are still serving on the boards of the schools they
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founded. Within the grant maintained schools the founder governors can self elect and 

often do so, resulting in a self-appointed oligarchy and the resulting micropolitical activity 

can create a power struggle. Parent governors can lobby and the Department appoints its 

ovn representatives, but the founder governors are often in conflict with the others or a 

small caucus of others. Politics is as much a part of education as is learning and, 

according to Ball (1987), power is everywhere in education. Lawton (1992) viewed 

politics in education as a continuum between conflict and consensus and stated that 

politics is about acquiring and using power and influence. Young (1961) believed that 

those in positions of power tend to define their own knowledge as superior and to 

irstitutionalise it in educational establishments. Arendt (1970) developed the concept of 

power to consider that individual power is actually manifest in the actions of the group to 

which he or she belongs and, as such, power springs up whenever a group of people get 

together and act in concert (Margach, 1979), such as founder governors.

According to Lukes (1974), power rests on some normatively specific conception of 

interests and groups will often assert assiduous micropolitical activity rather than 

relinquish that power. The conflict between these Boards of Governors and the school 
principals has been clear from the number of principals, from integrated schools, who have 

been dismissed or who have felt that they had no alternative but to move to other schools. 

Tiis reflects Stoll and Fink’s (1996) suggestion of how a micropolitical environment of 

teision and conflict make a school dysfunctional. Since 1995, no less than eight principals 

hwe left their schools because of direct or indirect conflict with their founder governors. 

In one school both the principal and vice principal left within a short period. These 

minifestations of founder’s syndrome would have far reaching implications not only for 

th; individual schools involved but also for the development, if not the survival, of the 

sehor. Denis et al., (2001) identified that coupling occurs at a number of levels. Within 

th; integrated sector this includes the internal relationships within the individual schools, 

th; interaction between the respective schools, and that between the schools and the 

supporting organisations of NICIE and IFF.

Tie possibility of double Balkanization (Stoll and Fink, 1996; Ackroyd, 2002) becomes an 

imreasing threat in that, within the individual school, the personality or ‘identity’ of the
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founder governors may be in conflict with the identity of the school and, therefore, the 

identity of the school may impact on the balance and synergy within the complete system 

or sector. The danger of decoupling within the system is increased with the subsequent 

threat to all the players within the system. The issue is how to develop the whole system 

to operate as a symbiotic and synergistic unit as advocated by the whole systems 

development literature which can be traced back to the thinking on socio-technical systems 

(Emery and Trist, 1965).

In considering the current situation of integrated education, this intensifies the need for a 

‘whole system’ perspective and reflects the aspirations of BELTIE in 1984 in their plans 

for expansion of the integrated sector. With a general election due in Northern Ireland in 

2003 and the possibility of a Minister for Education that may not be predisposed to 

integrated education, the need for an appropriate strategic sectoral approach becomes even 

more imperative, especially with such a short window of opportunity.

Whole System Development
Dixon and Perry (1995) suggested that ‘whole system development methodology’ means 

sharing authority and the choice of goals as well as the actions and means to action. They 

identify that a ‘change equation exists on that:

D x V x M must be > P
Where D = the current level of dissatisfaction with the status quo 

V = some more attractive ideas or vision for a better future 

M = method or some practical first steps towards this future 

And the multiplier of all three must be greater than 

P = the pain and cost for those concerned

Wilkhson and Pedler (1996, p49) cite Pedler and Aspinwall (1996) when they suggested 

that:

Whole systems development offers a useful way forward for organizations faced 
with complexity and uncertainty. In our view it is particularly effective in public 
service where the desire to improve service and quality must be achieved in the
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face of finite and often declining resources, together with competing demands from 
service users. It is a process, which can take account of some of the critical 
dimensions of managing in the public service environment, including the issues of 
accountability managing with professionals and the conflicting demands of 
multiple stakeholders.

They suggest five keys (47-48) to unlock the process of whole system development:

(1) “Getting the whole organization in the room together”. In the case of 
integrated education this would mean the main stakeholders within the sector. 
The principle is that anyone in the sector who will be affected by change 
should be an architect of it. This becomes part of the diagnostic process with 
the views of the stakeholders providing the initial data.

(2) “Public Learning”. This is where the views and perceptions of the 
stakeholders may be aired and shared.

(3) “Diversity”. This draws on the principle of requisite variety to build in 
maximum diversity to represent the full complexity of the sector.

(4) “Effective small group working” to ensure that everyone is represented and 
has a say and where discussion and interaction between the groups is not only 
facilitated but actively encouraged.

(5) “Follow though” to ensure actual implementation through continuing support 
for action and learning.

This would be at the core of the Frieran philosophy of education, which advocated that 

collective power and collegiality protect the individual far more than the authoritarian and 

hierarchical modes of organisation (Wilkinson, 1997). By taking information from the 

stakeholders and involving them in a process of collaborative enquiry, this can be 

developed into a collaborative capability (Huxam 1991a, 1991b) with a view to developing 

a meta strategy for the sector. However, part of this development process would include 

an understanding of the elements of strategic management to add value in the enhancement 

of the Teaming organisation’.
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CHAPTER 4 THE ROLE OF STRATEGIC MANAGEMENT IN 
INTEGRATED EDUCATION

Enrolment levels of integrated schools have increased steadily over time. However, falling 

demographics in Northern Ireland suggest that future growth may be more difficult and is 

potentially more likely to gamer intensified competition from other schools, including 

integrated schools, as all are competing for a declining resource. This will impact upon 

the market place and will clearly illustrate the importance of environmental factors and 

their subsequent implications for strategic planning (Ohmae, 1982). Smith (1999) 

recognises that despite progress over the past two decades the movement for integrated 

education faces difficult strategic issues. The falling birth rates, particularly, will impact 

on all schools. Against this backdrop, the role of strategic management is considered as a 

mechanism to determine the appropriate direction for integrated education in the new 

millennium.

The Essence of Strategic Management
Strategy is a term that comes from the Greek ‘strategia’ meaning ‘generalship’ and is 

usually associated with the deployment of troops. However, when ‘resources’ are 

substituted for troops then the business application takes form. More than 2000 years ago 

the Chinese general, Sun Tsu, wrote his famous ‘The Art of War’ which has been cited by 

many writers on business strategy (Too & Grinyer, 1994; Lee 1997). Wars and battles 

from ancient Greece to World War II are discussed by Hart (1967) as relevant to business 

strategy. Murphy and Snell (1993) consider the strategies of Sitting Bull in the Battle of 

Little Bighorn as a template for business context. Many of the issues and concepts of 

warfare were encapsulated by James (1984) in ‘Business Wargames’ which looks at 

business, using military terminology. An early link between military and business practice 

was evidenced in early Greek culture when Socrates consoled Nichomachides, a Greek 

soldier who had lost an election for the position of general to a mere businessman. 

According to Bracker (1980, p219), Socrates explained to Nichomachides that the duties 

of a general and a businessman were not dissimilar - their roles both involved planning the 

effective utilisation of resources in order to meet objectives.
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Against this noble pedigree and in view of its potential for commercial success, the 

foundation of the strategic management literature itself was laid the 1960s. Some writers 

of business strategy have utilised both the spirit and the letter of military maxims. For 

example Katz (1970, p349) used military maxims such as “...always lead from strength” 

as the basis of a company or organisation developing a meaningful competitive advantage; 

James (1985, p56) described military experience as “...a veritable goldmine of competitive 

strategies all well tested under combat conditions”; and Collinge (1995) showed how it 

later flourished and is now considered as the ‘sine qua non’ of serious management. A 

review of the literature can provide what Stoney (2001, p28) regards as “...a degree of 

consensus about several key characteristics that present a coherent model of strategic 

management”.

Authors of texts on strategy differ in at least one major aspect as to its meaning. Chandler 

(1962), Andrews et al., (1965), Steiner and Miner (1977) and Vancil (1977) focus both on 

the end points (purpose, mission, goals and objectives) and on the means of achieving 

them (policies and plans). However, other writers such as Ansoff (1965) and Hofer and 

Schendel (1978) emphasise the means to the ends in the strategic process rather than the 

ends per se. According to Kotler and Fox (1988), strategic management is a framework 

within which choices are made concerning the nature and direction of the organisation. 

But, before this can be applied to the integrated education sector, it is important to look at 

the development of the sector and its subsequent structure. One form of meta level critical 

reflection on the development of strategic management comprises the attempts by a 

number of authors to develop classificatory schemes in order to clarify central tendencies 

and areas of central focus (Whittington, 1993; Mintzberg, 1998; Cummings and Wilson - 

in press). According to Pettigrew et al, (2002, pl2) “...the key to the door of strategy 

process research has been provided by Mintzberg” and it would seem prudent to use this 

‘key’ to consider the strategy process.

Schools of Strategic Management
Out of this development emerged a number of perspectives which were categorised into 

ten ‘schools’ according by Mintzberg and Lampel (1999) and illustrated in figure 8.
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Fig. 8 The Ten Schools of Strategic Management

No. School Key Components
1 Design Congmence/fit, SWOT analysis, formulation/implementation
2 Planning Programming/budgeting, scheduling, scenarios
3 Positioning Generic strategy, strategic group, competitive analysis
4 Entrepreneurial Vision, insight
5 Cognitive Bounded rationality, cognitive style
6 Learning Core competence, incrementalism, emergent strategy
7 Power Stakeholders, collective strategy, networks
8 Cultural Symbolism, values, beliefs, culture, ideology
9 Environmental Adaptation, evolution, complexity

10 Configuration Life cycle, transformation, revitalisation, configuration
Source: Adapted from Mintzberg et al, (1998)

However, the literature has been broadened more recently by approaches that cut across 

these ten schools in an eclectic manner. Mintzberg (1990, pi71) has suggested of all the 

schools, the design school has provided a framework that underlies almost all

prescription in this field (strategy formulation) and, accordingly has had enormous impact 

on how strategy and the strategy-making process are conceived in practice as well as in 

education and research”.

The origins of the design school can be found in a 1957 paper by the sociologist Philip 

Selznick who considered that leadership in an organisation must take account of a number 

cf factors when defining its mission. These would include the competences of the 

organisation and the “... external expectations that determine what must be sought or 

achieved if the institution is to survive” (p68). This was followed in 1962 by the seminal 

vork of Chandler who examined the relationship between strategy and structure. Taking 

tiese into consideration, Mintzberg et al, (1998) depicted the basic design school model 

as placing primary emphasis on the appraisal of the external and internal environments, the 

former to determine the opportunities and threats presented by the environment, and the 

Utter to reveal the strengths and weaknesses of the organisation. The match between these 

elements leads to the creation of strategies, which are then evaluated, and the most 

appropriate are subsequently implemented. A number of criticisms have been levelled at 

tie design school approach, in that it might encourage more of a focus on the organisation 

tian on the environment (Katz, 1970; Dimma, 1985), but these were considered by 

Mintzberg (1990) to be the result of regarding the approach as a model rather than a simple 

famework that could be adapted. Despite its shortcomings, Mintzberg (1990) believed 

tiat the Design School made a significant impact on the field of strategic management:
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...this school’s contribution as an ‘informing idea’ has been profound. The design 
school has provided important basic vocabulary, by which we discuss grand 
strategy, and it has provided the central notion that underlies all prescription in this 
field, namely that strategy represents a fundamental congruence between external 
opportunity and internal capability. (p!92)

This perspective also reflects the work of Feurer and Chaharbaghi (1997) who said that, 

despite the differences, all strategy frameworks have one thing in common, namely that 

they all aim to maximise the performance of an organisation by improving its relation to 

others operating in the same competitive environment. The role of situational analysis and 

the establishment of goals that give organisational direction have been used by 

manufacturing firms for many years. However, it is now accepted that strategic planning 

approaches, like those discussed, have implications for other areas such as education 

(Pashiardis, 1996; Davies & Ellison, 1999). This was emphasised by Milliken (1996) 

who, in a marketing presentation to principals of integrated schools, suggested that a 

strategic plan could consist of five simple questions (figure 9) and used as a diagnostic 

framework. Hunger and Wheelen (2002) developed a useful model (figure 10) which 

clearly illustrates the strategic planning process and the pivotal role of a detailed situation 

analysis for effective planning.
Fig. 9 A Simple Strategic Planning Process

What business are we in? 
Business Definition/Mission Statement

Where are we now? 
Situation Analysis

How do we get there? 
Strategy Setting

Where do we want to go? 
Setting Objectives

How do we know we have arrived? 
Monitoring, Control and Evaluation
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The need for a situation analysis was stressed as a prerequisite for effective strategic 

planning based on the assumption that a mission statement already exists such as in the 

MICIE policy documents.

Situation Analysis - A Dimension in Strategic Planning
Loewen (1997) compared strategic management to a compass that will direct an 

organisation through the stormy ocean of a turbulent and unstable environment. The 

comparison was developed by Van der Linde (2001) who considered the relevance of 

strategic management for education especially when “...schools are increasingly being 

managed like businesses”. According to Ansoff (1984), strategic management is a 

systematic approach to a major responsibility of general management; to position and 

relate the organisation to its environment in a way that will assure its continued success 

and make it secure from a dynamic, ever-changing environment.

Environmental factors are critical to the appropriate design of a strategic planning process 

within an organisation. One of the key roles of the strategic planning process is to ensure 

that organisations respond effectively to changing external situations. Leading authors of 

strategic management text emphasise the crucial role of environmental analysis and 

situational analysis (Wheelen and Hunger, 1989; Grant, 1991; Johnson and Scholes, 1993; 

Lorange et a/.,1993; Flood et al, 2000; Mazzucato, 2002). Nevertheless, authors in 

educational management have tended not to explore fully the importance of environmental 

appraisal and situational analysis (Bennett et al, 1992; Preedy, 1993; Bush and West- 

Bumham, 1994). On considering the financial implications of environmental impact 

Young, (1989, pi82) is almost dismissive of its importance and suggested that “...an 

understanding of the past conditions of that environment cannot comfortably be ignored!”

The basis for strategic planning is, in itself, conceptually simple: analyse the current and 

expected future situation, determine the direction of the organisation and develop a means 

for achieving this mission. In reality, strategic planning is an extremely complex process 

which demands a systematic approach to identifying and analysing factors external to the 

organisation, and matching them with its capabilities. This is recognised by Ruocco and 

Proctor (1994) as a key element for developing a strategic option formulation. Hooley and



Saunders (1994) suggested that successful marketing strategy development is 

fundamentally a process of finding the optimum ‘fit’ between the organisation and the 

competitive environment within which it operates.

The first step in the process is to conduct an analysis of the macroenvironment which, in 

the management literature, can be referred to as a PEST analysis (Haberberg & Rieple, 

2001; Grant, 2002; Mullins, 2002), a PESTEL analysis (Johnson & Scholes, 2002), a 

PESTLE analysis (Davies & Ellison, 1999), a STEEP analysis (Darwin et al, 2002) or a 

STEP analysis (Goodman, 1995; Hill & O’Sullivan, 1999). It is not important which 

approach is used provided the macroenvironment is scanned effectively, but the PEST 

analysis would be the most widely used by public sector organisations including schools 

(Davies & Griffiths, 1995; Joyce, 1999; Tsiakkiros & Pashiardis, 2002). This is 

particularly relevant when the external environment of public sector organisations is 

characterised as highly turbulent, implying an increasingly dynamic, hostile and complex 

set of environmental conditions (Miller and Friesen, 1983; Nutt & Backoff, 1993; 

Osborne & Gaebler, 1992).

Fig. 11 An Outline PEST Analysis for Integrated Education in Northern Ireland
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Once a PEST analysis has been carried out, then the impact of the findings on the 

organisation must be determined. This is to determine whether the environmental factors 

present opportunities for the organisation’s survival and growth and/or threats that may be 

detrimental to the organisation’s well being. The competitive forces must be identified 

and their impact on it determined. Porter (1985) constructed a useful model to indicate
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these competitive forces and this has been adapted to consider those that affect integrated 

education in Northern Ireland.

Fig. 12 Five Competitive Forces that Affect Integrated Education in Northern Ireland

Threat of new entrants

Bargaining power of 
buyers

Bargaining power of 
suppliers Threat of substitute 

Products or services

Adapted from Porter (1985)

Buyers
Children
Parents
Staff
Employers

Suppliers
Department
ELBs
Teaching
Colleges

Education
Sector
Rivalry

New Entrants
Private schools 
Irish Medium 

Schools

Substitutes
Transforming
schools
Private schools 
and Irish medium 
schools

Although Porter’s model was developed for managers in large mature corporations, the 

five forces framework presented a model that could be empirically tested (Miller & Dess, 

1991). The competitive forces approach to strategy is a view that places primary 

importance on external conditions faced by the organisation. According to Mazzucato 

(2002, p2), it is about the organisation “... creating for itself a ‘market position’ whereby it 

can defend itself from competitive forces and/or influence them in a way that places it at 

an advantage vis-a-vis its competitors and suppliers”.

The five forces are (1) the threat of entry, (2) the threat of existing rivalry, (3) the threat of 

substitutes, (4) the threat of suppliers and (5) the threat of buyers. New entrants are 

organisations that that have recently begun, or threaten to begin, operations in a sector. In 

the case of education, the appointment of a Sinn Fein Minister of Education has evidenced 

an increased level of support for the Irish-Medium Schools. Comhairle na
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Gaelscholaiochta was established by the Department of Education in 2000 with full 

government funding. This was followed by the establishment of lontaobhas na 

Gaelsclaiochta, a £2m trust fund to provide financial support for Irish-medium education. 

In June 2002, a new body was being established, under arrangements by the Education 

Minister, for staff and parents in Irish-medium schools and nurseries. This new body, An 

Cumann lonadiochta, will have the power to nominate up to six directors to the board of 

the Irish-Medium Education Council. Currently, this sector has almost 3000 pupils and 15 

of the existing 24 schools are funded by the Department. Another new entrant would be 

Bruce College which is an independent private school.

A second level of threat isolated by Porter is the level of existing rivalry within a sector. 

As observed at the beginning of this chapter, declining pupil numbers, inadequate funding 

and resources continue to intensify the level of rivalry within the education sector in 

Northern Ireland. Two of the existing grammar schools try to market themselves as 

providers of integrated education. Hunter House does it explicitly by describing itself as a 

‘cross community school’ in its promotional material, while Belfast Royal Academy uses 

its ‘open nights’ to state that it has a high proportion of Catholic pupils.

A third competitive threat is substitutes where an organisation’s rivals can meet the 

‘customer’ needs in the same way as the organisation can. A recent entrant to the 

education sector in Northern Ireland is Bruce College, which is an independent institution 

and includes in its promotion material a statement that it can provide integrated education. 

Another source of threat in this category can come from transforming schools. Although 

they are making a commitment to the integrated education movement and have to 

subscribe to the mission, philosophy and principles, suspicion has been generated as to the 

motivation for transforming - not least of all the economic pressures of declining 

mainstream education rolls. The Irish medium schools would also be viewed in this 

aspect.

