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Abstract 
 

Transferred from the ownership of the Protestant churches after Partition, N. Ireland's Controlled 
schools have long suffered from a lack of collective identity, representation and ethos. It is envisaged 
that these issues will be ameliorated by the introduction of the Controlled Schools' Support Council 
(CSSC), whose work is underpinned by a Vision Statement for the ethos of the sector. This study 
investigates the under-explored area of the Controlled Sector and its ethos, whose values underpin it 
and how these values reflect its schools and stakeholders. The research of ethos is viewed through 
the lens of policy and applies Ball's (1997) trajectory approach in considering the potential impact of 
the CSSC's statement upon the sector's ethos. Employing exploratory and embedded approaches 
(Cresswell and Plano Clark, 2007) to mixed-methods data collection, a large-scale survey of Controlled 
principals complemented semi-structured interviews with a representative sample of policy-makers 
and principals. The study found a fragmented, unconnected and unsupported sector, which, although 
linked to Christian values, is uncertain in articulating what it is, does and stands for. It found a warm 
welcome for the CSSC, for continuing and increased church involvement, for the Christian values 
espoused in the Vision Statement, believing that it will not disenfranchise those who hold other 
worldviews, and for the statement as a basis for a collective ethos underpinning schools' individual 
ethoi. In addition to new insights on the sector, this study adds to the body of knowledge on ethos, 
building on the claim that ethos needs connecting words to make it intelligible (Allder, 1993) by 
proposing that there are eight terms most frequently associated with, confused with, or substituted 
for ethos and that, collectively, these interconnect to distinguish it more clearly. It also concurs with 
Donnelly (2000) and McLaughlin (2005) that ethos is found in the 'gap' between intended and lived, 
but concludes that this gap can be significantly narrowed in conceptualising ethos at the intersection 
of these eight interconnectors, proposing an ethos test which identifies the ethos through the 
characteristics of each. In isolating the current attributes of the Controlled Sector's interconnectors, 
and using the findings to suggest how these might change in light of the CSSC and Vision Statement, 
the test showed that a different and more positive ethos might result. 
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Religion permeates the very DNA of N. Ireland (NI)Φ Lƴ ŎƻƴǘǊŀǎǘ ǘƻ !ƭŀǎǘŀƛǊ /ŀƳǇōŜƭƭΩǎ bŜǿ [ŀōƻǳǊ 

vision for the rest of the UK (Cooling, 2010, p15), we do do God. In comparison with 54% in Scotland, 

57.6% in Wales and 59.4% in England, 82.2% of the NIΩǎ ǇƻǇǳƭŀǘƛƻƴ ŎƭŀƛƳǎ /ƘǊƛǎǘƛŀƴ ŀŦŦƛƭƛŀǘƛƻƴ ό/ǳƳǇŜǊ 

& Mawhinney, 2015) and nowhere is this allegiance to religion more obvious than in the education of 

ǘƘŜ ǇǊƻǾƛƴŎŜΩǎ ŎƘƛƭŘǊŜƴ ŀƴŘ young people. 

 

The connection between education and religion has existed since the formation of the state of NI; it 

is one that has seen some changes and has been a source of controversy and political contention, but 

it is nevertheless incontrovertible. Much has been written about it and about its contribution to bLΩǎ 

segregated and polarised society (see, for example, Cairns, 1987; Gallagher, 1995; Hewstone et al, 

2005; Richardson & Gallagher, 2011; Smith, 2001), through the emergence of Maintained schools 

(mainly Roman Catholic) and Controlled schools (perceived to be mainly Protestant).  

 

Whilst there has been research on an inter-sector level, very little has been written from an intra-

sector perspective. Although work has been undertaken on the link between the Protestant churches 

and the Controlled Sector (CS) (Byrne & McKeown, 1998; Armstrong, 2015), there has been little focus 

on the sector and its ethos. 

 

On 2nd October, 2012 an Education Bill was introduced to the N. Ireland Assembly (NIA). Contained 

within it was the proposal for a /ƻƴǘǊƻƭƭŜŘ {ŎƘƻƻƭǎΩ Support Council (CSSC). The CSSC was formally 

established in 2016 and its work is underpinned by a Vision Statement for the ethos of the sector. 

What is not clear, however, is whose values underpin this vision and how these values reflect those of 

Controlled schools and their stakeholders. 

 

As someone who has grown up in NI, taught its children, represented and educated its teachers, 

promoted the link between church and education, and now advocates for Controlled schools, this 

topic is of great interest. However, beyond a personal level, the issue has implications for schools, 

schooling and those who are being schooled in NI, especially in a society which is arguably becoming 

more secular. Therefore, the purpose of this study is to explore the importance of ethos and how it 

relates to the CS, to investigate the potential impact of the CSSC and its Vision Statement upon this, 

and to consider the continuing influence of the Protestant churches on a sector designed to cater for 

those of all faiths and none. 

 

 

Background 

 

Any examination of the current education system in Northern Ireland demonstrates that, 

in spite of the increasing secularisation of society generally, the churches have continued 

to assert an important and continuing influence and authority. 

(Byrne & McKeown, 1998, p322) 

 

In 1972, Cambridge Professor of Education Paul Hirst suggested that education had moved beyond 

religion, rendering it a nonsense. Yet, religion still plays a major part of the life of education in the UK, 

ǿƛǘƘ ŀǊƻǳƴŘ ƻƴŜ ǘƘƛǊŘ ƻŦ ǘƘŜ ǘƻǘŀƭ ƴǳƳōŜǊ ƻŦ ƳŀƛƴǘŀƛƴŜŘ ǎŎƘƻƻƭǎ ƛƴ 9ƴƎƭŀƴŘ ƘŀǾƛƴƎ ŀΣ άǊŜƭƛƎƛƻǳǎ 

ŎƘŀǊŀŎǘŜǊέ ό5/{CΣ нллтΣ ǇоύΦ ¢ƘŜǊŜ ƛǎ ƴƻ ŘƻǳōǘΣ ƘƻǿŜǾŜǊΣ ǘƘŀǘ ǘƘŜ ƛǎǎǳŜ ƻŦ faith in education is a 

controversial matter, raising ǘƘŜ ǉǳŜǎǘƛƻƴΥ άǎƘƻǳƭŘ ǊŜƭƛƎƛƻǳǎ ōŜƭƛŜŦǎ ƘŀǾŜ ŀƴȅ ǇƭŀŎŜ ƛƴ ǘƘŜ ŜŘǳŎŀǘƛƻƴŀƭ 

ƛƴǎǘƛǘǳǘƛƻƴǎ ƻŦ ŀ ǊŜƭƛƎƛƻǳǎƭȅ ŘƛǾŜǊǎŜ ŘŜƳƻŎǊŀŎȅΚέ ό/ƻƻƭƛƴƎΣ нлмлΣ Ǉ мнύΦ 
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Religion has been inextricably intertwined with education in N. Ireland since its creation in 1921. The 
new state inherited 2042 national, 75 intermediate and 12 model schools (Farren, 1995) which had 
come to be dominated by the main Roman Catholic (RC) and Protestant churches and in which children 
ǿŜǊŜ ŜŘǳŎŀǘŜŘΣ άin schools which were parochially organised, denominationally segregated and 
ŎƭŜǊƛŎŀƭƭȅ ƳŀƴŀƎŜŘέ ό5ǳƴƴΣ мффлΣ Ǉнопύ. Despite, άtheir theological differences and mutual 
ŘŜǘŜǎǘŀǘƛƻƴέ ό.ǳŎƪƭŀƴŘΣ мфумΣ Ǉттύ, both shared the view that children should be taught alongside and 
by those of the same denomination, with religious instruction forming the backbone of the curriculum. 
They also shared a mutual distrust of the state (Dunn, 1990), not least due to the 1923 Education Act 
which attempted to provide an integrated primary education system in which religious education was 
ǘƻ ōŜ ŦƻǊōƛŘŘŜƴ ŘǳǊƛƴƎ ǘƘŜ ǎŎƘƻƻƭ Řŀȅ ŀƴŘ ŀ ǘŜŀŎƘŜǊΩǎ ǊŜƭƛƎƛƻǳǎ ŘŜƴƻƳƛƴŀǘƛƻƴ ǎƘƻǳƭŘ ƘŀǾŜ ƴƻ ōŜŀǊƛƴƎ 
on their appointment. Whilst the Catholic Church opposed the Act in their desire to preserve a 
distinctive Catholic education and also in a refusal to recognise the new Ministry of Education or the 
legitimacy of the new N. Ireland government, the Protestant churches opposed it on the grounds that 
they believed it to envisage a system of education which was secular. 
 