Suppliers can threaten the performance of organisations in a sector by reducing their inputs 

and support. In this case, the reduction of funding and resources from the Department 

impacts on the education and library boards and on the teacher training colleges. The
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result is a reduction in the level of funding and supply of teachers to the education sector 

in general.

The final competitive force is the threat of ‘buyers’ or users of the service provision who, 

by their level of activity, can determine the survival of the organisations within the sector. 

This was considered by Davies and Ellison (1999) who believe that it is important to 

consider the power that users of education hold and how their decision choices are 

influenced. The support and commitment of children, parents, staff and employers have a 

major impact on the success, or otherwise, of integrated education in Northern Ireland.

However, it is not just the current environment that must be evaluated, but also the 

foreseeable future. This ‘environmental fit’ is believed by Porter (1985) to allow the 

organisation to maximise its competitive position. The organisation must conduct an 

internal appraisal to identify its strengths and weaknesses, coupled with an external 

appraisal to determine the opportunities and threats presented by the environment. The 

analysis of the organisation’s strengths and weaknesses must be conducted with extreme 

care, and according to Argenti (1974, pl03), “...it is doubtful if any company will possess 

more than half a dozen strengths and weaknesses of strategic significance”. In Griffith’s 

(1963) translation, Sun Tsu devotes a complete chapter to the consideration of strengths 

and weaknesses, especially if they are known by the enemy! According to Gore et ai, 

(1992) and Leontiades (1982, 1985), the identification of strengths and weaknesses are 

relative to the existing competition and, therefore, the value of any organisational analysis 

is dependent on the interpretation of the information. The result of the analysis should be 

a set of strategies unique to the particular organisation.

There are a number of approaches to this process and the most often used as a starting 

point for a situation analysis is the SWOT analysis (Flood et ai, 2000; Hill and Jones; 

2001 Johnson & Scholes, 2002). The SWOT generates lists or inventories of strengths 

weaknesses, opportunities and threats and organisations can use these inventories to 

generate strategies that fit their particular anticipated situation, their capabilities and 

objectives (Bourgeois, 1996; David, 1997; Pearce & Robinson, 1997). Rickards (1999,
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p72) regards a SWOT analysis as “...the design school model” which he draws from the 

work of Mintzberg (1994).

As Bowman (1990) clearly identified, a SWOT analysis in inexperienced hands tends to 

generate long lists of points and the longer the list, then the cloudier the emerging strategic 

picture. This was shown in the 1997 study of UK companies by Hill and Westbrook who 

concluded that much of the criticism levelled at the use of a SWOT was not based on any 

flaws in the framework, but rather on the organisations using it. They suggested that it is a 

valuable tool if “...undertaken with more rigour, challenging of assumptions and 

subsequent validation and investigation” (p51). The SWOT analysis can be an efficient 

and simple tool to facilitate the exploration of strategic alternatives for the organisation, 

but Balamuralikrishna et al, (1998) said that reliable results can only be obtained if the 

SWOT is flexible and inventory updates are made frequently.

Adding Dynamics to the Situation Analysis - the TOWS Matrix
Koch (1999) identified how the SWOT can be developed into an effective strategic 

planning model by adding dynamics to it such as the TOWS Matrix developed by 

Weihrich (1982, 1993) which has a wider scope and different emphases than other 

traditional matrices, and enables the determination of strategy alternatives. Although 

initially designed for application in the car industry, it has been applied to a number of 

industries in recent years; the food industry (Foley, 1998), the textile industry (Leitao and 

Osorio, 2001) and optometry (Sherman, 2001). It is considered by some writers (Wheelen 

& Hunger, 2002; Betz, 2002) as a major planning model and was developed by Weihrich 

(1999) to analyse the competitive advantages and disadvantages of Germany in order to 

facilitate competing in a global marketplace. The TOWS Matrix is a conceptual 

framework for a systematic analysis that facilitates matching the external threats and 

opportunities with the internal strengths and weaknesses of an organisation. By matching 

the components of the internal appraisal with those of the external appraisal the resultant 

outcome is the indication of four conceptually distinct alternative strategies, tactics and 

actions. The development of a strategy requires a systematic analysis of the strengths (S) 

and weaknesses (W) of the organisation or, in the case of integrated education, the sector.
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Fig.13 Outline TOWS Matrix
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This operates in a larger environment that provides opportunities (O) and poses threats (T). 

These four factors can be used as the foundation for four distinct strategies:

• SO strategies (maximise strengths-maximise opportunities) use an organisation’s 
strengths to take advantage of external opportunities - the most favourable 
situation;

• WO strategies (minimise weaknesses-maximise opportunities) aim to improve internal 
weaknesses by taking advantage of external opportunities. In general, these are 
developmental strategies to transform organisational weaknesses into strengths;

• ST strategies (maximise strengths-minimise weaknesses) use the organisation’s 
strengths to avoid or reduce the impact of external threats;

• WT strategies (minimise weaknesses-minimise threats) are defensive strategies 
directed at reducing internal weaknesses and avoiding external threats - the 
least favourable situation.

The TOWS Matrix approach generates a range of alternatives to enable an organisation to 

gain a competitive advantage. While these alternatives are not necessarily prescriptive, 

they should help policy-makers in systematically analysing the internal and external 

factors and combining them to achieve a synergistic effect. Obviously, in practice, some 

of the strategies may overlap or they may be pursued concurrently and in concert. Because 

of the dynamics of the environment it is necessary to produce several matrices at different 

points in time. This will enable an analysis of the past, continue with an analysis of the 

present and, perhaps most important, focus on different time periods of the future. The 

consequence of the integrated education sector using such a model is the facility of a
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framework to identify relationships between the variables of the environment and the 

organisational capabilities.

Fig. 14 The Dynamics of the TOWS Matrix

Past Present Present + ti

Time ....... —....—... . ■■■ i ^

The usefulness of the TOWS matrix as a structuring device for strategic problems was 

evaluated by Proctor (1997) when he examined a number of organisations in 

manufacturing, services and healthcare where it was used successfully to identify 

appropriate strategies

Mintzberg et al, (1998) claimed that an understanding of the context of an organisation 

and the forces it is experiencing could lead to a greatly improved change in management. 

However, a strategic planning process is only as good as its application and this 

necessitates involving the players or stakeholders within the integrated education sector to 

determine their views, perceptions and aspirations.

The research considers a range of issues related to the sectoral character of integrated 

education, by examining the perceptions of a range of major players, such as school 

principals, school governors and the directors of NICIE, and testing the emergent 

conclusions with the respondents and officials from the Department of Education and 

Education and Library Boards. The study will use methods and concepts derived from the 

management literature to examine current sectoral identity and dynamics, and to consider 

future strategic possibilities. Data will be collected at a number of different levels, 

including a survey of principals, chairs of boards of governors and directors of NICIE, 

interviews with a sample of school principals and a series of workshops to include key 

actors from within the integrated sector and from the administrative and policy system for

82



education in Northern Ireland. These approaches are all geared to examine the issue of 

sectoral identity, the relationships between the schools, between schools and the sector, 

and between the sector and the wider educational system.
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CHAPTER 5 METHODOLOGY

Any research study requires a specification of the exact nature of the enquiry, the 

identification of the population on which it is to focus and a consideration of the necessary 

and available resources (Cohen & Manion, 1994). At the outset, the ethical considerations 

of the research were evaluated to ensure that the commonly accepted ethical principles 

were followed (Berger & Patchner, 1994). This included the question of ‘informed 

consent’, in that all respondents were given an explicit choice about participating in the 

study and confidentiality was assured, with only the author being aware of each 

respondent’s identity. It was fully acknowledged that adherence to ethical standards was 

essential to this research project.

Fetterman (1991), Lomax (1991) and Robson (1991) stress the importance of triangulating 

information and according to Cohen and Manion (1997, p233), it, “... may be defined as 

the use of two or more methods of data collection in the study of some aspect of human 

behaviour”. Multi-method/multi-trait or convergent validation is how Campbell and Fiske 

(1959) describe triangulation, which shares the notion of complementary qualitative and 

quantitative methodologies rather than competing approaches (Todd, 1979; Fielding & 

Fielding, 1986). Hunt (1994) supported by Van Eijkelenburg (1995) has argued that it is 

time for the advocates of both quantitative and qualitative research methods to declare a 
“...rhetorical cease-fire”. This is especially so when two techniques can be 

complementary and qualitative approaches can be used to test the plausibility of 

quantitative approaches (Cahill, 1996). Gill and Johnson (1991) suggested that it was 

possible to construct a continuum of research methods to permit differentiation between 

them in terms of the various forms of logic they bring to bear in conducting research. 

Nancarrow et al, (1996) suggested that a transfer of qualitative research techniques and 

quantitative research methods is beneficial to both approaches and in many cases, 

qualitative research can benefit a quantitative study. Also Finch (1986) has argued that 

any research that is policy orientated such as education can be more rounded if undertaken 

using a range of data sources, especially if they are of a complementary nature such as 

provided by quantitative and qualitative methods. While the quantitative data can provide 

descriptive documentation of a population such as an educational sector, the qualitative
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research can provide the descriptive detail which makes a complex situation 

comprehensible (Platt, 1972). Adelman et al, (1980) have suggested that triangulation is 

particularly relevant in case studies, such as the sectoral study, with which the current 

research is involved.

Survey
At the time of the research, the total population of the integrated sector comprised 45 

schools. Therefore, it was decided that one level of data should involve a postal survey to 

the principals and to chairs of Boards of Governors of all the schools. In addition, a 

questionnaire was sent to the directors of NICIE. All of these people hold key positions 

within the integrated school system and have a responsibility for, and influence on aspects 

of the strategic direction of the sector.

The questionnaires permit the collection of both operational and attitudinal data on the 

system from all of the people in key positions within the sector who could be regarded as 

stakeholders. It is accepted that a potential weakness of a questionnaire is its limited 

potential to explore views in more depth, and to assess the broader dynamics that lie 

behind expressed viewpoints. To a certain extent this was addressed by asking open-ended 

questions and this was possible due to the relatively small numbers involved. More 

importantly, it was decided to carry out one-to-one interviews with some of the individuals 

surveyed, precisely to allow for detailed exploration and elaboration of stated opinions. 

Also a greater amount of more complex material can elicited in an interview than through 

a survey (Kitwood, 1977).

A previous study by the author, in 1996, with a similar research instrument had 

demonstrated that clarity and understanding of the questions in this context and this 

supported the decision to use it in the current study. Also, probing more deeply on 

different issues was not seen to be a problem in that a sample of follow-up interviews to be 

held with principals would yield ample opportunity, as has been shown in the earlier study. 

The questions were such that anyone other than the principal, in the case of the school, 

would have difficulty in answering them. The main issue of concern would be the 

potentially low response rate, especially as the survey was being conducted eight weeks
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before Christmas, when schools are at one of their busiest times, so a number of strategies 

were engaged to improve this.

Sponsorship can favourably affect the response rate by convincing the respondent of a 

study’s legitimacy and value (Fowler, 1989). This was achieved by asking the Chief 

Executive of NICIE to write to all principals, chairpersons and directors two weeks before 

the questionnaire was sent out. In his letter (appendix 1), he stressed the importance of the 

research and the possible benefits to be derived from it. To complement this, a letter from 

the author was sent with all questionnaires inviting and encouraging participation 

(appendix 2).

The aim of this survey was to gather information at a particular point in time and to 

provide a situation analysis from which the strategic direction for integrated education in 

Northern Ireland might then be determined. The questionnaire (appendices 3 -5) covered 

the following areas:

• general information about the school such as location and when opened;
• pupil information by gender and religion;
• progression of pupils from primary to post-primary education;
• marketing;
• the role of NICIE and the Education & Library Boards;
• strategic perspective to include an environmental scan; and
• a SWOT analysis.

A pilot investigation to assess the data collection instruments is essential (Johnson, 1994; 

de Vaus, 1996). However, as this survey was very similar to one conducted by the author 

five years previously, when both the survey instrument and the interview schedule were 

piloted, it was felt unnecessary to repeat the procedure. Both, though, were discussed at 

length with academic colleagues as to their structure and content.

From a corporate perspective, the schools could be regarded as strategic business units 

(SBUs) and, in many ways, their responses could be considered from a strategy 

implementation aspect. It was felt that the views of the chairpersons of the Boards of 

Governors would be relevant and a shorter version of the survey instrument was
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consequently sent to them. In any strategic analysis, cognisance must be taken of strategy 

formulation and a modified version of the questionnaire was for this purpose, and sent to 

the policy-makers in the form of the board of directors of NICIE

As advocated by Dillman (1983) for this kind of study, it was felt that the Total Design 

Method (TDM) of postal surveys was appropriate in that it had improved data collection 

compared with other studies (Nachmias & Nachmias, 1997). TDM consists of a 

standardised set of step-by-step procedures to encapsulate questionnaire construction and 

survey implementation. The questions were in such an order as to request general 

information that the respondent could answer easily, then progressed to more searching 

questions that might require consultation with other documentation. The TDM 

implementation approach focuses on follow up and the benefit of this became very 

evident. Dillman & Moore (1983) advocated the multiwave approach to follow up which 

is supported by the work of Hoinville and Jowell (1978).

Initially, the questionnaires were sent out eight weeks before Christmas, requesting 

completion and return within two weeks. During this period there was a postal strike so, 

with the backlog from this and the build-up of Christmas mail, a second copy of the 

questionnaire with a covering letter was sent to all concerned. This prompted a quick 

response but from only from twenty of the forty-five schools. It was decided to leave a 

further follow up until after the New Year and this generated a further five responses. 

Follow-up telephone calls encouraged some more principals to respond but a number were 
either unable or unwilling to participate.

Interviews
As it was necessary to gain access to the culture of each school it was decided that the 

second level of data to be used would be through a structured interview with the school 

principal (appendix 6). It was felt that other methods would probably have been 

inappropriate in gaining access to the school as a system of shared meanings and as a 

subculture to the integrated education movement, (Smircich, 1983; Merton & Kendal, 

1946). The interview schedule consisted of open-ended questions which, with the 

respondent’s permission, were recorded for subsequent transcription. The use of open-
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ended questions enables a search of the full range of responses obtained before reducing 

the replies to a set of categories. Such questions do not constrain the respondents’ beliefs 

or opinions to predetermined categories. Sapsford and Jupp (1996) noted that the 

respondent knows that their full response is being recorded, rather than summarily reduced 

to a tick in a box and they suggest that this facilitates the natural flow of discussion.

The research interview has been defined as “...a two-person conversation initiated by the 

interviewer for the specific purpose of obtaining research-relevant information, and 

focused by him on content specified by research objectives of systematic description, 

prediction or explanation” (Canned & Kahn, 1968). This is developed and clarified in a 

statement by Burgess (1982, pi07) to the effect that “ [the interview] is ... the opportunity 

for the researcher to probe deeply to uncover new clues, open up new dimensions of a 

problem and to secure vivid, accurate, inclusive accounts that are based on personal 

experience”. As the aim of the present research was to determine the perceptions of the 

situation of integrated education this latter definition was highly relevant. Specifically, the 

purpose of the interviews was to gain insight into how the principals establish, from their 

personal framework of beliefs and values, a construction of the meaning and significance 
of integrated education and their role within it.

When deciding on sample size, cognisance was taken of the final response on the mailed 

survey which asked if the principal would be willing to take part in an interview, and the 

majority were. It was important to ensure that primary schools and second level colleges 

from both the grant-maintained and controlled sub-groups of the sector were represented 

and the following table indicates the profile of the sample.

Table 7 Principals’ Interviews by School Type

School Type GMI Controlled Total
Primary 2 2 4
Secondary 2 2 4
Total 4 4 8

The schools ranged from those who were among the first to be established to those who 

had opened quite recently. It was felt that a structured interview would be most 

appropriate as it was important to ensure that any variations in responses could be
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attributed to the actual differences between the respondents and not to variations in the 

interview (Johnson & Ransom, 1983).

The interview consisted of 12 open-ended questions, the earlier ones to determine the 

principals’ background, the development of the school, perceptions of integrated education 

and integrated schools, the later ones to elicit opinions on the various relationships within 

the integrated sector, namely:

• relationship between integrated schools;
• relationship between integrated schools and other schools;
• relationship between integrated schools and NICIE/ELBs;
• relationship between integrated schools and the Department of Education.

This provided a ‘funnel’ from general, biographical information to more specific issues 

(Kerlinger 1970). The final question asked about the future strategic direction of 

integrated education and who should be responsible for its formulation and 

implementation. As with any organisation, it was very important to determine the 

relationships within it, the perceptions of organisational philosophy and how the sub-units 

translate this. Three critical assumptions underpin the use of this interview technique:

« that (for the research objective) the vocabulary of the respondents is 
sufficiently common to ensure that the formulation of the questions would have 
the same meaning for each of them.

• that the questions are worded or phrased in a framework that is equally 
meaningful to each respondent.

• that if the “... meaning of each question is to be identical for each respondent, 
its context must be identical and, since all preceding questions constitute part of 
the context, the sequence of questions must be identical” (Richardson et 
a/., 1965, p43).

Workshops
The third level of analysis consisted of a series of two workshops at which the 

stakeholders in integrated education would conduct a situation analysis, and then 

undertake the compilation of a strategic formulation matrix. The group workshops were to 

provide an action research dimension (Clark, 1972; Bain, 1981) with the content of the 

interaction between the groups being analysed through the transcribed dialogue (Tuckman,
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1965; Slater, 1966; Mills, 1967; Harre, 1979). Action research shares the emphasis on 

collegiality and enquiry found in total quality management, but action research 

incorporates a practical ethic (Adelman, 1989). This approach is usually a cycle of 

intervention, rather than a single one, with each evaluated to inform the next stage of 

planning so that technical change and understanding are both achieved. Lewin argued that 

in order to, “...understand and change certain social practices, social scientists have to 

include practitioners from the real world in all phases on enquiry’ (McKeman, 1991,p9).

The workshops were considered appropriate to look at respondent validation. The process 

is for diagnostic purposes to obtain information from a diverse range of stakeholders who 

represent the complexity of the issues to be addressed. This was to reflect Wilkinson and 

Pedler’s (1996) perspective that a major principle of success in whole system development 

is getting the whole organisation in a room together. As the participants would be working 

in groups or teams, group theory was taken into account (Sprott, 1958; Belbin, 1983). The 

group evolves as a result of many factors which include the technical system, group 

dynamics, the personal characteristics of the members and leadership or facilitator’s 

intervention. The group eventually stabilises at a level of effectiveness that can range 

from highly productive and cohesive to divided and low performing. Groups move 
through a number of stages before developing into an effective team. Schutz (1958) 

describes individuals and groups as making three sets of decisions. First, who is in or out, 

next who is top or bottom and, finally, who is near or far. These three stages relate to 

issues of membership, authority conflict and the development of team relationships. The 

memorable four-stage model of forming, storming, norming and performing was produced 

by Tuckman (1965,1966) and represents a group moving through an initial setting up 

stage, with its associated uncertainties, to a conflict stage where membership matters and 

leadership are tested and, hopefully, resolved. Following this, the group establishes an 

identity, mutual values and expectations and the group norms are developed. This 

facilitates progress to the final stage where the team begins a collaborative process to 

explore goals and interests. According to Evenden and Anderson (1992), “The common 

threads to most theories of team development can be summarised by the following four 

stages:
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1. Getting together
2. Getting angry
3. Getting ready
4. Getting going

It is by no means inevitable that groups will evolve through all the phases, but may remain 

at a fixed lower level”.