Of all the institutions in society, the Church has the longest, most consistent interest in 

education, particularly in terms of schooling. In this it easily antedates governments. Its 

interest is not only a matter of moral principle and of its own vocation; it is also one of 

vested interests, of financial commitment and historic privileges. All this has involved it in 

ŎƻƴǘǊƻǾŜǊǎƛŜǎ ŀƴŘ ǇƻǿŜǊ ǎǘǊǳƎƎƭŜǎΧ 

(Irish Council of Churches, 1982, p2) 

 

Following the 1924 formation of the United Education Committee (which could be argued to be the 

ƻǊƛƎƛƴŀƭ ǾŜǊǎƛƻƴ ƻŦ ǘƘŜ ¢ǊŀƴǎŦŜǊƻǊ wŜǇǊŜǎŜƴǘŀǘƛǾŜǎΩ /ƻǳƴŎƛƭ ŘƛǎŎǳǎǎŜŘ ōŜƭƻǿύΣ ƛƴ 1925 the Protestant 

churches secured an Amending Act, which removed the ban on non-denominational Bible teaching 

and required teachers to give religious instruction. The 1930 Act further tightened up the requirement 

for religious education, allowed the Protestant churches to have a significant say in appointing 

teachers and gave the transferring bodies 50% representatƛƻƴ ƻƴ ǎŎƘƻƻƭ ƳŀƴŀƎŜƳŜƴǘ ōƻŘƛŜǎΣ άǘƘǳǎ 

acknowledging implicitly the de facto tǊƻǘŜǎǘŀƴǘ ƴŀǘǳǊŜ ƻŦ ǘƘŜ ǎǘŀǘŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳέ (Byrne and 

McKeown, 1998, p321), a point echoed by Farren (1992), who suggests that the over-turning of 1923 

Act sealed the fate of education for the rest of the century as county schools became de facto 

Protestant and, following lobbying from the newly-elected Nationalist MPs, voluntary schools were 

given enough funding for a parallel Roman Catholic system to exist.   

 

During the 1930s, thereforeΣ ǘƘŜ tǊƻǘŜǎǘŀƴǘ ŎƘǳǊŎƘŜǎΣ άōŜƴǘ ǘƘŜ ǎȅǎǘŜƳ ƳƻǊe and more into the shape 
ƻŦ ŀ tǊƻǘŜǎǘŀƴǘ ǎŎƘƻƻƭ ǎȅǎǘŜƳέ ό!ƪŜƴǎƻƴΣ мфтнΣ ǇмфрύΣ ǿƛƴƴƛƴƎ ŜƴƻǳƎh concessions on representation, 
management committees, appointments and religious instruction (Armstrong, 2009) to be content 
that the Protestantism which reflected the make-up of the state of N. Ireland  was now reflected in its 
schools (Dunn, 1993) and to transfer approximately 500 schools into state control between 1926 and 
1947 (PCI, 2007). None of the Catholic schools were transferred to the state (a position which Akenson 
(1972) suggests led to the dual system evident today) and the result was a disparity in the levels of 
funding awarded which, although mitigated in the 1930 and 1947 Education Acts, was not rectified 
until the late 1960s. The 1947 Act created mandatory post-primary schooling as per the 1944 Butler 
Act, for the first time alleviating the lack of interaction between the levels of education at the inception 
of the state (Akenson, 1973), a fact that surely feeds into the lack of a sector-wide identity across the 
various phases of schooling within the sector today. Following lobbying by the churches over their 
spiritual leadership of education (Farren, 1992) the Act also gave them seats on the management of 
some of the new secondary schools. It also increased funding for Catholic schools, removed the right 
for denominational religious instruction and provided an opt-out for parents, although it did provide 
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for a daily act of collective worship and the requirement for education authorities to provide religious 
instruction. The main issue of concern for the Protestant churches, however, was a conscience clause 
for teachers, which meant that a willingness to provide religious instruction was no longer a pre-
ǊŜǉǳƛǎƛǘŜ ŦƻǊ ŜƳǇƭƻȅƳŜƴǘΥ άThe Protestants argued that they wanted a non-denominational state 
system; but they also wanted it to be Protestant with regard to staffing and religious instruction, and 
ǘƻ ƘŀǾŜ ŀ ŎǳǊǊƛŎǳƭǳƳ ǘƘŀǘ ǊŜŦƭŜŎǘŜŘ ǘƘŜ .ǊƛǘƛǎƘ ŎƻƴƴŜŎǘƛƻƴ ƛƴ ƛǘǎ ŜǘƘƻǎ όŀ ǿƻǊŘ ƴƻǘ ƳǳŎƘ ƛƴ ǳǎŜ ǘƘŜƴύέ 
(Dunn, 1990, p236). 
 

By that time, άpressures from the churches had created two separate, almost entirely segregated 

ǎŎƘƻƻƭǎ ǎȅǎǘŜƳǎέ ό.ȅǊƴŜ ϧ aŎYŜƻǿn, 1998, p321) ǿƛǘƘ ƻōǾƛƻǳǎ ǘŜƴǎƛƻƴǎ ŘǳǊƛƴƎ ǘƘŜ мфрлΩǎ ŀƴŘ слΩǎ 

between the two branches of the Church, seen in blocks to the building of new Catholic schools, the 

proposal to pay National Insurance contribution to Catholic teachers and transport costs for Catholic 

pupils (Farren, 1992). In many ways the 1968 Act exacerbated this, in that it, in exchange for accepting 

public representation onto their school boards, the Catholic schools received an extra level of grant 

and, as a quid pro quo, county schools were re-ƴŀƳŜŘ /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎ ŀƴŘΣ άthe Protestant 

Churches were given automatic membership rights on the school committees of all controlled schoolsέ 

(Gallagher, 1998, pоύΦ ¢Ƙƛǎ ŜƴǎǳǊŜŘ ǘƘŀǘΣ άǘƘŜ tǊƻǘŜǎǘŀƴǘ ŎƭŜǊƎȅ ǿŜǊŜ ǎǳŎŎŜǎǎŦǳƭ ƛƴ ǘǿƛǎǘƛƴƎ ǘƘŜ ǎǘŀǘŜ 

ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎ ƛƴǘƻ tǊƻǘŜǎǘŀƴǘ ƛƴǎǘƛǘǳǘƛƻƴǎέ ό!ƪŜƴǎƻƴΣ мфтоΣ Ǉмфрύ ŀƴŘ ǘƘŀǘΣ ŦƻǊ ǘƘŜ ŦƛǊǎǘ ǘƛƳŜΣ it could 

be argued that the Controlled Sector could be called de jure Protestant:  

 

The Act also afforded the Protestant Churches rights to representation in any new schools 
built by local authorities. In effect this extended the historical rights of Transferors beyond 
the schools they had previously owned to all state controlled schools. Thus a system of 
ǎŜǇŀǊŀǘŜ ǎŎƘƻƻƭǎ ǿŀǎ ǳƴŘŜǊǇƛƴƴŜŘΧ ŀƴŘ ǘƘƛǎ ŎƻƴǘƛƴǳŜǎ ǘƻ ōŜ ǘƘŜ ǇǊŜŘƻƳƛƴŀƴǘ ǇŀǘǘŜǊƴ ƻŦ 
provision to the present day. 