Invitations to the workshop were sent to the Department of Education, the education and 

library boards, integrated school principals, NICIE staff, the directors of NICIE, the 

directors of IEF and church representatives (the main stakeholders identified impacting on 

the sector). The response rate was approximately 50 per cent (n=25) and included 

representatives from all groups invited with the exception of the church representatives. In 

order to benefit from group dynamics (Long, 1992; Robson, 1993) it was decided to have 

five groups (appendix 8). Two of these would be from the GMI sub-sector, one from the 

controlled sub-sector and two groups representing both. All group members were asked to 

complete an individual situation analysis of the integrated education sector, and then 
negotiate with the others to form an aggregated analysis that represented the whole group’s 

findings. These were written on acetate and the author presented each in turn and invited 
discussion on the findings of each group to determine the level of consensus. This was 

then summarised and provided the basis for the second workshop.

The second workshop was to revisit and summarise the findings of the first, and the 

principle of the TOWS Matrix was then explained. This matrix considered the findings 

from the situation analysis and cross-referenced the internal appraisal (strengths and 

weakness) with the external appraisal (opportunities and threats). The resultant outcome 

was an indication of potential strategies that could be formulated. Each participant was 

asked to complete their individual matrix and, as with the first workshop, negotiated with 

the group members to aggregate and agree on a group matrix. Once again, this matrix was 

written on acetate and presented to the other groups for discussion and debate.

An added bonus to the research was provided when the author was asked to present a 

paper on governance at the annual NICIE conference in April 2002. Features and 

symptoms of Founder’s Syndrome were presented to a diverse audience who were then
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divided into nine groups and asked to address three questions for presentation and 

discussion:

1. How does ‘Founder’s Syndrome apply to integrated education?
2. What are the subsequent implications for the integrated sector?
3. How could this situation be changed or improved?

Each group was allocated a chairperson to encourage their group discussion and to write 

the group findings on acetate for presentation and further debate at the conference. Apart 

from group three all groups seemed to progress through Tuckman’s four stages of group 

formation and reached the ‘performing’ stage. This is what Evenden and Anderson (1992) 

regard as the ‘Getting going’ stage where the group experience interdependence and are 

clear about their mutual roles.

Concerning the computer processing and statistical analysis, a member of the 

administrative staff at the Graduate School of Education (Queens University) undertook 

this. To ensure compliance with appropriate editing of the responses cognition was taken 

of the advice of writers such as Hoinville and Jowell (1978) and Moser and Kalton (1977). 

This was to ensure completeness, accuracy and uniformity in editing the information 

provided.
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CHAPTER 6 RESEARCH FINDINGS

The survey, as the first level in the data analysis, enjoyed high response rates overall given 

that a population survey was being carried out and the results are shown in Table 8. The 

response rates were particularly high for school principals and NICIE directors. Although 

the response rate of the chairpersons of the schools’ Boards of Governors was not as good 

as that of the school principals, or the NICIE directors, a little under half of the target 

group did respond.
Table 8 Survey Response Rates

Population Total Responses %
Principals 45 37 82
Governors 45 20 44
NICIE Directors 17 12 70

According to Cohen and Manion (1997, p98), “ A well-planned postal survey should 

obtain at least a 40 per cent response rate and, with the judicious use of reminders, a 70 per 

cent to 80 per cent response rate should be possible” and these figures are reflected in the 

response rates in the above table. A letter from one governor stated that he didn’t have 

time to complete questionnaires and implied that he and his fellow governors were too 

busy in running the school which was, perhaps, a reflection of the views of a number of 

governors. This school focus may be an early indicator of the lack of a sectoral identity, 

especially within the governance of the schools whereby the day-to day operations of the 

institution are paramount with little evident commitment to the development of the overall 

sector.
Table 9 Population Responses of Schools

Population Total Responses %
Grant Maintained Primary Schools 17 15 88
Controlled Integrated Primary Schools 10 9 90
Independent Primary Schools 1 1 100
Grant Maintained Colleges 13 10 77
Controlled Integrated Colleges 4 2 50%
Total Schools 45 37 82%

The pattern of responses by school type is shown in Table 9. Overall a response was 

received from at least one person associated with 82 per cent of the schools. As these were 

the key group and to be the main element of the next level of data, the response rate was
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encouraging, especially when it is believed that, “...response rates above 80 per cent are 

seldom achieved” (Sapsford and Jupp, 1996, p51).

The findings from the survey of the schools were considered first under the six sections of 

the questionnaire; general information, pupil information, marketing information, NICIE 

ELBs and strategic information. The information about NICIE and the education and 

library boards was used to compare and contrast the respondents’ perceptions about the 

two organisations. This had implications for the strategy and structure debate, and also for 

determining the strategic direction of integrated education. Although the data about the 

length of school existence, pupil gender and religious composition could be obtained from 

NICIE, it was felt that it would be useful to determine the accuracy of individual school 

records. From the results obtained, it was evident that these figures were not readily 

accessible within the schools themselves and a number of principals were unable to 
provide full data.

General Information
Within this section it was important to determine the relationship between the various 

levels of the integrated schools, i.e. nursery, primary and second-level colleges, and if any 

degree of symbiosis was evident. This was important for harnessed growth and 

development and also to ensure that the ‘integrated’ ethos was evident, unlike an incident 

which caught the attention of the press, when the principal of an integrated primary school 

was accused of snubbing the local integrated second-level college by declaring that he 

hoped his daughter would join his other two children at Banbridge Academy if she 

successfully in passed the “11 plus exam” {Banbridge Chronicle, 1995, p5)

Table 10 Feeder Establishments For Integrated Primary Schools (n=24)

Value Label Percentage
Integrated playgroup/nursery 50
Other playgroup/nursery 50
TOTAL 100

Table 10 clearly indicates that 50% of children are coming to integrated primary education 

through integrated pre-school provision, roughly in line with eleven of the 24 the 

integrated primary schools having their own playgroup or nursery. This showed a lack of

94



children coming into integrated primary schools from other playgroups and nurseries. 

Increasing the number of integrated primaries with their own pre-school provision and 

developing the relationship with other playgroups and nurseries would seem to provide 

two potential areas for growth.

Table 11 Percentage of Primary Pupils Progressing To Second Level Integrated Colleges

Percentage Number of Schools % Schools
>25% 4 18

25-29% 3 14
50-74% 7 32

>75% 8 36
All schools 22 100

The principals were asked what percentage of their pupils progressed to an integrated 

second-level college and the responses can be seen in Table 11. This position can be 

compared and contrasted, perhaps rather starkly, with the views of the principals in the 

second-level colleges (Table 12). The two tables are not contradictory, but rather reflect 

the limited number of integrated primary schools and the relative growth of second-level 

schools since 1989.

Table 12 Percentage of Pupils Coming From an Integrated Primary School

Percentage Number of Schools % Schools
<10% 3 25

11-20% 3 25
21-30% 3 25

>35% 3 25
All schools 12 100

The second-level college principals, in total, suggest that, at most, no more than 35 per 

cent of the intake to their colleges is from integrated primary schools (for six of the 

schools the intake level is one- fifth or less). If the integrated ethos is to be perpetuated 

then a ‘supply chain’ structure could reasonably be expected to exist. There is an obvious 

opportunity for some relationship marketing between the schools to engender a value 

system that works toward satisfying the needs of the collective (Alderson, 1965). There is 

an indication of potential for an increase in the integrated primary school provision to 

exploit the potential of college places, based on the assumption that a significant 

proportion of primary schools are not going to the second-level schools. The table from
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the primary principals’ data would suggest that 68 per cent of the primary schools send 

half or more of their pupils to integrated second-level schools. Thus, the problem is partly 

due to loose coupling (undoubtedly the pull of the grammar schools plays a role here), and 

also to do with the relatively small number of integrated primary schools.

In evaluating this situation, the lack of a symbiotic relationship between the schools could 

be regarded both as a weakness and also an opportunity to be explored. Dowling and 

Robinson (1990) believe that the emphasis on relationships should be on co-operation and 

partnership, rather than on competition and conflict. If this were progressed then the 

marketing capabilities (Haberberg & Rieple, 2001) of integrated education could be 

improved though the development of a structured supply chain approach between nursery, 

primary and second-level integrated establishments. This approach stresses the 

development of trust, the sharing of information and the common interest between the 

members of the chain.

Pupil Information

1995 1996 1997 1999

[a Protestant
□ Catholic

Figure 15 illustrates the pattern of pupil enrolments by religion showing that the 

proportions have remained fairly constant with more Catholic children than Protestant 

Children attending integrated schools.
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Fig. 16 School Intake by Gender
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As Figure 16 clearly shows, the balance between genders has remained fairly constant with 

more boys than girls attending integrated schools.

Marketing Information

Coleman (1994) suggested that the tools of marketing were first developed in the context 

of production in the private sector and, as such, might negate their application to 

education. However this does not reflect the views of the National Association of Head 

Teachers (1990), which took the view that.

Schools can no longer operate in isolation. The expectations of society, whether 
expressed by individual parents, identifiable groups, or government legislation, 
mean that schools need to be aware of the views being expressed. They must take 
account of the public perceptions of how well they are performing and be prepared 
to respond to those articulated concerns, which are genuinely representative. 
Marketing is about this kind of responsiveness just as much as it is about 
responsibility to lead and educate the public view.

Gray (1991) believed that education is a service and has a number of features in common

with other activities in the public and private sectors, which also provide services. A
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number of writers (Gronroos, 1980; Cowell, 1984; Lovelock, 1988; James and Peters, 

1995) suggest that, in essence, a service organisation is generally accepted to be one where 

the activity or benefit that the organisation offers - the service - is essentially intangible. 

Within education, it is this very intangibility that makes it difficult for educational 

institutions to understand the full implications and relevance of marketing. This was 

particularly evident in the comments some principals gave when asked specify to why they 

chose their particular marketing approach. One principal appended a comment to the 

questionnaire stating that the term ‘marketing’ was not liked. Many felt that they had to 

undertake marketing to increase their numbers and simply to create awareness of their 

school. When asked if they had undertaken any form of marketing, almost one-third of the 

respondents stated that they had not and several indicated that they did not need to 

undertake any marketing activities, as their school was currently oversubscribed. This 

would indicate a lack of awareness of the turbulent and dynamic market structure of 

education or the need to have a knowledge of the market to be served (Gray, 1991).

From the remainder only sixteen principals were specific about the type of activities they 

undertook, and from these less than half had considered more than one activity. Table 13 

shows the range of marketing activities undertaken and clearly demonstrates the 

concentration on promotional activities, at the expense of the other marketing variables.

Table 13 Marketing Activities Undertaken by Schools

Activity Freq.
1st Response

Freq.
2nd Response

Total %

Maildrop 6 1 7 30.4
Open Day 3 3 6 26.1
Press 3 1 4 17.4
Reputation 1 1 4.3
Visit schools 1 1 2 8.8
Prospectus 1 1 4.3
Newsletter 1 1 4.3
Increase numbers * 1 1 4.3
Total 16 7 23 100.0

*It would appear that one principal was suggesting what marketing should achieve rather than what 
activities they actually undertook.

However, a number of schools said that their marketing activity was not proactive, but 

rather a reaction to various pressures such as the activities of other schools and the 

intensification of the competitive pressures between them. Some cognisance was given,
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although perhaps not consciously, to the needs of customers or stakeholders in the 

education process. Some schools signalled the need to attract the students in the proper 

proportion to comply with the Department of Education’s funding regulations. One school 

stated that the Department “...demands predicted intakes for the future”. Some schools 

identified the need to create awareness in the broader community and to increase parental 

awareness and one school suggested that the transformation process needed to be ‘sold’ to 

the community. A recently opened school responded to an open-ended question on 

marketing, commenting, “ ... It was vital in a new school to create a profile within a 

community and be able to ascertain the level of support and desire for integrated 

education”. From the reasons given for pursuing a particular marketing approach, only 

two schools identified the need to promote integrated education rather than just their own 

school. Just one principal saw the need for a systematic marketing approach and that 

promotion is only a part of the overall marketing process.

This perception clearly indicates that principals regard marketing as only consisting of 

promotional activity and may actually have a fear of it (Kotler and Fox 1985) as 

evidenced in the high non-response rate to this question. Also the focus appears to be on 

promoting individual schools rather than the sector as a whole.

Fig. 17 Marketing Activities Undertaken by Schools

1__J Principal

I I Governor

Director
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With regard to the responses to the governors’ survey a number were not aware if their 

school actually carried out any marketing activities. From those who were, the reasons 

given were that they were solely for the promotion of their particular school, and there was 

no mention of integrated education at all. A number of them didn’t even identify the 

school newsletter or prospectus as a marketing tool. The responses of the NICIE directors 

fell into three categories: those who were unsure if any activity had been carried out, those 

who ticked ‘yes’ but could not be specific, and those who were aware and clearly signalled 

the need to promote integrated education as a sector.

The responses to this issue indicated that there appeared to be a lack of consensus, an 

unawareness of the need for a sectoral identity and these were, perhaps, an early indicator 

of tension within the sector.

The next aspect of marketing to be considered was to determine who would be regarded as 

competitors to integrated schools. From Fig. 18 it appears that the respondents 

considered competition in the traditional view of economics, in that competition is based 

solely on supply and demand. ‘Industry competitors’ such as other schools being regarded 

as the main form of competition rather than the range of forces indicated by Porter (1980) 

and outlined on page 72 of this dissertation.

Fig. 18 Perception of Competitors
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The shared view of the three groups of respondents identified local schools as the major 

source of competition. Two schools actually suggested that because of their ‘unique’ 

educational offering they did not have any competitors.

A number of principals actually named the other local schools and one principal qualified 

the answer given by stating “...parents are interested in the best education for children 

rather than integrated education”. This appeared to suggest that parents valued the 

academic achievement of a school above the integrated ethos, and this was developed by 

another principal who stated their competitors as “... Any other good school - obvious 

difficulty in attracting high achievers to a non-selective school in a selective system”. It 

was felt that falling enrolments to schools, overall, had resulted in grammar schools 

accepting children with lower Transfer Test grades; thus impacting on the all-ability intake 

of integrated schools.

This perception was echoed in the governors’ responses, one of whom stated “...the 
grammar schools tend to cream off the higher achievers”. However, some of governors 

felt that they did not have any competitors and one actually suggested that the terminology 
was “unhelpful”. One governor offered a somewhat broader view and felt that competition 

came in a number of forms including some local politicians, the CCMS and the ‘Peace 

Process’, in that it might suggest that integrated education was no longer needed.

The views of the NICIE directors were quite similar to those of the governors as the 

majority suggested that the competition was mainly from other schools. Only one 

suggested that providers, such as CCMS and the ELBs were competitive forces.

Overall, the three groups of respondents believed that the competition came mainly from 

other schools and did not really identify much competitive force outside the education 

sector. However, the perceptions of the principals suggested that they were aware of a 

broad range of competitive forces but more for their respective schools rather than the 

integrated sector as a whole. Table 18 identifies the lack of consensus at school level 

between governors and principals as to the identification of who or what constitutes a 

competitor. There also appears to be a lack of awareness of what competitive forces
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impact upon the integrated sector. The inability to identify the sources of competitive 

forces outside the industry or sector has serious implications for the formulation of 

strategy and can generate vulnerability. This, in turn, could threaten future growth and 

even the survival of the integrated education movement.

The next stage was to identify the ‘customers’ both of integrated education and integrated 

schools. Baker (1987) suggested that successful marketing is about satisfying customers 

and this means an understanding of who they are, what they want and what makes them 

behave the way they do.

Fig. 19 Perception of Customers
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If integrated schools are unable identify their customers then prospects for growth and 

development will be limited. Principals, governors and directors all agreed that parents 

and children are customers of the school and Figure 19 clearly shows the propensity of all 

respondents to regard mainly the parents and children as customers. Although the 

directors of NICIE identified a range of ‘customers’ that included the school staff, the 

Department of Education and the ELBs, these were identified by only a small number of
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principals and governors. Figure 19 also indicates a narrow focus within the schools with 

few identifying the main funding organisations as customers. This perhaps indicates a 

problem with the marketing terminology, and the inability to identify the exchanges that 

take place between the various entities that have business relationships within educational 

provision. This was reflected in a comment from one principal, who commented, . don’t 

like the term customers”. The term stakeholder (Key, 1999), to include those people or 

groups who have a legitimate interest in the activities of integrated schools, might be more 

appropriate to change the mindsets that currently exist (McCaskey, 1991; Petty, 1997; 

Evans & Russell, 1999).

Fig. 20 Reasons why parents send their children to integrated schools
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Once the customers or stakeholders have been identified, it is important to determine the 

benefits that they hope to achieve from integrated education. This is crucial from a 

marketing perspective as it will impact on the nature of service/education to be provided 

and this, in turn, will influence and determine the appropriate marketing activities to be 

undertaken to ensure a mutually profitable exchange relationship between the various 

parties involved in the educational process. This would also impinge on the strategic 

decision making to determine the nature of the ‘business’ to ascertain the appropriate 

mission statement. Figure 20 illustrates the respondents’ views on why one group of
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customers, the parents, sends their children to integrated schools. When asked why they 

did so, principals, governors and NICIE directors agreed on four main reasons: the 

integrated ethos, teaching quality, location and the increase in mixed marriages. This last 

point has been clearly identified in a recent report by Wigfall-Williams & Robinson (2001, 

p3) who have suggested: “.. .it is the endorsement of integrated schooling where the kinds 

of shifts in tolerance suggested by the mixed marriage data can be found”. They also 

identified that the increase in support is evident in both Catholic and Protestant 

communities as can be seen from the table 14, which reflected similar findings by Hughes 

and Donnelly (2001).
Table 14 Support for Integrated Education

%
Catholic Protestant

1989 1998 1989 1998
Own religion only 37 21 41 29
Mixed religion 54 72 53 57
Don’t know 9 8 6 14
Source: Wigfall-Williams & Robinson (2001)

However, on the issues of parental control and the reduction of church influences the 

perception of the NICIE directors is significantly different from those of the principals and 

governors. This might by another indication of the directors have a more sectoral focus 

with the principals and governors considering their respective schools.