(Smith, 2001, p563) 
  

The restructuring of local government services in 1972 led to the introduction of five Education and 

Library Boards (ELBs), on which, for the first time, the churches sat together at the level of the local 

education authority. Both Trustees (the Catholic school authorities) and Transferors (representatives 

of the three main Protestant denominations: Presbyterian Church in Ireland (PCI); Church of Ireland 

(CoI); and Methodist Church in Ireland (MCI)) were represented on the ELBs, with Transferors also 

able to nominate to the ELBsΩ Teacher Appointments Committees, which appointed principals and 

vice-principals to state schools. Following the Astin Report on school management and governance 

(DENI, 1979), each school was granted its own board of governors, albeit with church representation 

somewhat reduced to allow for the involvement of teacher and parent representatives. This, 

άΩŘƛƭǳǘƛƻƴΩ ƻŦ ǘƘŜƛǊ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴέ όL//Σ мфунΣ Ǉммύ ǿŀǎ ǎǘǊƻƴƎƭȅ ƻǇǇƻǎŜŘΣ ŀǎΣ άŀƴȅ ǳƴƛƭŀǘŜǊŀƭ ŀƭǘŜǊŀǘƛƻƴ 

by the Government of the principles as accepted in 1930 would create a violation of good faith and a 

ōǊŜŀŎƘ ƻŦ ǘǊǳǎǘέ όt/LΣ мфтуΣ ǇмфоύΦ 

 

The result in N. Ireland was three main sectors: state Controlled schools attended mainly by Protestant 

pupils, owned and funded by the ELBs; voluntary Maintained schools attended by mainly Roman 

Catholic pupils, owned by the Catholic church and funded by the ELBs and the Department of 

Education for N. Ireland (DENI (from 2012 known as DE)); and Voluntary Grammar schools, largely 

split on denominational grounds, with a degree of financial and management autonomy, but funded 

by DENI. A fourth group has emerged since 1989 in the form of the grant-maintained Integrated sector 

(IS), with a religious mix of pupils and funded by DENI, and a small Irish Medium Education sector 

(IMES) has existed since 1998. 
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Catholic Council for Maintained Schools 

 

The Astin Report noted the difficulties in the outworking of its proposals in the Maintained Sector 

(MS), due to the lack of a coordinating structure above individual management boards in schools, and 

advised that a bureaucratic layer was needed to liaise with DENI. In 1989 there was a recognition, 

άǘƘŀǘ ǘƘŜ /ŀǘƘƻƭƛŎ ǎŎƘƻƻƭǎΩ ǎȅǎǘŜƳ ǿŀǎ ŀ ŘƛǎǘƛƴŎǘƛǾŜ ŜƭŜƳŜƴǘ ǊŜǉǳƛǊƛƴƎ ǳƴƛǉǳŜ ǘǊŜŀǘƳŜƴǘέ όaŎDǊŀǘƘΣ 

2000, p196), resulting in the creation of the CƻǳƴŎƛƭ ŦƻǊ /ŀǘƘƻƭƛŎ aŀƛƴǘŀƛƴŜŘ {ŎƘƻƻƭǎ ό//a{ύΣ άǘƻ 

provide for a more co-ƻǊŘƛƴŀǘŜŘ ΨǾƻƛŎŜΩ ŦƻǊ ǘƘŜ /ŀǘƘƻƭƛŎ ŎƘǳǊŎƘ ƛƴ ŜŘǳŎŀǘƛƻƴŀƭ ŀŘƳƛƴƛǎǘǊŀǘƛƻƴΧ ώŀƴŘ 

ŀǎϐ ŀ ŎŜƴǘǊŀƭ ŜƳǇƭƻȅƛƴƎ ŀǳǘƘƻǊƛǘȅ ŦƻǊ ǘŜŀŎƘŜǊǎ ƛƴ ǘƘŜ /ŀǘƘƻƭƛŎ ƳŀƛƴǘŀƛƴŜŘ ǎŜŎǘƻǊέ ό.ȅǊƴŜ ϧ aŎYŜƻǿƴΣ 

1998, p324).  As the new employer, CCMS took upon itself the functions of individual schools in this 

regard, advising schools on matters of employment and sitting on panels to appoint principals and 

vice-principals. It supports effective school management, offering advice and issuing policies.  

 

Since its inception, it has surpassed its statutory responsibilities, growing in credibility within the 

Maintained Sector and in influence in the wider educational community. One of the main reasons for 

this has been its advocacy role, along with its determination to exercise its rights to be consulted and 

its tireless campaigning for equity with the CS, through various formal and informal channels, in which, 

ά//a{ ƛǎ ƴƻǿ ŀƴ ŀŎŎŜǇǘŜŘ ǇƭŀȅŜǊέ όƛōƛŘΣ ǇонфύΦ  

 

As McGrath (20ллΣ Ǉнооύ ƴƻǘŜǎΣ ǘƘŜ //a{Σ άƘŀǎ ŀǘǘǊŀŎǘŜŘ ǘƘŜ ŜƴǾȅ ƻŦ Ƴŀƴȅ tǊƻǘŜǎǘŀƴǘ ŎƭŜǊƛŎǎέΦ Its 

ƛƴŦƭǳŜƴŎŜΣ άǎǘŀƴŘǎ ƛƴ ŎƻƴǘǊŀǎǘ ǘƻ ǘƘŜ Ǉƻǎƛǘƛƻƴ ƻŦ ǘƘŜ tǊƻǘŜǎǘŀƴǘ ŎƘǳǊŎƘŜǎΣ ǿƘƻǎŜ ŦƻǊƳŀƭ ŎƘŀƴƴŜƭǎ ǘƻ 

articulate their specific concerns have not increased beyond their representation on school boards of 

ƎƻǾŜǊƴƻǊǎ ŀƴŘ ƻƴ ǘƘŜ 9[.ǎέ ό.ȅǊƴŜ ϧ aŎYŜƻǿƴΣ мффуΣ ǇнофύΦ 5ƻƴƴŜƭƭȅ όмффтύ ŀǘǘŜǎǘǎ ǘƻ ǘƘƛǎΣ ŎƛǘƛƴƎ 

ǘƘŜ ŘƛƳƛƴǳǘƛƻƴ ƻŦ ǘƘŜ tǊƻǘŜǎǘŀƴǘ ŎƘǳǊŎƘŜǎΩ ƛƴŦƭǳŜƴŎŜ ŀǘ ƎƻǾŜǊƴƛƴƎ ōƻŘȅ ƭŜǾŜƭ ŀǎ ŀ ŦǳǊǘƘŜǊ ŜȄŀƳǇƭŜ ƻŦ 

perceived inequity. The exclusion of the churches from representation on the N. Ireland  Council for 

Integrated Education (NICIE) ensured that the Protestant churches were beginning to feel Ψleft out in 

the coldΩ, perceiving as unjust and inequitable the lack of any central co-ordinating body which would 

articulate and maintain Protestant interests (McKelvey, 1993). The call for such a body was rejected 

on the grounds that Controlled schools are non-denominational and publicly funded.  