The next part of the questionnaire considered the respondents’ perceptions of NICIE and 

the ELBs, as these would be the main players in the support infrastructure of integrated 

education. The role and relevance of these organisations would have an impact on the 

future strategic direction of integrated education and it was important to determine if a 

symbiotic relationship existed as this is critical for organisations as they respond to 

increased competition in the marketplace (Waterman, 1987).

NICIE and ELBs
The school principals were asked to rate both NICIE and the ELBs on a range of values. 

From figure 21 it is evident that the NICIE directors have a different perception than the 

principals and governors of the importance of the role of NICIE in the development of 

integration in Northern Ireland

104



Fig. 21 Perceptions of the Role of NICBE (% saying very relevant or relevant)

In most cases, the directors are more positive in their assessment of the role of NICE, 

which is perhaps to be expected since they are commenting on their own organisation. 

With NICE attempting to drive the integrated movement forward, individual schools may 

feel that they are not getting enough attention. Overall the perceptions of the three groups 

of respondents were quite similar writh the exception of areas such as liaison, co-ordination 

and funding.

Fig 22 Perceptions of the Role of ELBs (% saying very relevant or relevant)
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Figure 22 shows, on most issues, the views of principals and governors were similar with 

regard to the relevance of the role of ELBs. However in the area of funding and, more 

particularly in training the views vary greatly. Again there appears to be some tension 

between the sector as a whole and the schools themselves - a possible indicator of a lack 

of a sectoral identity.

To develop the comparison further the respondents were asked to rate NICIE and the ELBs 

on whether their provision was ‘good’, ‘average’ or ‘poor’. These were awarded weighted 

sores of 1, 0 and -1, respectively, to enable a comparison to be made between the two 

organisations. Figure 23 clearly shows how the respondents perceived the organisations.

Fig. 23 Comparison of NICIE and ELBs

-20

Both organisations were perceived as being reasonable in the areas of advice, support and 

information. The ELBs were regarded as being particularly strong with regard to training 

but weak in areas such as liaison, direction and co-ordination. They were perceived as 

being particularly weak with regard to funding, representation and lobbying. NICIE were 

seen as being particularly strong in areas such as representation and lobbying and weak 

with regard to training. The areas were both organisations were seen as being weak were
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in co-ordination and direction - both of which have implications for the sectoral identity 

and the strategic direction of the sector.

While NICIE and the ELBs have a different role within the overall education sector they 

provide a similar service to the integrated schools within the respective sub-sectors (Cl and 

GMI). This would mean that the differences in the perceptions of their function cannot be 

attributed solely to their roles.

Perhaps this is another early indicator of tension between the identity of the individual 

school and that of the integrated sector as a whole. This has implications for both 

marketing and strategic direction. If the direction to be determined is for integrated sector, 

then the role of the individual school must be decided and agreed; otherwise, 

implementation becomes increasingly difficult. As NICIE is not a statutory body then 

problems arise with formulating the appropriate strategy with the existing lack of cohesion 

and possible tension within the sector. Also the marketing aspect seems to indicate the 

need for a multilevel approach with macromarketing for the integrated movement and 

micromarketing (or local marketing) for the individual school. An important feature of the 
direction and operation of any organisation is the effectiveness of communication between 

the major stakeholders.

Table 15 Effectiveness of Communications With Principals (percentages)

Good Average Poor
NICIE 64.8 32.4 2.7
ELB 72.9 13.5 13.5

From table 15 it would appear that the principals perceive the ELBs to be more effective in 

their communication overall, even though there was a higher percentage who felt that it 

was poor. When the governors were asked how NICIE and the ELBs fulfilled their role, 

the respondents were generally more positive about NICIE (Table 16).

Table 16 Governors’ Perceptions of how NICIE & ELBs fulfil their Role.

V. Well/Well Average Poor
NICIE 55.6 33.3 11.1
ELB 36.8 47.4 15.8
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Principals did not feel that this was particularly the case or perhaps it would be generated 

by a change in the remit.

From Table 16 it is obvious that 56 per cent of the governors felt that NICIE fulfil their 

role well or very well, compared with 37 per cent who felt that the ELBs did the same. It 

would seem that both organisations need to improve their performance. When the NICIE 

directors were asked how their own organisation performed 75 per cent felt that they did 

very well/well and 25 per cent felt that their performance was average.

When asked what changes should be made to NICIE, figure 24 clearly shows the 

principals felt that changes were necessary especially with regard to structure and remit. 

One principal even felt that NICIE should be dispensed with. Both NICIE directors and 

school governors strongly felt that NICIE could be more proactive but there were 

differences about changes to the activities that NICIE currently undertakes

When asked what changes should be made to ELBs, figure 25 shows that the principals 

and governors had different perceptions on these. The principals felt that ELBs could 

offer a regional service, increase their school contact and collaborate more with NICIE but 

some 30% felt that ELBs were not necessary at all. The governors felt that the areas for 

change were with regard to training and 50% felt that the ELBs should be more proactive.
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The views on changes that could be made to the education and library boards showed a 

lack of agreement between the governors and principals which could indicate a potential 

area for conflict especially where the differences are particularly marked.

Strategic Information

The aim of this section was to encourage the respondents to conduct a situation analysis. 

This consisted of an external appraisal to determine the opportunities and threats facing 

integrated education as a sector. The schools were asked to identity what opportunities 

and threats the politico-legal, economic, socio-cultural and technological environments 

would present to them. The information provided was aggregated, by the author, to 

include the most frequent responses in each category.

The principals and governors responded quite well to the challenge, although there was the 

anticipated degree of confusion between external factors and internal factors. It was 

disappointing to note that only four of the NICIE directors actually completed this section. 

The rest either filled it in superficially or suggested that integrated education and NICIE, 

as an organisation, were synonymous. One respondent stated that the two entities “... 

were two peas from the same pod” and that there would not be any difference in the 

analysis of either.

In common with other developed societies. Northern Ireland has been experiencing a 

period of profound and accelerating social, political, cultural, demographic and

109



technological change. The macroenvironmental or ‘PEST’ analysis illustrated in figure 26 

clearly indicates the principals’ and governors perceptions of all these factors. This 

information was aggregated (by the author) to include the most frequent responses in each 

category. Of particular importance, in recent years, has been the Belfast Agreement in 

April of 1998 which represented ,”...an attempt to establish new democratic structures to 

replace the ‘culture of violence’ which has existed in Northern Ireland over the past thirty 

years” (Smith, 1999). This was perceived by the respondents as both a political 

opportunity and a threat. It provides a local assembly to respond to local needs but the 

existence of party politics was seen as a possible threat to the continuance of this 

assembly. Also in this category the selection process (11+) for access to post primary 

education was regarded as an opportunity and a threat. While the review of this process it 

has not been completed and would be influenced by stability of the local assembly.

Fig. 26 PEST Analysis

Environmental Factor Opportunity Threat
Political Peace process Local assembly

Local assembly Party politics
End of 11 + Reduced funding

No change to 11 +
Continuation of peace

Economic Healthy economy Deprivation
Prisoner release No money
European funding Slow down
Funding
Growth
‘Feel good’ factor

Social More openness Government
Less church influence Ghetto mentality
European intervention Church influence
Parental choice Sectarianism
Economic growth Intimidation
More mixed marriages
More mixed housing

Technological Internet Leaving graduates
WEB Inadequate funds
Quality
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On the economic front the ‘Peace Process’ was perceived to be generating a healthy 

economy which could lead to increased funding for integrated education. However the 

polarisation of the community has resulted in areas of social and economic deprivation and 

these were felt to be recruiting grounds for the paramilitary organisation, which impacted 

on the social analysis. While increases in mixed housing and mixed marriages with 

increased openness were regarded as opportunities the ‘ghetto mentality’ often associated 

with some of the disadvantaged areas was witnessing increased sectarianism and 

intimidation and posed a threat.

The opportunities for technology were perceived as involving the Internet and the WEB 

for teaching and learning in schools. These would have, no doubt, been influenced by 

government initiatives such as the Northern Ireland Network for Education, and the 

Education Technology Strategy in Northern Ireland. Classroom 2000 is being 

implemented to provide a comprehensive, managed ICT service for all schools. However 

the threats were regarded as inadequate funding for integrated schools and the number of 
graduates leaving Northern Ireland.

Having conducted a macro analysis of the sector the next stage involved an external 

analysis to determine the opportunities and threats that were perceived to impact on the 

respective schools, and also identifying the strengths and weaknesses of each school 

through an internal appraisal. The results of these were aggregated, by the author, into an 

overall situation (SWOT) analysis, to include the most frequent responses, as illustrated in 
Figure 27.

Fig. 27 Aggregated Schools’ SWOT Analysis

STRENGTHS WEAKNESSES OPPORTUNITIES THREATS
Parent support Inadequate buildings Growth No numbers
Committed staff Zealous parents* Positive commitment No room to expand
Enthusiasm Heavy workload Lottery money Complacency
Small classes Staff Religious balance Churches
Good reputation Attract top grades Involve church Gallagher Report
New building Politics

* Parents who feel they have a right to be heavily involved in the school and who exercise that right (regularly!)

The aggregated information provides an outline SWOT analysis and this is a useful 

starting point to evaluate the current situation. This incremental approach to management
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is much in line with current creative management thinking (Pearson, 1999). However, the 

SWOT analysis does not reflect an awareness of environmental conditions that had been 

identified in the earlier PEST analysis. This would suggest that the schools would be 

unable to correctly identify opportunities and threats especially since there was no 

reference to the sector or the bodies such as NICIE, which play a major role. This would 

indicate that each school has an inward focus rather than a sectoral approach to their 

particular educational sector. When asked if the school had a strategic plan, it was of 

concern to note the low response rates as all schools have a statutory obligation to think 

strategically and compile a school development plan. Only 12 responses were received 

from principals and 9 from governors. Also the results (Table 17) showed a marked 

disparity, on some issues, between the principals and the chairpersons of Boards of 

Governors.

Table 17 Strategic Plan of Schools

Develop
ment

Attract
Both

Traditions

Raise
Standards

Funding Staff
Training

Establish 
6th Form

Growth

Principals 50.0 16.7 16.7 8.3 0 0 8.3
Governors 33.3 0 33.3 11.1 11.1 11.1 0
Column Total 49.2 9.5 23.8 9.5 4.8 4.8 4.8

Although both groups of respondents suggested development as the strategic direction, it is 

evident that the principals were more aware of the need for growth and the mechanisms 

that could achieve this whereas the governors appeared to be thinking more about the 

operational aspects. This could generate disagreement and conflict at the school level and 

create tension within the sector especially considering the governance arrangements within 

GMI schools.
Table 18 School Objectives for the Next Five Years

Objective Principal Governor Row Total
Increase numbers 28.9 13.6 23.3
New school building 13.2 31.8 20.0
Achieve good grades 18.4 13.6 16.7
Develop strengths 7.9 18.2 11.7
Increase religious balance 13.2 0 8.3
Adequate training 5.3 13.6 8.3
Maintain staffing 10.5 0 6.7
Consolidation 2.6 4.5 3.3
Fund nursery 0 4.7 1.7
TOTAL 100 100 100
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After determining if the school had a strategic (development) plan it was important to 

ascertain if the objectives set for the school were aligned to that plan. From Table 18 it can 

clearly be seen that the increase in numbers or growth is important with the indication that 

this would be achieved through academic achievement of existing pupils. The row total 

enables a ranked column of what is important overall by considering the combined views 

of the principals and governors. What would be of concern is the identification by only 

the principals that the religious balance of the school should be increased. Also it is clear 

from both the tables that there is little alignment between the strategic objectives and the 

strategic plan. As Campbell (1974, p64) has stated “...If you don’t know where you are 

going you’ll probably end up somewhere else”. Also there is no evidence of the 

strategic/development plan of the schools being aligned with any strategic planning for the 

sector.

Table 19 Awareness of Strategic Plan for Integrated Education

Principal Governor Total
1. Yes Count 15 10 25

% within group 45.5 50.0 47.2
2. No Count 1 1

% within group 3.0 3.0
3. Unsure Count 17 10 27

% within group 51.5 50.0 50.9
Total Group 33 20 53

% within group 100.0 100.0 100.0

From Table 19 it is clear that both the principals and governors are divided, almost 

equally, as to whether or not a strategic plan exists for integrated education in Northern 

Ireland. This would support earlier indications that principals and governors tend to be 

concerned only with their respective schools with little obvious awareness, or perhaps 

interest, in the sector as a whole. When asked what should be the strategic direction for 

integrated education in Northern Ireland growth was the key factor.
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Table 20 The Strategic Direction for Integrated Education

Growth Direction Count % Cases
Expansion 9 26.5
More school places 8 23.5
Better publicity 8 23.5
Consolidate 7 20.6
Transformation 6 17.6
Promote uptake 5 14.7
Over subscribed schools 1 2.9
More help 1 2.9
Total Responses 45 132.4

n.b. The respondents could make more than one response and therefore the number of responses could 
be greater than the number of schools. This accounts for the % Cases being greater than 100.

Table 20 shows the overwhelming perception of the strategic direction for integrated 

education should be the generation of growth by improved communication and with 

transformation as a possible route. However, it is not enough just to indicate the direction, 

the responsibility for setting appropriate objectives and implementing effective strategies 
must be determined.

When asked who should be responsible for the strategic direction of integrated education 

for the next five years, almost a third of the responses indicated that NICIE should play a 

major role with the department, the schools and the ELBs also being involved (Table 21).

Table21 Responsibility for the strategic direction of Integrated Education in NI

Responsibility Count % Responses
NICIE 50 31.3
Department 43 26.9
Individual school 35 21.9
ELBs 32 20.0
Total Responses 160 100.0

As the respondents (principals and governors) could nominate more than one option it is 

interesting to note the consistency of responses. Table 21, as an aggregated table clearly 

illustrates that both the GMI and controlled schools felt that NICIE had a major role to 

play. Considering that the controlled sector has a direct relationship with the ELBs it 

might have been expected to evidence these schools feeling that their relationship might 

influence their perception. Therefore the findings were evaluated to see if school type 

(GMI or Cl) would influence the choice.
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Table 22 has been constructed to indicate numbers and percentages of both row and 

column totals. For example, NICIE has been identified by 22 (95.7%) of the GMI schools 

and 8 (80%) of the Cl schools as the main party who should be responsible for the 

strategic direction of integrated education. This represents 71 per cent of all those who 

had the same perception. A significant number of schools perceived NICIE, the 

Department, the ELBs and themselves as all having a responsibility for the sector, but 

NICIE would appear to be considered as the main driving force.

Table 22 Responsibility for Strategic Direction by School Type

GMI Controlled Other Row Total
NICIE Count 22 8 1 31

% 71.0 25.8 3.2 91.2
95.7 80.0 100.0

Department Count 16 9 1 26
% 61.5 34.6 3.8 76.5

69.6 90.0 100.0
Individual school Count 15 6 1 22

% 68.2 27.3 4.5 64.7
65.2 60.0 100.0

ELBs Count 11 6 1 18
% 61.1 33.3 5.6 52.9

47.8 60.0 100.0
Column Total Count 23 10 1 34

% 67.6 29.4 2.9 100.0

Throughout this section a number of themes have emerged:

• an inward focus by the individual schools.
• a lack of sectoral identity;
• evidence of fragmentation in the sector;
• tension between the grant maintained schools and the transformed schools;
• a lack of awareness of the degree of commonality or diversity between schools; 

and
• a lack of strategic focus for the sector.

Having analysed the survey information, the next stage was to analyse the information 

from the principals’ interviews as a method of respondent validation to determine if 

similar themes were evident.
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Principals’ Interviews

At the end of each questionnaire the school principals indicated if they would be willing to 

agree to an interview. A sample of those who agreed was chosen in an attempt to reflect 

the range of schools, including primary and post-primary principals and those from grant 

maintained schools and transformation schools. The interview framework was based on 

twelve main questions and the responses were tape recorded, to ensure a smooth flow of 

conversation and to permit the interviewer to probe where necessary. All the principals 

interviewed were remarkably open and frank in their responses. The first two questions 

were about their own backgrounds and that of their respective schools. This was to create 

a relaxed atmosphere, after which the questions became more focused.

Q3 What are your personal views on integrated education?

This question generated a range of viev/s with some schools suggesting that integrated 

education was about educating Catholics and Protestants together, while others felt that it 
was about “inclusive” education to include children from different religions and 

educational levels. The respondents were equally divided on this across both sectors. 
Each school was identified as having its own particular ethos, but there were indications 

that GMI and transformed schools had been created for different reasons. One of the GMI 

principals actually felt that the grant maintained schools were “...probably the biggest 

death knell for integrated schools” in that there governance arrangements were such that 

they encouraged action which brought the movement into disrepute. Concern for the 

welfare of the children and the role of parental choice were evident throughout. However, 

early signs of a lack of synergy between schools in the sector was evident with one 

principal stating that, “...each school is actually on a limb”. There was no evidence to 

indicate an awareness of the level of commonality or diversity between schools.

Q4 What is distinctive about integrated education?

None of the respondents distinguished between an integrated school and integrated 

education. All answers related to the respective school’s perception and how they 

communicated this perception. This would suggest a lack of sectoral identity and one 

principal felt frustrated that the integrated schools did not speak with a common or
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consistent voice. A distinction was drawn between GMI and transformed schools by one 

principal who stated:

I think there are differences in integrated education, I think we have to look at the 
schools that have started from what I call grass roots - parent driven with the 
commitment to the ethos compared to transformed schools.

It was evident that tension existed between the two school types. However, the

respondents were unanimous in their belief that the role of parents was crucial in the

development of integrated education and a number of responses emphasised this:

The good integrated schools do not pay lip service to parental involvement, it is 
very real, very active.

I think what is distinctive about it [integrated education] is more than anything, the 
parents who deliberately have taken the decision to accept integration. It’s not the 
children, it’s the parents.

I think most integrated schools are fairly dynamic, but those with the parental 
involvement are very dynamic.

05 What are your views on the different types of integrated schools (GMi/comroiiedT?

The answers to this question clearly demonstrated the differences felt between GMI and 

transformed schools and the tensions this created. In general, the GMI principals felt that 

while there were transformed schools “...doing a good job”, a number had sought 

integrated status because of economic reasons such as falling rolls and to stave off possible 

closure. One school principal who had successfully steered his school through the 

transformation process openly acknowledged this:

I think there was a feeling amongst a lot of people that transforming schools were 
not real integrated schools to be honest. They had different motives. They had a 
different agenda.

This principal felt that transformed schools had not helped to change this perception nor 

had they attempted to participate fully in inter-school meetings such as the Associated 

Principals and Teachers in Integrated Education (APTIS), which was developed as a forum 

for regular meeting for those involved in integrated education. While the principal 

acknowledged the perception he did not accept the charge. At least half of the respondents 

recognised this lack of involvement in APTIS by staff from the transformed schools. A
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number suggested that this could have been due to the agenda tending to be dominated by 

GMI issues such as opening new schools from ‘grass roots’ and the role of founder 

governors - issues which would be more pertinent to GMI schools. The role of NICIE 

came under criticism because it was perceived as more interested in these particular issues 

rather than many that would be more relevant to transformed schools (in fairness to NICIE 

this is the role it has been given by the Department). This was particularly striking in a 

comment from the principal of a transformed school.

There would be fundamentalists within NICIE who would say the only way (to 
develop integrated education) is through grass roots parental support, green field 
site schools, and...they would always be suspicious of the motivation of 
transforming schools.

This would suggest that not only was tension evident between GMI and transformed 

schools, but also between the transformed schools and NICIE. It was interesting to note 

that principals from both school types highlighted concerns about founder/parent 

governors:

You bring an ownership that can be detrimental to the professional development of 
the school.

Some of them are experts in their own field and bring expertise yes, but they also 
sometimes bring an arrogance with them.

06 What do you think of transformation schools?

This question was designed to develop the issues from the previous question, but many of 

the respondents actually answered it in question five, although a number of other pertinent 

comments were made. The general perception was that transforming was not necessarily 

the easy option as the existing culture had to be changed and this could mean dealing with 

a lot of baggage. The feeling was that a GMI School started off and developed its own 

culture and anyone coming to it, parent, child or teacher, was ‘buying in’ to that ethos or, 

perhaps, helping to create a new one. There was a degree of scepticism about the motives 

behind schools transforming. The principal of one of these schools felt there were two 

distinct camps in integrated education. He felt that transformed secondary schools, in 

particular, had not tried to help their case by joining the integrated education debate and
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stating their case. While a degree of tension was obvious between the two school 

groupings, it was demonstrated that there was also goodwill to see the development of 

integrated education regardless of the route chosen. However, it was strange to note that 

the principal of a well-established GMI second -level college felt that there was only one 

transformed school at this level - rather than the four who had followed this process, 

indicating a lack of awareness of sectoral development.

Q7 How would you regard the relationship between integrated schools?

Perhaps the beginning of the first two responses to this question summarises the overall 

tone in describing the relationship between integrated schools:

Slightly competitive - non-helpful at times.

I would say they are far too slight...in the sense I think each integrated school has 
invented its own wheel each time.

The general feeling was that as the schools are spread geographically then the 

opportunities to meet are infrequent. However, one vehicle for meeting, the APTIS forum, 

was mainly attended by GMI schools, with only one or occasionally two transformed 

schools attending meeting. NICIE was identified by some of the respondents as part of the 

problem when it could have been part of the solution by taking a more proactive role in 

advising all schools (GMI and transformed), and by providing greater co-ordination 

between schools especially those in the earlier stage of their ‘integrated life cycle’. 

Fragmentation of the sector was demonstrated with principals suggesting small geographic 

clusters of schools, a GMI group and a transformed group, those schools who regarded 

integration as all inclusive and those who regarded the ethos as religious integration:

I would get on well with a number of people from integrated schools who I feel 
broadly share my vision. Our view very broadly would be mixed tradition and 
mixed ability. It’s our job to welcome all those children. Another extreme group, I 
suppose, would be those vision is to excel [academically] and are not going to 
excel if they accept too many of society’s problems in through the gates.

This problem was perceived to be more related to the second-level colleges. It would 

appear that not only is there a lack of sectoral identity, but there are different perceptions 

of the mission and objectives of integrated education. This is creating fragmentation with 

clusters of interest groups and subsequent tension. The constructive networking seems to
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be of a very informal nature and dependent on individual principals telephoning one 

another to discuss areas of mutual interest. Apart from this, the research would suggest 

that there is little awareness between the schools of the level of commonality or, indeed, 

the level of divergence.

08 What is the relationship between integrated schools and other schools?

Personally good but there is resentment on funding issues and comments have been 
made to that effect. There is a better bond at primary level than secondary level 
due to the [market] positioning of some second-level integrated colleges.

This response from one principal summarises the perception from nearly all respondents 

with the resentment on funding issues very evident. This was particularly strong against 

the backdrop of decreasing rolls overall, and integrated schools being viewed as an 

intensification of already existing competition for limited funds. Some principals felt that 

the marketing positioning of some of the second-level integrated colleges did not help this. 

They were seen to be positioning themselves as the next best alternative to a grammar 

school and promoting academic excellence above all else. A number of principals felt that 
some Catholic Schools had been particularly strong in their opposition to integrated 

education. This opposition was voiced by the CCMS and the Catholic Church, and one 
principal identified three occasions in a Catholic child’s life (first communion, first 

confession and confirmation), when he was aware that it was actually declared by the 

clergy that any association with integrated schools was wrong. The relationships between 

schools were regarded as dependent on the geographical area and the ability of each 

integrated school principal to foster good relationships, and to dispel any concerns or 

apprehensions about the roles of integrated schools. Some principals had used forums 

such as ELB principals’ groups and involvement in the Regional Training Unit (RTU) to 

discuss the perceptions of the integrated education provision.

09 What is the nature of the relationship between integrated schools and NICIE?

This question generated a wide-ranging response from very negative to relatively positive 

with comments such as:
I would feel that they are a totally incompetent body - managed incompetently and 
with a lost cause.

In the past it would never have occurred to me to think of NICIE if I needed help.
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They [NICIE] have no doubt, expertise but sometimes seem to make mountains out 
of molehills.

There is a lot of criticism of NICIE. I think unfairly, because it is to a certain 
extent based on a perception of what NICIE is and what they can and cannot do.

Part of the problem is, and this is where NICIE comes unfairly under criticism, is 
that there is no safety net and there is very little support at an early stage when 
conflict begins to arise and I know where you get situations where conflict - 
principal v board of governors is the classic.

It can vary - again I have a liking for NICIE and I have a general trust for NICIE 
and I feel that NICIE at their best embody a set of principles.

Cognisance was given to the limit of NICIE’s remit and that, as a non-statutory body, it 

did not have powers of enforcement on matters of policy. There was no apparent 

difference between the perceptions of the GMI and transformed schools. However, it was 

evident that NICIE’s raison d’ etre needs to be revisited and restated to all schools. Also 

the uncertainty of the level of commonality or divergence between schools would appear 
to be a continual theme.

Q10 What is the nature of the relationship between integrated schools & ELBs?
The responses to this question showed marked differences in the perception of the GMI 

schools and those of the transformed schools. The latter felt that before transforming they 

already had a strong relationship with their respective boards and this had not really 

changed since transforming. Nevertheless, the GMI schools painted a different picture and 

felt that while relationships with ELBs were improving, they were far from perfect. Some 

principals felt that they had suffered a degree of antagonism from board members:

Our relationship was awful at the start. I think they see us as someone who has 
been added to the portfolio.

...for the first thirteen years we had very chilly relations with the education and 
library board because the chief executive hated us with a passion.

..the appointed board members can be a bit anti integrated education...but within 
the board the board officers are either neutral or supportive.
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It would appear that the relationship with the ELBs is different, depending on whether the 

school is GMI or transformed. The relationships are obviously improving, but the existing 

tensions could adversely affect the sectoral identity or even create fragmentation within it.

011 What is the nature of the relationship between integrated schools and the
Department?

The schools were mainly in agreement that the Department of Education is a bureaucratic 

organisation that does not necessarily have the interests of schools (any schools) at heart. 

There was concern about the continued requests by the Department for statistical 

information but a corresponding lack of support from them in addressing school queries. 

Some of the schools spoke highly about the branch that deals with integrated education 

and felt that staff were both friendly and supportive.

Some principals felt that the apparent support for integrated education by the Minister of 

Education was based on his desire to propagate Irish-Medium schools, discussed his 

political aspirations. One suggested “... I wonder if that is as a means of deflecting 

criticism so that you.... clump them together [Irish-medium and integrated schools] you 

say you’re not favouring integration because we are treating those two sort of minority 

sectors in a similar way”. The role of the Department and its policies would, therefore, 

appear to be questionable as far as the development of integrated education is concerned.

012 In your opinion what would be the most appropriate strategic direction for
integrated education and who should be responsible for it?

Only two of the schools seemed to have an awareness of the strategic needs of the 

integrated sector. The others appeared more focused on their own particular school and, 

when pressed, suggested that growth was the appropriate strategic direction. This was 

related to lEF’s aspiration of integrated pupils accounting for 10 per cent of the Northern 

Ireland School population by 2008. The views on this target were mixed with some 

schools feeling that it was unrealistic, in that it intended to achieve the same growth as the 

previous twenty years, but within a shorter time span and with a declining market. Other 

schools felt that it could not only be achieved, but also actually surpassed.
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With regard to who should be responsible for the strategic direction, the responses were 

varied and included the schools themselves with NICIE playing a key role, but with the 

government setting the societal agenda of tolerance and understanding. There again 

seemed to be a lack of sectoral awareness and identity. Daily school routines were the 

main order of the day and strategic issues were more emergent than planned. A lack of 

awareness of the level of commonality or divergence between the schools was evident.

From the responses in the principal’s interviews, a number of themes were clear. There 

were different perceptions of the vision of integrated schools ranging from inclusive/all 

ability to integration only on the basis of religious persuasion. Also there, was no 

awareness of the level of commonality or diversity between schools, and a lack of 

opportunity to meet and discuss these issues. There were two distinct sub-sectors of GMI 

and Cl schools, and tension existed between them and also between individual schools. 

There was a perception by some of the GMI principals that Cl schools had transformed for 

a number of reasons, not least of all economic. As a consequence, there was a lack of 

synergy between the schools and also between the schools and NICIE. This resulted in a 

lack of sectoral identity and also a lack of strategic focus at both the school and sectoral 

levels.

Strategy Workshop 1 - Situation Analysis using a SWOT Analysis
The aim of this workshop was to seek respondent validation of some issues that had arisen 

in the survey and during principals’ interviews by using a group perspective. Robson 

(1993) identified three situations when group problem solving is particularly relevant:

• where there is more than one entity involved an each has a legitimate view;
• where there is no straightforward simple answer and an amalgam of different 

views is necessary; and
• where it is important that those involved are committed to the solution and 

sometimes this is more important than the solution itself.

Each of these applies to the current situation facing integrated education in Northern 

Ireland but the third issue is perhaps the most crucial at this time. With a strong indication 

from both the survey and the principals’ interviews that there was a lack of a sectoral
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identity and that tensions existed between the schools themselves then a commitment from 

the stakeholders in the sector to a solution would be an essential prerequisite to finding an 

actual solution.

The initial response to the letter inviting stakeholders to this workshop indicated that there 

would be about twenty-five participants including principals, NICIE directors, NICIE 

staff, LEE staff and representatives from the Department of Education and ELBs. With the 

tensions between the two-sub sectors of GMI and transformed schools evidenced in the 

earlier part of the research, it was felt that it would be interesting to see if the imposition of 

a group structure would influence the dynamic and contribution to the workshop. 

However, very few principals from transformed schools had indicated their intention to 

attend so, with five groups of five people, the intended structure was: (see Appendix 7):

• one group from the transformed sector to include principals Department and 
ELB representatives;

• two groups from the GMI sector to include principals, NICIE directors and 
staff and IEF staff; and

• two ‘control’ groups drawn from representatives from both the transformed and 
GMI sectors.

Unfortunately, on the day of the workshop, not all those who had indicated an intention to 

attend did so but a few who were not expected to attend turned up. The outcome meant 

that although there were enough participants for five groups, the structure had to be 

changed to one group from the transformed sector and four from the GMI sector.

After a short presentation by the author on the nature of the research and the importance of 

collective strategic planning, a model for a situation analysis was demonstrated (Fig. 29). 

Each individual was asked to complete this by identifying the internal strengths and 

weaknesses, and the external opportunities and threats (SWOT Analysis) they perceived 

integrated education to have. These were to be on a scale of 1-10 where ‘1’ was the most 

important. Once this was completed, they had to discuss within their group and agree an 

aggregated group analysis.
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Fig. 28 An Outline Situation/SWOT Analysis

Strengths Weaknesses Opportunities Threats
1
2
3
4
5

Each group SWOT/Situation Analysis was written on acetate for discussion and feedback 

sought from other groups. The analyses for each group were as follows:

Fig. 29 Situation/SWOT Analysis (group 1)

Strengths Weaknesses Opportunities Threats
1 Diversity Segmented teacher

training
Develop NICIE Public perceptions

2 Visionary Assumption of control Quality Control Financial support

3 NICIE
Central body

Governance Statutory role for NICIE Normalisation/ Loss of 
objectivity

4 Openness
flexibility

No clear vision Define ethos Lose sight of vision

5 Committed
governors

Ethos is loose Integration in practice Institutionalisation

Fig. 30 Situation/SWOT Analysis (group 2)

Strengths Weaknesses Opportunities Threats
1 Parent led GMI/Controlled ‘split’ 1250 segregated schools Demographics; 

decreasing pupils
2 Educating children 

together
Identity not firmly 
established

Bums report Change of education 
minister

3 Staff experience Lack of awareness of 
school excellence

Overseas funding Seen as second best

4 Over subscribed Governance Political process Increasing sectarianism

5 Healthy social mix Relationships within 
education sector

Over demand Lack of government 
drive

Fig. 31 Situation/SWOT Analysis (group 3)

Strengths Weaknesses Opportunities Threats
1 Customer focus- 

culture
Clear definition of
sector

Local assembly Competition for funds

2 Standards Fragmentation within 
sector

Networking at all levels Pressures from external 
influences

3 Improvement
orientation

Lack of networking 
and experience

Post conflict Peace Process

4 Development
dynamic

Increased secularisation

5 Bums Report
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Fig. 32 Situation/S WOT Analysis (group 4)

Strengths Weaknesses Opportunities Threats
1 Original vision Isolation Bums Report Demographics

2 Peace &
Reconciliation

Lack of support 
between schools

Peace Process Political process

3 Support Financial resources Vision Political situation

4 Oversubscription GMI capital costs Growth DE & ELB non- 
strategic approach

5 Results Governor recruitment Education world Catholic Church

Fig. 33 Situation/SWOT Analysis (group 5)

Strengths Weaknesses Opportunities Threats
1 Founding

principles/philosophy
NICIE role/confusion 
re accountability

Public support for 
integrated education

Lack of political will to 
change

2 Enthusiasm/desire for 
change

Lack of structure Transformation Potential for mavericks 
to emerge

3 Existence of NICIE No feedback 
mechanism for 
individuals

Education partners in DE 
and ELBs

Transformation coming 
from one sector

4 Potential links 
between schools

No corporate vision Citizenship/equality 
becoming the norm

Confusing framework 
re Scheme of M/ment

5 Cherry picking re 
‘integration’

IEF -targeted and 
focused funding

No internal controls

The discussions were robust and frank and, in one instance, a vice-principal from a 

transformed school stated that the schools which had transformed often felt that they were 

tolerated, rather than accepted by the GMI schools. A GMI principal apologised for this, 

admitting that they often felt that they were the ‘purists’ whereas they had viewed the 

motives of transforming schools with suspicion, but felt that this was wrong and that the 

sectoral identity was based upon the symbiotic relationship of both groups of schools.

Unfortunately, time did not permit the aggregation of the five analyses during the 

workshop, but the general opinion was that it had proved interesting and informative and 

that a second one should be held to take the issues forward. Feedback on the workshop 

was positive, with one principal stating that this approach was long overdue and that, as 

principal of one of the first schools, she was pleased to see that action was being taken in 

an attempt to determine the common issues of the sector. When the analyses were 

aggregated, by the author at a later stage, to include the most frequently recurring issues 

from the group analyses, it was striking to note that two main issues seem to emerge from 

the perceived weaknesses (Fig. 34).
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These were the weak systemic links between the schools and the issues related to the 

weakness of the sector. Additionally there was concern over the clarity in the definition 

and purpose for the schools. It was evident that the basis of the original vision was 

regarded as strength, but in the interpretation by individual schools it became distorted and 

was also regarded as both a weakness and a threat.

Fig. 34 Aggregated Situation/SWOT Analysis (Groupsl-5)

Strengths Weaknesses Opportunities Threats
1 Founding principles 

and philosophy
Sectoral fragmentation Bums Report Political process/ Lack 

of political will for 
change

2 Original vision Lack of structure and 
identity

Political process/peace 
process

Loss of original vision

3 Committed parents, 
teachers and staff

Loose ethos and 
distortion of vision

Changing public 
perception of integration

Peace Process and 
increased sectarianism

4 NICIE Control & direction Role of education 
partners

Funding

5 Oversubscription Governance Growth potential inch 
transformation

Catholic Church

There was cognisance that the political process could be regarded as both an opportunity 

and a threat depending on how the process developed. However, with the increase in 

sectarianism and the opposition of the Catholic Church it would probably be considered as 

more of a threat than an opportunity. This would provide the basis for discussion and 

evaluation during the next workshop.

In conclusion it would appear that this workshop had identified a number of themes within 

integrated education:

• a distortion of the original vision;
• sectoral fragmentation and subsequent tension;
• a lack of control and direction;
• no apparent sectoral identity; and
• a problem of governance.

Strategy Workshop 2 Constructing a TOWS Matrix

The results from each of the groups in the first workshop were aggregated and used as the 

starting point for the second workshop which was to add dynamics to the situation analysis 

by cross referencing the internal appraisal and the external appraisal. This would enable
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the formulation of strategies to determine the appropriate strategic direction for the sector. 

It was intended to follow a similar process as the first workshop with a number of groups 

participating. Again, the attendance at the workshop was less than had been indicated with 

only three principals, one ELB representative, one DE representative and six members of 

NICIE, including the chief executive, attending.

The author gave a brief presentation on the research, a recap of the first workshop and then 

considered the use of the TOWS Matrix as an appropriate vehicle to move the process 

forward. The TOWS Matrix uses the findings of the SWOT Analysis and gives them 

alphanumeric designations which are cross referenced as a strategy is determined, for 

example, using a strength to maximise on an opportunity, and this then is located in the 

appropriate blank quadrant of the matrix (Fig. 35). As the participants sat in two 

groupings, it was intended to have each group present their perspective on the workshop 

for discussion and debate.