 

Transferor RepresentativeǎΩ Council 

 

This rejection led to the re-forming, in 1994, of the Transferor RepresentativeǎΩ Council (TRC), which 

is the main policy-making body for the three main Protestant churches, articulating their policy 

positions and lobbying government and others. Yet, the TRC is peopled almost exclusively by clergy or 

ƭŀȅ ǾƻƭǳƴǘŜŜǊǎΣ ŜƴǎǳǊƛƴƎ ǘƘŀǘ ƛǘ Ƙŀǎ ōŜŜƴΣ άǾŀǎǘƭȅ ǳƴŘŜǊ-resourced and does not have the capacity to 

adequately represent the views of the Controlled Sectorέ ό/ƻLΣ нллсΣ ǇнфлύΦ Lƴ ŀŘŘƛǘƛƻƴ ǘƻ ǊŜǎǇƻƴŘƛƴƎ 

to consultations, meeting politicians and supporting Transferor governors, the organisation continued 

to lobby for a support body for the CS, because it, άhas not had a voiceΤ ƛǘ Ƙŀǎ ƴƻǘ ƘŀŘ ǘƘŀǘ ŎƻƘŜǊŜƴŎŜΧ 

[or] affirmation that other sectors hŀǾŜ ƘŀŘέ όbL!, 2012, p2).  

 

In 2002, NIΩǎ ŘŜǾƻƭǾŜŘ 9ȄŜŎǳǘƛǾŜ ƛƴƛǘƛŀǘŜŘ ŀ wŜǾƛŜǿ ƻŦ tǳōƭƛŎ !ŘƳƛƴƛǎǘǊŀǘƛƻƴΣ ǿƛǘƘ ŀ Ǉƭŀƴ ǘƻ ōǊƛƴƎ ŀƭƭ ƻŦ 

the disparate aspects of educational administration under a single Education and Skills Authority 

(ESA). The churches responded to the various consultations, with particular points of concern for the 

Protestants ōŜƛƴƎΣ άŜƳǇƭƻȅƳŜƴǘ ŀƴŘ ŜǘƘƻǎΤ ƻǿƴŜǊǎƘƛǇ ŀƴŘ ƎƻǾŜǊƴŀƴŎŜ ƻŦ ǎŎƘƻƻƭǎΤ ǘƘŜ ŦǳǘǳǊŜ ǇƭŀƴƴƛƴƎ 

ƻŦ ǘƘŜ ǎŎƘƻƻƭǎΩ ŜǎǘŀǘŜ ŀƴŘ ǘƘŜƛǊ ǊƛƎƘǘǎ ǘƻ ƴƻƳƛƴŀǘŜ ǘƻ ǘƘŜ 9{! .ƻŀǊŘέ (Armstrong, 2015, p6). Armstrong 

notes ǘƘŀǘ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ŜŘǳŎŀǘƛƻƴ ǊŜǇƻǊǘǎ ŦǊƻƳ нллр ǳƴǘƛƭ ǘƘŜ ǇǊŜǎŜƴǘ ǘŜǎǘƛŦȅ ǘƻ ǘƘŜ ŜƴŜǊƎȅ ŜȄǇŜƴŘŜŘ 
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ƛƴ ŀǘǘŜƳǇǘǎ ǘƻΣ άǇǊƻǘŜŎǘΣ ǎŜŎǳǊŜ ŀƴŘ ŜƴƘŀƴŎŜ ǘƘŜ ƘƛǎǘƻǊƛŎ ƭƛƴƪǎ ōŜǘǿŜŜƴ ǘƘŜ tǊƻǘŜǎǘŀƴǘ ŎƘǳǊŎƘŜǎ ŀƴŘ 

ǎŎƘƻƻƭǎέ όǇмлύΦ  

 

Despite this, they took some losses in proposed new governance arrangements and also felt a growing 

pressure on historic rights, with changes in terminology being adopted by DENI: άpublicly-owned 