Fig. 35 Outline TOWS Matrix

INTERNAL APPRAISAL

STRENGTHS WEAKNESSES
SI Founding principles and W1 Sectoral fragmentation

philosophy W2 Lack of structure and
S2 Original vision Identity
S3 Committed parents, teachers W3 Loose ethos and distortion

and governors Of vision
S4 NICIE W4 Control and direction
S5 Oversubscription W5 Governance

E OPPORTUNITIES Maxi-Max Mini-Maxi
X Ol Bums Report
T 02 Political/Peace Process
E 03 Changing public
R perception of integrated
N education
A 04 Role of education partners
L 05 Growth potential including

transformation
A
P THREATS Maxi-Mini Mini-Mini
p T1 Political process/lack of
R political will for change
A T2 Loss of original vision
I T3 Peace Process and
s Increased Sectarianism
A T4 Funding
L T5 Catholic Church
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A copy of a TOWS Matrix, with a summary of the aggregated situation analysis (SWOT) 

from the first workshop, was given to each participant with a request to complete the 

strategic quadrants as shown in the presentation. These were to be discussed and a group- 

aggregated matrix was constructed and written up on acetate for other groups to query and 

deliberate. At the start of the individual activity, it became clear that there was some 

uncertainty as to how the matrix was to be completed and the author was asked to provide 

an example on the acetate. This generated a discussion on a range of issues and these were 

written on the acetate. It was proposed that a strategy could be developed to use the 

strength (S2) of the vision to further develop public perception (03). This was supported 

by another participant, but led to a heated debate on what the vision was, is and should be.

The discussion centred on the issue of the core business of integrated education. It was 

felt that the Bum’s Report (01) could be used to enhance and communicate the founding 

principles (SI) and original vision of integrated education (S2). Vociferous views were 

expressed and differences of opinion on the interpretation of the vision were robustly 

debated.

However, an attempt to revalidate the process led to the proposal of another potential 

strategy in that NICTE could be used to develop and enhance the links with educational 

partners to generate increased funding (S4, 04, 05). As the momentum gathered it was 

suggested that the commitment of the parents, teachers, and governors (S3) could be used 

to influence politicians to drive the Peace Process and possibly reduce sectarianism (T3). 

Again, the issue of the vision was revisited and the differences, between the schools 

represented and NICIE, were forcefully contended.

At this stage, the discussion was moved in a slightly different direction when one 

participant asked about what business integrated education was in, or perhaps it should be 

what business the customers of integrated education think it is in. This reflected the vision 

issue with recognition that, while each school appeared to have a clear vision for their 

school perhaps there is no current vision, or no agreed vision or lack of a published vision. 

One principal suggested that the forty-six schools represented forty-six shades of 

integrated education and within each school the perspective became even more distorted.
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Group agreement was reluctantly reached on another strategy of (T2, W3) to revisit and 

develop the vision, which would indicate an extremely vulnerable current position. The 

representative from the Department of Education stressed the importance of the workshop 

agenda being moved on, rather than dwelling on issues where it was clear that agreement 

could not be reached.
Fig. 36 TOWS Matrix for Integrated Education

INTERNAL APPRAISAL

STRENGTHS WEAKNESSES
SI Founding principles and Wl Sectoral fragmentation

Philosophy W2 Lack of structure and
S2 Original vision Identity
S3 Committed parents, teachers W3 Loose ethos and distortion

and governors Of vision
S4 NICIE W4 Control and direction
S5 Oversubscription W5 Governance

r OPPORTUNITIES Maxi-Max Mini-Maxi
Kj

Y Ol Bums Report
-A.
X 02 Political/Peace Process The original vision should be Use the opportunity of the
1
r 03 Changing public communicated effectively (S2,03) Bums Report to galvanise
iti
D Perception of integrated NICIE to aggressively develop sector and reduce
IV education the role of ed. partners re funding fragmentation (Wl ,01)
1^1
A 04 Role of education partners (54,04,05)
/\
V 05 Growth potential including Use Bums Report to enhance and
Li transformation communicate principles & vision
A (S1,S2,01)
A
p THREATS Maxi-Mini Mini-Mini
r
p T1 Political process/lack of
R political will for change Use the commitment to influence Revisit and develop vision
\ T2 Loss of original vision politicians to drive Peace Process (T2W3)

T3 Peace Process and (S3,T3)
c Increased Sectarianism
\ T4 Funding

L T5 Catholic Church

This generated a further proposal of a strategy, in that the Bums Report could be used to 

‘galvanise’ the sector and perhaps reduce the fragmentation (Wl, 01). This was as far as 

the matrix could be completed (See Fig. 36).

There were different philosophies of education being discussed, but no agreement as to 

what extent consensus could be achieved. It became evident that the while the first 

workshop had considered the present and the current workshop was to consider the future, 

the current discussion was more about the past. The group did not progress beyond 

Tuckman’s ‘storming’ stage and completion of an agreed TOWS Matrix could not be 

achieved. The workshop would appear to validate the findings of both the survey and the 

interviews, in that tension within the sector was very evident and that no clear or unified
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sectoral identity existed. However, perhaps the major issue was that opportunities for 

dialogue to discuss and address the issues were virtually non-existent, and individual 

perceptions of the mission and role of integrated education have moved beyond the 

original raison d’etre. Apart from the annual conference and ad hoc meetings such as these 

workshops, no opportunities existed to generate dialogue. The themes in this workshop 
were very evident:

• a lack of agreement on the vision on integrated education;
• no awareness of degree of commonality or divergence within the sector;
• a high degree of tension within the sector;
• an unwillingness of participants to accept and address weaknesses; and
• a tendency to dwell on past successes

Strategic Workshop 3 - Founder’s Syndrome

The third workshop was not planned as part of the original research project but evolved as 

an added opportunity when the author was asked to present a paper on school governance 

at NICIE’s annual conference, as indicated earlier. The topic chosen was on Founder’s 
Syndrome and, as the Working Party on governance felt feedback was important, it was 

agreed that part of the presentation would consist of a workshop to include the 

stakeholders from the integrated sector plus a few representatives from teachers’ unions, a 

local politician and the keynote speaker, a Professor of Education at Nottingham 

University. A number of founder governors were also present.

The participants formed into groups and each group was asked to answer three questions, 

and to present their findings on acetate for discussion and debate (Figures 37-45). 

Unfortunately, at the insistence of the NICIE chairman, the keynote speaker was 

encouraged to overrun his allocated time, and this meant that the research workshop had to 

be completed in a fraction of the original time. There was no opportunity to consider each 

group’s findings in any depth, but a member of NICIE development staff suggested that 

the answers to question three should be presented and discussed.
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Fig. 37 Group 1 Findings

1 How does 'FOUNDER’S SYNDROME' apply to integrated education?
Conflict between govemors/teachers/managers
Governors ‘hanging on’
Not just ‘Founder’s Syndrome’ can happen at any stage

3. What are the subsequent implications for the integrated sector?
Conflict
Stagnation
Narrow focus
Are integrated schools harder to work for?

4. How could this situation be changed or improved?
Governance rules
More external support for principals and governors
Ensure articles, memorandum & Scheme of Management 
are followed
Look for successor

Fig. 38 Group 2 Findings

1 How does ‘FOUNDER’S SYNDROME’ apply to integrated education?
Applies to individual schools/colleges and can affect 
the corporate body

2.What are the subsequent implications for the integrated sector?
We do not need any bad publicity problem not unique to 
integrated schools

3.How could this situation be changed or improved?
After 4/8 years terms of office all governors should move- 
on?
Training needs

Fig. 39 Group 3 Findings

1 How does 'FOUNDER’S SYNDROME’ apply to integrated education?

2. What are the subsequent implications for the integrated sector?

3.How could this situation be changed or improved?
Use of Code of Practice
Revisit our legislation/change if necessary
Trusts for all.
Continuity with change

Fig. 40 Group 4 Findings

1 .How does 'FOUNDER’S SYNDROME' apply to integrated education?
Valuable experience
High parent representation

2.What are the subsequent implications for the integrated sector?
Turning people off
Disrepute
Stress

3.How could this situation be changed or improved?
Changes in structure
Training of Governors
Decrease parent representative?
(Alternate channel for their contribution)
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Fig. 41 Group 5 Findings

1 How does 'FOUNDER’S SYNDROME' apply to integrated education?
Safeguard ethos
“Drive” of Founders vs Newer skills

2. What are the subsequent implications for the integrated sector?
Tension - “us and them”
Decline
Not taking opportunities
Fresh ideas

3. How could this situation be changed or improved?
Proactive not reactive
Build awareness
Time out to reflect on strategy & development

Fig. 42 Group 6 Findings

l.How does 'FOUNDER’S SYNDROME' apply to integrated education?
Burnout of Early Staff/Principals Board of Governors 
Controlled/GMI - differences
Governor Conflict
Changing role of NICIE - strategic 
“Letting go” - communication / facilitating

1. What are the subsequent implications for the integrated sector?
Stagnation (potential)
Inability to change to external circumstances
Loss of vision/dilution of vision
Applying a template

2. How could this situation be changed or improved?
Self audit
Skills (use these appropriately)
Learn from others & share our practice - educational 
partnerships, global & locally
Time management. Honesty with ourselves
Build structures
Recruitment of Governors (Balance of skills)
Group dynamics - reflection
Monitoring and support

Fig. 43 Group 7 Findings

1. How does 'FOUNDER’S SYNDROME' apply to integrated education?

Recurring problems/crises
Fear and mistrust
Plans not implemented
Reluctance to change
Founder’s Syndrome clearly recognised as existing in GM1 
sector
Issue in govemance/principal/NICIE

2.What are the subsequent implications for the integrated sector?
Conflict
Negative image portrayed to public
Loss of focus on learning environment integrated “ethos”

3.How could this situation be changed or improved?
Training
Change of role for NICIE
Review of structure of integrated schools (number of 
Foundation governors, method of selection, term of office). 
More emphasis on teaching & learning
Method of independent monitoring of governors
Strive for greater cohesion
Build in compulsory attendance at ‘integrated’ 
events/committees
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Fig. 44 Group 8 Findings

1 .How does 'FOUNDER’S SYNDROME' apply to integrated education?
Complacency
Guru Syndrome
Bum out

2.What are the subsequent implications for the integrated sector?
Decline
Collapse

3.How could this situation be changed or improved?
New faces
Share good practice
Re-invent challenges
Involving governors more in school life

Fig. 45 Group 9 Findings

1. How does 'FOUNDER’S SYNDROME’ apply to integrated education? Sacrifice a risk & expectations of “pay back”
Preservation of ethos but also particular points of view 
Harp back to past

2.What are the subsequent implications for the integrated sector? Damaging relationships and school “switch off’ others 
Limits recruitment - good people leave
Time wasted and damages developments

3.How could this situation be changed or improved? Strict limit of time served
Seek out “new blood”
Co-option
Time for training
Phase out Foundation Governors after certain period of 
time

However, the time constraints only permitted the findings from two groups to be discussed 
with a limited debate. The main theme arising from the workshop was agreement that 

‘Founder’s Syndrome’ was very evident, especially now that the symptoms had a name.

Fig. 46 Aggregated Founder’s Syndrome Analysis (n=76 participants)

1 .How does 'FOUNDER’S SYNDROME' apply to integrated education?
A ‘GMI’ problem affecting individual schools 
Recurring problems/crises with staff burnout
Living in the past, afraid to move forward
Creates fear, mistrust and inertia

2.What are the subsequent implications for the integrated sector?
Creates tension, conflict and stress
Loss of learning focus/adverse public image
Staff tumover/loss of ethos and vision
Possible decline of sector

3. How could this situation be changed or improved?
Self audit/change in structure/training
Limit term of office/revise structure
Recruitment of govemors/skills needs
Revisit principles/scheme of management

As most of the participants were from GMI schools, it was felt that this was a real concern 

with the resultant tension, conflict, inertia and staff turnover. It was not possible to discuss 

a!l the issues ranged but it was agreed that this was a major problem and weakness within 

integrated education. There was a distinct impression that these governors were living in 

the past and surviving on past success - a possible case of the ‘Icarus Paradox’ (Miller,
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1990). The aggregated analysis was compiled at a later stage, by the author, to reflect the 

concurrent themes emerging from the group workshops.

Summary of the Research Findings

Throughout the survey, interviews and workshops it became evident that there were a 

number of common themes. Although some of these themes emerged more strongly in 

particular strands of the research, for example, the issue of governance in the Founder’s 

Syndrome workshop, the themes were manifest throughout the research. One important 

theme was that there was a lack of consistent vision across the schools, and between 

NICIE and the schools. In other words, there was little evidence that some of the key 

actors within the integrated education movement shared a common and agreed 

understanding on the full meaning of integration as an education process. Alongside this 

over-arching context, there were, in addition, two distinct sub-sectors within the integrated 

education movement and there is some evidence of tension between them. The principals 

and governors GMI schools generally seem to distinguish themselves as inclusive school 

which also seek to achieve high academic standards. On the other hand, while Cl schools, 

also seek to establish an ethos of religious integration, they seem to view educational 

excellence as one of their main driving objective. It was noteworthy that some of the GMI 

principals appeared to regard some of the Cl schools as having ulterior motives for seeking 

integrated status. The tension that existed between these two groups was probably 

exacerbated by the lack of opportunities for discussion on these core issues. This meant, 

however, that throughout the integrated movement there appears to be a lack of awareness 

on the extent of variation in practice across the sector. This seems to have contributed to a 

lack of sectoral identity and an absence of strategic focus and subsequent direction. There 

appear to be few opportunities for stakeholders to meet and discuss issues of mutual 

interest and concern. The evidence presented in this chapter seems to suggest that a 

consequence of this might be that integrated schools, as a sector, are not in as strong a 

position as they might be to exploit opportunities and reduce threats. Further evidence 

presented here suggests that GMI schools face an additional problem related to 

governance due to the impact of Founder’s Syndrome.
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The integrated education movement has reached a point in its journey of development 

where its future direction is unclear, as to the mechanism, which is most likely to promote 

rapid growth. However, the evidence examined in this chapter suggests also that the 

dynamics of integrated education are such that common action, in the face of these 

challenges, is going to be difficult to achieve.

It appears to have reached a situation, which Dante had experienced in his Inferno-. “In the 

midst of our journey of life I came upon a dark wood in which the straight path was lost”. 

In essence, the research in general and the workshops in particular had shown that many of 

the stakeholders were unwilling or unable to agree on the appropriate direction for the 

future. They preferred to dwell on past achievements and successes, reflecting the belief 

of Senge (1990, p57) that; “... yesterday‘s solutions become today’s problems”.
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CHAPTER 7 MANAGING THE FUTURE

Northern Ireland has come through thirty years of political violence. During 

this period, when society in Northern Ireland became steadily more segregated, 

one of the ways in which people tried to encourage reconciliation and tolerance 

was through the development of integrated schools. The issue of integrated 

education has a longer historical provenance and this is examined in the present 

dissertation. So too is the relationship between the main Churches and education 

policy and practice. The integrated sector remains small, but has achieved a 

level of viability. The current state of the sector is examined in this 

dissertation through the lens of organisational theory and the literature on 

strategic management. Empirical data collected during the study has raised a 

number of issues that the sector may wish to address in its future development 

and growth.

Education is a classic, pluralistic domain involving divergent objectives (individual pupil 

development, population education and cost control) and multiple actors (teachers, support 

staff, administrators, parents, community groups, churches and politicians) linked together 

in a fluid and ambiguous power relationship (Ranson, 1994; Carr and Hartnett, 1996; 

Bullock and Thomas, 1997; Bunderson et al, 1998; Whitty et al, 1998 and Strain et al, 

1999). In the context of Northern Ireland Smyth (1996, p5) suggests that:

... pluralism most often values embeddedness in a culture with its history and 
inheritance, while insisting that history and inheritances on their own, will not give 
birth to a future where different groups claim and can share the same space.

Integrated education in Northern Ireland has emerged against a backdrop of violence and 

civil unrest to encourage children:

...to develop the knowledge, skills and attitudes which will empower them to live 
in the future as adults in a pluralist society, recognising what they hold in common 
as well as what separates them and accepting both. (Wardlow 1996, p223)
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The integrated education movement has developed and grown over a twenty-year period 

which has seen major changes in the global economy, demographics and local politics and 

education. Throughout this period, there have been a number of critical incidents or 

periods of significant meaning and these must be considered before deciding on the 

strategic direction for the future.

Critical Incidents in the Evolution of the Integrated Sector

In considering the external opportunities that affect an organisation, Chandler (1962) said 

that the strategy to emerge would subsequently shape the structure of the organisation, but 

Greiner (1998) believed that the structure of the organisation can play a critical role in 

influencing strategy and future growth. This is particularly relevant to the integrated 

education sector where the Integrated Education Fund has set a target of the sector 

accounting for 10 per cent of the overall school population by the year 2010. Mintzberg et 

al (1998) would probably regard the integrated education movement as a ‘missionary’ 

organisation as it is dominated by its own ideology, and its members are encouraged to 

coalesce around this. Its standardisation of norms and the sharing of values and beliefs 

among all its members provide the co-ordination of the missionary organisation. The key 

to ensuring this is their socialisation, which is effected through the design parameter of 

‘indoctrination’. Once a new school has been ‘indoctrinated’ into the sector - once they 

identify strongly with common beliefs and agree to implement the integrated education 

vision - they are given considerable freedom to make decisions about their own school. 

However, the missionary organisation ends up as an amorphous mass of members that can 

lead to conflict and tension as members modify or change their perception of the original 

vision and, subsequently, the practices within their respective units (schools).

Greiner (1998) discussed how as an organisation develops and grows, an evolutionary 

period of growth without major upheaval gives rise to its own revolution, resulting in 

substantial turmoil. In this process five key dimensions have to be considered:

• the age of the organisation;
• the size of the organisation;
• the stages of evolution;
• the stages of revolution; and
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• the growth rate of the sector.

The most obvious and essential dimension for any model of development is the life span of 

the organisation, which impacts on managerial attitudes. As the organisation grows, the 

problems and solutions tend to change and this is most marked in the areas of 

communication and co-ordination where the problems are magnified. The first integrated 

school was opened in 1981, but after this growth was remarkably slow and the next 

schools were not opened until four years later in 1985, when three more opened including 

two primary schools. As both age and size increase, then the prolonged growth of the 

evolutionary period is evident where continuous growth may be experienced for about 4-6 

years without a major economic setback or severe internal disruption. By 1987, a total of 

seven schools had opened and over the following fifteen years a further thirty-nine were 

established (including one as this research was being undertaken). This brought to forty- 

six the total number of schools, with some 15,000 pupils. After the evolutionary stages 

come the stages of revolution where substantial turbulence is evidenced and changes in 

management practice are necessary. Within the integrated sector, this growth has led to 

increased complexity and with each school at a different stage in their own development, 

competition may intensify and threaten future growth. These phases of evolution and 

revolution are closely linked to the market environment of the industry or sector.

As shown in Fig. 47, each evolutionary period is dominated by a particular management 

input to stimulate growth, and each revolutionary period is characterised by a dominant 

management problem that must be solved before growth can continue. Each phase is both 

a result of the previous phases and a cause for the next one. Yet, unsuccessful negotiation 

of any stage could lead to a decline in the sector as indicated by the dotted arrows. Within 

an overall education sector that is reducing in size, the decline of a sub-sector, such as 

integrated education, could be at a relatively high velocity. In phase 1, the integrated 

education movement experienced the creativity stage where the emphasis was on creating 

a ‘product’ and a market. The founders of the movement and the schools were committed 

and dedicated and of an entrepreneurial disposition. However, as with private companies, 

the individualistic and creative activities that are necessary to get the organisation off the 

ground can become a problem. Increased numbers of pupils and new premises require 

additional funding to be secured and this can lead to the founders feeling that they are
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burdened with unwarranted management responsibilities, leading to tension and an 

intensification of conflict.

Fig. 47 Five Phases of Growth in Integrated Education (Adapted from Greiner 1998)

Growth of the Sector

Crisis of
red tape

Growth through collaboration (Phase 5)
Crisis of 
control

Growth through co-ordination [Phase 4)

Crisis of 
autonomy

Growth through integration (Phase 3)Crisis of 
leadership

Growth through direction (Phase 2)

howth through creativity (Phase 1)

By 1987, the integrated education movement appears to have endured what Greiner would 

regard as a ‘crisis of leadership’, which would indicate the onset of the first revolution. 

With seven relatively autonomous schools, the question was who stimulates further growth 

and development and creates a sectoral identity? Late in 1987, N1CIE was formed 

(incorporated in 1989) with the role of assisting the development of planned integration 

and schools in Northern Ireland for public benefit. Two years later, the Education Reform 

(NI) Order (1989) included legislation enabling existing schools to ‘transform’ by moving 

from their previous form of management to integrated status. Abbott et ai, (1999) 

recounted that the process of transformation for schools had generated considerable 

controversy. Initial uptake was slow but, by 1995/6, six schools had taken this route to 

integrated status. As this trend continued two distinct sub-sectors emerged with the GMI 

and transformed schools, and a degree of tension between them started to emerge.

Greiner (1998) would suggest that, at this stage, the second revolution emerges from a 

crisis of autonomy with individual schools progressing to a level that could adversely
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impact on the whole sector. Sectoral identity is threatened and fragmentation or 

decoupling is ever present. The next management intervention is to integrate the schools 

into a cohesive sector and to stimulate more growth, although the latter becomes 

successful and, with increasing size and subsequent complexity, cohesion becomes more 

difficult to achieve. This leads to the current crisis of control in creating a strategic vision 

and direction to generate growth without fragmentation, and to create a synergy between 

schools to develop an appropriate sectoral identity. Greiner was convinced that the 

management response to this has to be growth through co-ordination, and with the distinct 

lack of this evidenced in the integrated education sector, this would suggest a very critical 

phase.

Given this context, the main issues the study has focused on have been:

• First, to what extent does a clear sectoral identity exist across all the integrated 

schools;

• Second, what is the nature of the relationship between GMI and Cl schools, given 

their different origins and governance arrangements; and

• Third, the GMI schools have governance arrangements that accord significant 

levels of autonomy to individual schools, so what are the consequences of this for 

the integrated schools’ relationships with other educational partners?

Having looked at the critical incidents of the past, it is important to consider how these 

have impacted on the present.

Reviewing the Current Situation
As stated earlier in this thesis, the overall school population in Northern Ireland is in 

decline and competition is intensifying for an ever decreasing resource, which Porter 

(1980) suggests indicates that an industry or sector is moving through a transition stage to 

maturity. Like Greiner (1998), he regards this as a highly critical period when 

fundamental changes in the competitive environment require difficult strategic responses. 

Also, he places considerable emphasis on the need for co-operation throughout the 

organisation to achieve successful transition. Against this, those in the integrated sector 

not only wish to see their market share grow, but to achieve a growth rate in the next five 

years to equal the total growth of the previous twenty. However, when considering the
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situation analyses compiled by the stakeholders and the weaknesses identified, the required 

level of co-operation would seem not to exist.

The identified weaknesses all point to a lack of co-operation, structure, control and 

direction and, when this is coupled with a distortion of the original vision and a perception 

of a fragmented sector, then the critical aspect of Porter (1980) and Greiner (1998) 

becomes all too apparent. This becomes even more intense when considering the 

perceived threats and the subsequent vulnerability of the sector without the appropriate 

strategic action. The loose ethos and distortion of the original vision are of particular 

importance as these may be the cause of the other symptoms. Burnside (1999) has 

suggested that a vision is integrative but a lack or distortion in this respect can have a 

destructive effect. Unfortunately as the second strategic workshop demonstrated there is 

almost a dichotomy in the perception of the original vision of integrated education.

The Icarus Paradox
Miller (1990) postulated that the roots of competitive failure can be found in what he has 

termed, ‘The Icarus Paradox’. Icarus was a Greek mythological figure who used a pair of 

wings, made by his father, to escape from an island where he was being held prisoner. Not 

only was he able to fly and escape the island but he found that as his skill grew he was able 

to fly higher and higher. Unfortunately he became overconfident, flew too close to the sun 

and the wax that held his wings together melted, causing Icarus to plummet to his death in 

the Aegean Sea. The paradox was that his greatest asset, his ability to fly, caused his 

demise. This paradox could be applied to organisations such as the integrated movement 

who, because of their successful growth over the first twenty-year period, have not 

determined their strategic direction for the next. As Miller (1990) suggested an 

organisation can become so inner directed and dazzled by past success that it fails to take 

cognisance of changing environmental forces and loses sight of market forces and the 

fundamental requirements for achieving a strategic advantage. Sooner or later this can 

lead to failure. It is particularly evident in some of the early, well-established schools who 

have the propensity to exist on the periphery of the integrated sector and only seek 

involvement in issues directly affecting them. Throughout the research process a small
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number of schools did not feel the need to participate, electing not even to take or return 
telephone calls from the author.

Strategic Issues
In 1998, the Integrated Education Fund set a strategic goal that was referred to as 10/10/10 

which meant that in 10 years the integrated sector would account for 10 per cent of the 

school age population at a cost of £10M for this development. Three years later though, a 

critical review by NICIE demonstrated how unrealistic this target actually is and 

subsequently emphasised the lack of strategic focus for the sector. Using 2001 as a base 

year, it is estimated that achievement of the target could only be realised by opening 50 

new or transformed schools between 2001 and 2008. This would mean seven schools each 

year with an enrolment of approximately 317 (based on existing school enrolments). This 

has major resource implications as 50 new GMI schools would cost £510M and, given the 

Department of Education’s existing budget, this would require a commitment of the total 

budget for the next nine years. This is against an Audit Commission Report (2002) that 

highlighted 23,000 unfilled primary school places and 15,000 unfilled places in the post
primary sector. The Permanent Secretary in the Department of Education has publicly 

confirmed that none of these are from the integrated sector, so it is highly unlikely that the 

Department would support a strategy that would add a further 16,000 places to the school 

system. A possible option is to encourage existing schools to ‘transform’, but the NICIE 

report has identified problems within this sector that would require appropriate strategic 

management solutions. These are considered mainly to be the role and policy of NICIE in 

defining the aspirations and policy requirements aimed at promoting and sustaining 

integrated schools, and also new legislation to determine the role of NICIE in relation to 

transformed schools. The relationship between NICIE, The Department and the ELBs is 

considered crucial for future development that reflects an opportunity identified in the 

aggregated SWOT analysis compiled after the first strategic workshop (fig. 34, p 117).

However, only one strategic direction of growth is considered and no account is taken of 

the existing schools, the profile of the sector, or the future role of NICIE and IEF. 

Environmental issues appear to be ignored and no strategic planning is evident, to consider 

the current situation, the role and relationships of the players within the sector, or the range
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of strategic options. A lack of strategic awareness by individual schools and organisations 

has been evidenced throughout the research, but the strategic workshops made clear that 

appropriate facilitation was capable of generating collective strategic analysis that was 

incisive and constructive. There are a number of issues that need to be addressed before 

progress can be made and these have been identified throughout this research. There is a 

lack of sectoral identity and subsequent synergy, a possible cause for which could be the 

lack of shared vision between the GMI schools and transformed or controlled integrated 

(Cl) schools. This apparent division was also identified by Marriott (2001,pp7-8) who 

suggested:

GMI schools see themselves as trying to balance on the one hand the requirements 
to be a good school in terms of academic achievement and on the other to be 
distinctive and different because of the implications of integrated status... 
However, Cl schools generally viewed educational excellence as their raison d’etre 
and integration, if not quite an optional extra, tended to be seen as merely a bonus.

In a review of the documents in the GMI and Cl schools Marriott found that these reflected 

“...a fundamental difference in ethos and policy between the types of school”. In the 
current research, this issue was identified as a weakness in the situation analysis compiled 

during the first strategy workshop and was also very obvious in the rather heated debate in 

the second strategy workshop on the loss of the original vision of integrated education. It 

would add an extra dimension for concern in the IEF 10/10/10 strategy, in that, if 

transformation was seen as the most appropriate route for growth then the dynamics of the 

sector would change.

This would result in a movement of the critical mass from GMI schools to Cl schools with 

a possible intensification of tension and conflict over the intended vision of integrated 

schools. It could be compounded in the wider community by the fact that transformation 

has mainly involved Protestant schools, with Catholic authorities holding fast to the view 

that they have a moral commitment to provide Catholic education for Catholic children. 

The Protestant community may subsequently feel a sense of loss of its schools while the 

Catholic sector remains largely intact.

Figure 48 illustrates the increase in the number of Protestant pupils currently attending 

integrated schools and representing a percentage increase over the period of some 83 per 

cent. This would compound the views of Mitchell (2001, p!3) to the effect that the
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political situation in Northern Ireland was creating a perception “...of the ultimate 

isolation of the Protestant people”.

Fig. 48 Denominations of Pupils Attending Integrated Schools in 1998/9 and 2001/2

ElCatholic
■ Protestant & Other 
□ Not recorded

1998/9 2001/2

On a development and promotional front the role of NICEE would have to be reconsidered. 

The present study also identified a distinct lack of awareness amongst schools regarding 

the degree of commonality or differentiation between them, and there were not the 

opportunities to meet regularly to discuss and debate these issues. This was not helped by 

the existence of Founder’s Syndrome in many of the GMI schools, which was another 

source of friction and conflict. Further Donnelly (1999) identified the issue of staffing in 

transforming schools as a sensitive issue since the DENI (1996) draft document offering 

guidance on transforming schools stated that:

... over time, it would be expected that the religious composition of staff may need 
to reflect more closely the changing make-up of the pupils, and schools will wish 
to examine what steps may be taken to achieve this.

This could cause concern amongst teachers who might feel that their own positions could 

be jeopardised to accommodate minority staff.
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Against a backdrop of declining birth rates and with the inherent problems within the 

sector, Smith (1999) recognised that the movement for integrated education faces difficult 

strategic issues despite the progress over the past two decades. If the sector is to survive 

and develop then it must learn to manage change, especially with regard to increased co

operation and collaboration which Greiner (1998) identified as a necessary prerequisite for 

future growth potential.

Managing the Future - Managing Change
According to Darwin et al., (2002), two change methodologies with promise are action 

research and whole system events, both of which are applicable to integrated education 

and have been considered throughout this research. Action research is regarded as a 

possible antidote for the Icarus Paradox. The action research approach adopted in this 

study has been of a critical-emancipatory or enhancement nature and considers the 

approach of Grundy (1982) where the confrontation with theory has been used as the 

initiative to undertake the practice. Carr and Kemmis (1986, 165-6) considered a 

prerequisite for action research is that:

The project involves those responsible for the practice in each of the moments of 
the activity, widening participation in the project gradually to include others 
affected by practice, and maintaining collaborative control of the process.

As a consequence of the strategic planning workshops, a number of integrated schools 

have applied the process to their own institutions to widen participation in the strategic 

planning process. This reflects an action learning process where influence is in evidence 

beyond the people involved in the initial activity, and could be regarded as a necessary 

condition for change through Whole System Events (WSE) (Weisbord and Janoff, 1996). 

These have been developed to address issues such as responses to external pressure, the 

need to reappraise purpose and direction, and the need to involve the widest possible range 

of stakeholders. In considering the requirements of the ‘whole system development’ 

process (p 68), four of the five conditions have been met with only the ‘follow through’ to 

be achieved. The research approach has met with a degree of success and the intervention 

has been welcomed by the stakeholders, as evidenced by comments throughout the
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research. In considering the simplified strategic planning process (p 73), a number of 

stages have been achieved.
The first strategy workshop demonstrated that the 

stakeholders could conduct a situation analysis and use this 

as a basis for setting objectives and formulating strategies. 

However, the second workshop clearly identified that there 

was no shared vision, and without this further progress 

would be virtually impossible with the resultant tension and 

conflict. This would have to be resolved to ensure 

collaboration and the development of a sectoral or meta

strategy (Huxham, 1991a, 1991b; Finn, 1995).

Over the past twenty years, the integrated education movement has grown from 28 pupils 

in a scout hut to more than 14,000 pupils in 46 schools. During this period, the school age 

population has shown a steady decline with the resultant closure of 216 schools, with 64 

per cent from the controlled sector. As the drive for more integrated schools continues, the 

Department of Education is promoting transformation as the most appropriate and cost- 
effective route. Unfortunately, the schools which have transformed to integrated status 

have come from the controlled sector, and with the department’s desire to see the staff of a 

transformed school reflecting the pupil mix, this could be seen an attempt to erode the 

Protestant identity. At the same time, the Catholic Church, although stating they are 

prepared to consider the admission of some Protestant children, still remain firmly 

opposed, in principle, to integrated education.

Within the integrated sector itself, the present research has shown that not only is there a 

lack of sectoral identity, but there is also a lack of shared vision. As stated earlier, one 

principal stated that with 46 schools there are 46 ‘shades’ of integration. There are clear 

indications of a lack of awareness of the level of commonality or diversity between the 

schools with subsequent tension. This is not helped by the absence of regular meetings to 

discuss pertinent issues. Two-sub sectors have emerged of grant maintained integrated 

schools and controlled integrated schools, and the research has shown there to be a degree

Strategy Formulation

Evaluation & Review

Setting Objectives

Situation Analysis

Mission Statement

Conclusion
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of suspicion and uneasiness between them. The APTIS forum tends to attract only 

teachers and principals from the former, some of whom admitted the existence of 

Founder’s Syndrome, which was hampering their development. Against this is the IFF 

strategic objective, of another 50 integrated schools with a further 15,000 pupils, seems to 

be unrealistic, if not impossible.

It is clear that the objectives of the dissertation have been realised. Overall the ‘sector’ has 

reached a crossroads with a lack of shared vision and a subsequent lack of both sectoral 

identity and strategic focus. There are obvious management implications in GMI schools 

due to the level of autonomy in the governance arrangements and clearly tensions exist 

between individual schools and between the two school types (GMI and Cl). Also there 

exists a lack of synergy between the schools and NICIE and between the schools and the 

ELBs and Department. The management literature has provided a useful indicative model 

that suggests future success and growth will be dependent on increased collaboration 

throughout the sector, which requires to be integrated in both ethos and practice to 
compete effectively in the education marketplace.

The News Letter (2001, P8) eloquently reported:

Relatively speaking, the tree of integration has barely developed into sapling stage 
over the past two decades, and still requires considerable nourishment, care and 
attention if it is to spread its branches and grow outwards and upwards.

(Morning View)

Unfortunately, there seems to be some confusion about the type of tree it is and how the 

cultivation should be implemented. As any good gardener knows, summer is the best time 

to encourage new growth, but for the tree of integration it would appear that autumn, or 

perhaps winter, could be just around the comer.
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APPENDIX 1

LETTER FROM MICHAEL WARDLOW 
CHIEF EXECUTIVE OF NICIE

To all: Chairpersons of Integrated Schools 
Principals of Integrated Schools 
NICIE Directors

Dear Colleague

I write to invite you to participate in a new survey of integrated education in Northern 
Ireland which is being conducted by John Milliken from the University of Ulster. John has 
previously carried out some research for NICIE and this latest piece of work will further 
develop and extend his initial studies.

The main focus of John’s survey, which you will receive within the next couple of days, is 
to assess the current position of integrated education and from the findings make 
suggestions regarding the future strategic growth of integrated education. This research is 
timely for the integrated movement as NICIE moves towards implementing a more 
strategic approach to the future development of integrated schooling across Northern 
Ireland.

I have been reassured by John that all the information received by him will be treated as 
strictly confidential and that schools or individuals will not be identified in the final paper.
I hope that you will consider taking the time to complete and return John’s questionnaire, 
your contribution to the research and the wider debate will be greatly valued.

Yours sincerely
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APPENDIX 2

AUTHOR’S LETTER TO ACCOMPANY QUESTIONNAIRES

11th November 2000

Dear...............................

I understand that Michael Wardlow of NICIE has advised you that I hope to undertake a 

survey of integrated education in Northern Ireland. The purpose of this survey is to 

assess the current position of integrated education and to perhaps identify the future 

strategic direction. Hopefully the results of this research may facilitate the stability and 

future growth of integrated education.

All information will be treated as strictly confidential and only I will have access to the 

completed questionnaires. Therefore I would be most grateful if you would take some 

time from your busy schedule to complete the attached questionnaire and return it to me by 

30th November 2000. For your convenience I have enclosed a stamped addressed 

envelope.

May I take this opportunity to thank you in anticipation of your co-operation in this 

research project.

Yours sincerely,

John Milliken

Ref: D3/IE/96
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APPENDIX 3

Integrated Schools 
Principals Questionnaire

Ail information provided in this survey will be treated as strictly confidential!

The goal of education is the advancement of knowledge 
and the dissemination of truth

John F. Kennedy

Prepared by:

J.Milliken 
University of Ulster 

Coleraine

November 2000

Disk: 3/Surl/
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A. General Information

1. What is the location of your school

2. Is your school

Greater Belfast 
Other

Playgroup
Nursery
Primary
Second Level College

3. Was your school opened?
Before the 1989 Education Reform Order 
After the 1989 Education Reform Order

4. What is the status of your school? Grant Maintained 
Controlled Integrated 
Non Grant Aided

B. Pupil Information - Primary Schools

5. Do your pupils come from Integrated Playgroup _
Integrated Nursery 
Nursery 
Playgroup 
Other

6. What percentage of your pupils would you estimate progress to Second Level
Integrated Education ___%

7. Approximately what percentage of your pupils opt not to take the Transfer Test?
%

8. What is your pupil to teacher ratio?

C. Pupil Information - Second Level Colleges

9. How many of the primary feeder schools are Integrated 
Not Integrated

10 What proportion of your intake typically comes from integrated 
primary schools. ___%

11. Does your school have a sixth form? Yes __
No _
Planned

1:1
1:2

2:1
2:2
2:3
2:4

3:1
3:2

4:1
4:2
4:3

5:1
5:2
5:3
5:4
5:5

6:1

7:1

8:1

9:1
9:2

10:1
11:1
11:2
11:3
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D. All Schools

12. Pupil Numbers 1995/2000 (as applicable)

1995/6 1996/7 1997/8 1998/9 1999/0
Boys
Girls
Total

13. Pupil Composition

1995/6 1996/7 1997/8 1998/9 1999/0
Protestant
Catholic
Total

14. What percentage of your pupils’ parents are not resident in N. Ireland __%

15. Other than the Year 8 intake from primary schools, what would be the
typical number of pupils who enrol each year? ___%

16. What is your pupil to teacher ratio

E. Marketing Information

17. Have you engaged in any marketing activities?
(Please specify why you have taken this approach)

Yes
No □

18. Who do you perceive as your main competitors, please indicate why?

14:1

15:1

16:1

17:1
17:2
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19. Who would you identify as your customers 
(Please tick those which apply)

20. If‘Other’ these please specify

Parents 
Children 
School Staff 
NICIE
Dept, of Education 
ELB
All of above 
None of above 
Other

21. Why do you feel parents send their children to your school - is it because of: 
(Please tick those which apply)

Integrated ethos 
Teaching quality 
Location
Reduce church influence 
More parental control 
Parents in mixed marriages 
None of these 
Other

22. If‘other’ please specify

F. NICIE

23. How do you perceive the role of NICIE? (Please circle which is appropriate)

Very Relevant
Advice 1
Liaison with ELB/Dept of Education 1 
Direction 1
Support 1
Training 1
Sources of Funding 1
Information 1
Co-ordination 1
Representation 1
Lobbying 1
Other (please specify) PTO

Relevant
2
2
2
2
2
2
2
2
2
2

Not Relevant
3
3
3
3
3
3
3
3
3
3

19:1
19:2
19:3
19:4
19:5
19:6
19:7
19:8
19:9

21:1
21:2
21:3
21:4
21:5
21:6
21:7
21:8

23:1
23:2
23:3
23:4
23:5
23:6
23:7
23:8
23:9
23:10
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24. How good do you feel that NICIE are in fulfilling their role in the relevant 
aspects? (Please circle which is appropriate)

Advice
Liaison with ELB/Dept of Education
Direction
Support
Training
Sources of Funding
Information
Co-ordination
Representation
Lobbying

Good
1 
1 
1 
1 
1 
1 
1

Average
2
2
2
2
2
2
2
2
2
2

25. How effectively does NICIE communicate with you

Poor
3
3
3
3
3
3
3
"»
J

3
3

Very well 
Well 
Average 
Poor
Very Poor

26. How often would you be in contact with NICIE?

Rare (less than once a term) 
Occasional (once a term)
Regular (once a month)
Frequent (more than once a month) 
Other (please specify)

27. What changes would you make to the service NICIE provides?

24:1
24:2
24:3
24:4
24:5
24:6
24:7
24:8
24:9
24:10

25:1
25:2
25:3
25:4
25:5

26:1
26:2
26:3
26:4
26:5
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G. Education & Library Boards

28. How do you perceive the role of Education and Library Boards in Integrated 
Education?. (Please circle which is appropriate)

Very Relevant Relevant Not Relevant

Advice 1 2
Liaison with NICIE/Dept of Education 1 2
Direction 1 2
Support 1 2
Training 1 2
Sources of Funding 1 2
Information 1 2
Co-ordination 1 2
Representation 1 2
Lobbying 1 2
Other (please specify)

3
3
3
3
3
3
3
3
3
3

29. How good do you feel that your Education and Library Board is in fulfilling their 
role in the relevant aspects? (Please circle which is appropriate)

Good Average
Advice 1 2
Liaison with NICIE/Dept of Education 1 2
Direction 1 2
Support 1 2
Training 1 2
Sources of Funding 1 2
Information 1 2
Co-ordination 1 2
Representation 1 2
Lobbying 1 2

Poor
3
3
3
3
3
3
3
3
3
3

30. How effectively does the ELB communicate with you Very well
Well
Average
Poor
Very Poor

28:1
28:2
28:3
28:4
28:5
28:6
28:7
28:8
28:9
28:10

29:1
29:2
29:3
29:4
29:5
29:6
29:7
29:2
29:9
29:10

30:1
30:2
30:3
30:4
30:5
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ELB?
Rare (less than once a term) 31:1
Occasional (once a term) 31:2
Regular (once a month) 31:3
Frequent (more than once a month) 31:4
Other (please specify) 31:5

32. How would you change the service that the ELB provides?

33.In Which Education and Library Board Area is Your School?
Belfast 
North Eastern 
South Eastern 
Southern 
Western

H. Strategic Information

34:1 What political issues do you think currently create or might create 
opportunities/threats for integrated education.

Opportunities Threats

34:2 What factors in society do you think currently create or might create 
opportunities/threats for integrated education

Opportunities Threats

33:1
33:2
33:3
33:4
33:5
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34:3 What factors in the economy do you think currently create or might create 
opportunities/threats for integrated education.

Opportunities Threats

34:4 What aspects of technology do you think currently create or might create 
opportunities/threats for integrated education.

Opportunities Threats

35. What do you think are the strengths and weaknesses of your school?

Strengths Weaknesses

36. What do you think are the opportunities and threats facing your school?

Opportunities Threats
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37. Do you have a strategic plan for your school - please specify Yes
No □

38. What are your school objectives for the next five years?

39. Is there a strategic plan for integrated education in N. Ireland Yes
No

Unsure

40. What strategic direction should integrated education take in the next 5 years?

41. Who should be responsible for the strategic direction for Integrated Education in 
Northern Ireland? r

Individual Schools
NIC IE
ELBs
Dept, of Education 
All of these 
None of these
Other (please specify)

37:1
37:2

39:1
39:2
39:3

41:1
41:2
41:3
41:4
41:5
41:6
41:7
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F. Conclusion

42. Name of school

43. Would you be amenable to a short interview to discuss some of these points

Yes P 
No □

43:1
43:2

Thank you for your co-operation

All information will be treated in the strictest confidence 
and will only be used by the author
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APPENDIX 4

Integrated Education 

School Governors’ Questionnaire
(Chairpersons)

All information provided in this survey will be treated as strictly confidential!

Human history becomes more and more a race 
between education and catastrophe

H.G. Wells

Prepared by:

J.Milliken 
University of Ulster 

Coleraine

November 2000
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A. Marketing Information

1. Has your school engaged in any marketing activities?
(Please specify why you have taken this approach)

Yes
no □

2. Who do you perceive as your main competitors, please indicate why?

3. Who would you identify as your customers Parents
(Please tick those which apply) Children

School Staff 
NICE.
Dept, of Education 
ELB.
All of above 
None of above 
Other

4. If‘other’ these please specify

5. Why do you feel parents send their children to your school - is it because of:
(Please tick those which apply)

Integrated ethos 
Teaching quality 
Location
Reduce church influence 
More parental control 
Parents in mixed marriages 
None of these 
Other

6. If ‘other’ please specify

1:1
1:2

3:1
3:2
3:3
3:4
3:5
3:6
3:7
3:8
3:9

5:1
5:2
5:3
5:4
5:5
5:6
5:7
5:8
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B. NICIE

7. How do you perceive the role of NICIE?
(Please circle which is appropriate)

Very Relevant Relevant Not Relevant

Advice 1 2
Liaison with ELB/Dept. of Education 1 2
Direction 1 2
Support 1 2
Training 1 2
Sources of Funding 1 2
Information 1 2
Co-ordination 1 2
Representation 1 2
Lobbying 1 2
Other (please specify)

3
3
3
3
3
3
3
3
3
3

8. How well do you feel that NICIE fulfil their role? Very well
Well
Average
Poor
Very Poor

9. How effectively does NICIE communicate with your 
school?

Very well 
Well 
Average 
Poor
Very Poor

10. Who is your main contact person in NICIE? ________________

11. How often would your school be in contact with NICEE?
Rare (less than once a term) 
Occasional (once a term)
Regular (once a month)
Frequent (more than once a month) 
Other (please specify)

12. What changes would you make to the service NICIE provides?

7:1
7:2
7:3
7:4
7:5
7:6
7:7
7:8
7:9
7:10

8:1
8:2
8:3
8:4
8:5

9:1
9:2
9:3
9:4
9:5

11:1
11:2
11:3
11:4
11:5
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C. Education & Library Boards

13. How do you perceive the role of Education & Library Boards with regard to 
integrated education? (Please circle which is appropriate)

Advice
Liaison with Dept, of Education
Direction
Training
Fund-raising
Sources of Funding
Infonnation
Co-ordination
Representation
Lobbying
Other (please specify)

Very Relevant Relevant Not Relevant

1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3

14. How well do you feel that the ELB fulfils its role? Very well
Well
Average
Poor
Very Poor

15. How effectively does the ELB communicate with you? Very well
Well
Average
Poor
Very Poor

16. How often would you be in contact with ELB?
Rare (less than once a term) 
Occasional (once a term)
Regular (once a month)
Frequent (more than once a month) 
Other (please specify)

17. What changes would you make to the service that the ELB provides?

13:1
13:2
13:3
13:4
13:5
13:6
13:7
13:8
13:9
13:10

14:1
14:2
14:3
14:4
14:5

15:1
15:2
15:3
15:4
15:5

16:1
16:2
16:3
16:4
16:5
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18. In Which Education and Library Board Area is Your School?

Belfast 
North Eastern 
South Eastern 
Southern 
Western

18:1
18:2
18:3
18:4
18:5

D. Strategic Information

19:1 What political issues do you think currently create or might create 
opportunities/threats for integrated education.

Opportunities Threats

19:2 What factors in society do you think currently create or might create 
opportunities/threats for integrated education

Opportunities Threats

19:3 What factors in the economy do you think currently create or might create 
opportunities/threats for integrated education.

Opportunities Threats
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19:4 What aspects of technology do you think currently create or might create 
opportunities/threats for integrated education.

Opportunities Threats

20. What do you think are the strengths and weaknesses of your school?

Strengths Weaknesses

21. What do you think are the opportunities and threats facing your school

Opportunities Threats

22. Do you have a strategic plan for your school - please specify Yes
No □ 22:1

22:2
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23. What are your school objectives for the next five years?

24. Is there a strategic plan for integrated education in N. Ireland ? Yes
No
Unsure

25. What strategic direction should integrated education take in the next 5 years?

24:1
24:2
24:3

26. Who should be responsible for the strategic direction for Integrated Education in 
Northern Ireland?

Individual Schools —
NICIE _
ELBs _
Dept, of Education _
All of these __
Other (please specify) |___ |

26:1
26:2
26:3
26:4
26:5
26:6

E. Conclusion

27. Name ...........................................................................................

28. Would you be amenable to a short interview to discuss some of these points
Yes
No

29. Please indicate suitable times for interview

28:1
28:2

Monday Tuesday Wednesday Thursday Friday
A.M.
P.M.

Thank you for your co-operation
All information will be treated in the strictest confidence 

and will only be used by the author
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APPENDIX 5

Integrated Education 

NICIE Directors Questionnaire

AH information provided in this survey will be treated as strictly confidential!

Education costs money, but then so does ignorance!

Claus Moser

Prepared by:

J.Milliken 
University of Ulster 

Coleraine 
November 2000

Disk: 3/Surl/
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A. Marketing Information

1. Has NICIE engaged in any marketing activities
(Please indicate why this approach was taken)

Yes
No

2. Who do you perceive as your main competitors, please specify

3. Who would you identify as your customers Parents
Children 
School Staff 
Dept, of Education. 
Integrated Schools 
All of above 
None of above 
Other

4. If‘other’ please specify

3:1
3:2
3:3
3:4
3:5
3:6
3:7
3:8

5. Why do you feel parents send their children to integrated schools 
- is it because of:- Integrated ethos

Teaching quality 
Location
Reduce church influence 
More parental control 
Mixed Marriages 
None of these 
Other

5:1
5:2
5:3
5:4
5:5
5:6
5:7
5:8
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6. If‘other’ please specify

B. Schools’ Perception of NICIE.

7. . How do you feel the schools perceive the role of NICIE.(Please circle which is appropriate)

Advice
Liaison with ELB/Dept
Direction
Support
Training
Sources of Funding
Information
Co-ordination
Representation
Lobbying
Other (please specify)

Very Relevant Relevant Not Relevant

1
1
1
1
1
11

1
1
1
1

2
2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3
3

8. How well do you feel that NICIE fulfil their role to the integrated schools?
Very well 
Well 
Average 
Poor
Very Poor

9. How effectively do you feel NICIE communicates with the integrated schools?
Very well
Well
Average
Poor
Very Poor

10. How would you change the service that NICIE. provides?

7:1
7:2
7:3
7:4
7:5
7:6
7:7
7:8
7:9
7:10

8:1
8:2
8:3
8:4
8:5

9:1
9:2
9:3
9:4
9:5
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Strategic Information - Integrated Education

11. What environmental issues/ trends currently impact or might impact on
Integrated Education?

Political Societal

Economic Technological

12. What you regard as the most important strengths and weaknesses of integrated 
education

Strengths Weaknesses

13. Please indicate what you regard as the most important opportunities and threats facing
integrated education.

Opportunities Threats
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14. Is there are strategic plan for integrated education in N. Ireland? 
(please specify)

15. What strategic direction should integrated education take over the next 5 years?

Strategic Information - NICIE
16. What environmental issues/ trends currently impact or might impact NICIE?

Political Societal

Economic Technological

17. What you regard as the most important strengths and weaknesses of NICIE?

Strengths Weaknesses

14:1
14:2

200



18. Please indicate what you regard as the most important opportunities and threats facing 
NICIE?

Opportunities Threats

19. Does NICIE have a strategic plan for the next five years? 
(please specify)

Yes
No

20. What strategic direction should NICIE take over the next 5 years?

D. Conclusion

21. Name.....

22. Would you be prepared to take part in a short interview to discuss some of these 
issues

Yes
No [J

23. Please indicate times that would be most suitable for you .

Monday Tuesday Wednesday Thursday Friday
A.M.
P.M.

Thank you for your co-operation 
All information will be treated in the strictest confidence 

and will only be used by the author

19:1
19:2

22:1
22:2
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APPENDIX 6

Integrated Education

Principals’ Interview Schedule

Ail replies will be treated as strictly confidential and only
the author will have access.

John Milliken 
University of Ulster 

Coleraine
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1. Can you provide some details about your own background? 
(Probe for information on involvement/ interest in integrated education)

2. What is the background of the school? 
(Probe on the drivers to integrated status etc)

3. W'hat are your personal views on integrated education?
(Areas such as development, history, future direction, the role of NICIE etc)

4. What is distinctive about integrated education?

5. What are your views on the different types of integrated schools? 
(GMI vs Controlled)

6. What do you think of transformation schools? 
(Probe to determine their understanding)

203



At this stage I would like to move on to the movement for integrated education and 
the various relationships within the system

7.How would you regard the relationship between integrated schools?

8. What is the nature of the relationship between int. schools and others?

9. What is the nature of the relationship between int. schools & NICIE?

10. What is the nature of the relationship between int. schools & ELBs?

11. What is the nature of the relationship between int. schools & Dept?

12. In you opinion what would be the most appropriate strategic direction for 
integrated education and who should be responsible for it?

Thank you for your time and frankness in completing this interview and I would 
assure you of the strictest confidence in developing the research project.



APPENDIX 7

First Strategy Workshop
20th March 2002 

Belfast Castle

9.00-9.30 

9.30-10. 00

10.00- 10. 45 

10.45 - 11.00 

11.00-11.15

11.15- 12.15

12.15- 12. 30

Registration and coffee

Introduction & welcome - Michael Wardlow, NICIE 

Background to research - Tony Gallagher, QUB 

Strategic Issues - John Milliken, UUC

Group situation analysis 

Feedback and review 

COFFEE

Adding dynamics to the situation analysis 

Feedback and review 

Questions and Close

205



APPENDIX 8

Group Allocations for First Strategy Workshop
20th March 2002 

Belfast Castle

Group Allocations

No. Name Organisation Group

1 Barney Evans Acorn IPS 5
2 Anne Carr All Children’s CIPS 3
3 Colin Miller BELB 5

\4~ Robert Scott Braidside IPS iAm!

5 Charles Graham Bridge IPS 1
6 Errol Lemon Brownlow CIC 4
7 June Ingram Dept, of Education 3
8 Stephen Sandford Dept, of Education 4
9 Ray Mullan Director NICIE 1
10 Colm Cavanagh Director NICIE 2
11 Lady Salisbury Drumragh IC 2
12 Noreen Campbell Hazelwood IC 1
13 Jill Houston Hazelwood IPS 5
14 Tina Merron IEF 2
15 Janine Turner IEF 1
16 Peter Agnew Newbridge IC 4
17 Loma McAlpine NICIE 2
18 Frances Donnelly NICIE 5
19 Deborah Campbell NICIE 4
20 Lawrence Rowan NICIE 5
21 Nicola Lynagh NICIE 1
22 Peter McCreadie Priory CIC 3
23 Anne Makin Saints & Scholars IPS 4
24 Ray Gilbert SEELB 3

Group 1 GMI
Group 2 GMI
Group 3 Controlled
Group 4 Mixed
Group 5 Mixed
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APPENDIX 9

Second Strategy Workshop
29th May, 2002

Hazelwood Integrated College

9.00 - 9.30 

9.30-10. 00

10.00- 10. 15

10.15- 11.15 

11.00-11.15

11.15- 12.15 

12. 15-12.30 

12.30-1.30

Registration, coffee and group allocations

Introduction & welcome - Michael Wardlow, NICIE

Background to research - Tony Gallagher, QUB

Strategic Issues - John Milliken, UUC

Individual strategic matrix

Group discussions on strategic matrix

COFFEE

Group presentations on the strategic matrix

Feedback and review

LUNCH
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APPENDIX 10

Group Allocations for Second Strategy Workshop
Hazelwood Integrated College

No. Name Organisation Group
1 Edel O’Neill UU (Observer)
2 Colin Miller BELB 1
3 Charles Graham Bridge IPS 1
4 Helen Honeyman Director NICIE 1
5 Eugene Martin Ulidia IC 1
6 Deborah Campbell NICIE 1
7 Maurice Kennedy NICIE 1
8 Frances Donnelly NICIE 2
9 Stephen Sandford Dept, of Education 2
10 Ray Mullan Director NICIE 2
11 Lady Salisbury Drumragh IC 2
12 Jill Houston Hazelwood IPS 2
13 Lawrence Rowan NICIE 2
14 Colm Cavanagh Director NICIE 3
15 Noreen Campbell Hazelwood IC 3
16 Robert Scott Braidside IPS 3
17 Ivan Arbuthnot Priory CIC 3
18 Nicola Lynagh NICIE 3
19 Mary Connolly SEELB 3
20 Peter Agnew Newbridge IC 4
21 Anne Rowe Strangford IC 4
22 Alan Sheeran NICIE 4
23 Anne Makin Saints & Scholars IPS 4
24 Loma McAlpine NICIE 4
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