ǎŎƘƻƻƭǎέ ό59bLΣ нллсΣ Ǉнлύ ƛƴ ǇǊŜŦŜǊŜƴŎŜ ǘƻ ΨControlled schoolsΩΤ ŀƴ ŀǎǎŜǊǘƛƻƴ ǘƘŀǘ ΨǘǊŀƴǎŦŜǊǊŜŘ ǎŎƘƻƻƭǎΩ 

are actually a sub-set of Controlled schools; ŀƴŘ ǘƘŀǘ ǘƘŜ ¢w/ ƛǎ ǘƘŜΣ άǾƻƛŎŜ ŦƻǊ ǘǊŀƴǎŦŜǊǊŜŘ ǎŎƘƻƻƭǎ 

within the Controlled Sectorέ όƛōƛŘύΦ ¢ƘŜ ƎǊŜŀǘŜǎǘ ōƭƻǿΣ ƘƻǿŜǾŜǊΣ ǿŀǎ ǘƘŜ ǇǊƻǇƻǎŜŘ ǊŜƳƻǾŀƭ ƻŦ 

governance rights on schools which had come into existence after the transfer of church schools to 

the state, which ǿƻǳƭŘ ǊŜǎǳƭǘ ƛƴ ǘƘŜ ǊŜƳƻǾŀƭ ƻŦ ǘƘŜΣ ά/ƘǊƛǎǘƛŀƴ ŜǘƘƻǎ ŀǎ ƻŦ ǊƛƎƘǘ ŦǊƻƳ ǘƘŜ  Controlled 

Sectorέ όt/LΣ нллуΣ ǇннфύΦ This was compounded with the proposal that the ESA Board would not 

include TRC representation, despite the Catholic Church still enjoying existing levels of representation 

throughout the entire Maintained Sector. 

 

In a mirror of what had happened in the late twentieth century, it became the TRC, rather than CCMS, 

which was calling for parity between the sectors. Yet, in a further example of intensive lobbying, within 

the space of three years the Assembly made a reversal in its proposals over Transferor governance, 

leaving the door open for the churches to re-focus their energies on a sectoral support body and on 

representation on the ESA Board. The latter was settled after the 2011 Assembly elections, with 4 of 

ǘƘŜ нл ǎŜŀǘǎ ƎƻƛƴƎ ǘƻ ǘƘŜ /ŀǘƘƻƭƛŎ ŎƘǳǊŎƘ ŀƴŘ п ǘƻ ǘƘŜ tǊƻǘŜǎǘŀƴǘ ŎƘǳǊŎƘŜǎΣ ǘƘǳǎ ŜƴǎǳǊƛƴƎΣ άŀ ǎƛƎƴƛŦƛŎŀƴǘ 

voice for the Christian ŦŀƛǘƘ ƛƴ ǘƘŜ ŦǳǘǳǊŜ ǎȅǎǘŜƳ ƻŦ ŜŘǳŎŀǘƛƻƴ ƛƴ bLέ όt/LΣ нлмнΣ ǇнлнύΦ ¢Ƙƛǎ ǿŀǎ 

accompanied by agreement to set up a Controlled SchoolsΩ Support Body Working Group (CSSBWG), 

funded by DENI. 

 

In 2014, after 10 years and c£20m, the Education Minister abandoned future work on ESA, instead 

merging the five ELBs to form the Education Authority (EA). In parallel with this, the Protestant 

churches continued the lobbying and preparation for the new sectoral body, the /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎΩ 

Support Council (CSSC).  

 

Controlled SchoolsΩ {ǳǇǇƻǊǘ /ƻǳƴŎƛƭ 

 

Following an initial meeting of parties interested in the establishment of a Controlled Sector sectoral 
support body in November 2007, an original CSSBWG created work strands around Vision and Ethos; 
Representation; Communications; and Business Planning. The Chair, Vice-Chair and Secretary 
(respectively Hugh McCarthy, a post-primary principal; Rev Trevor Gribben, PCI Education Secretary; 
and Rev Ian Ellis, CoI Education Secretary) created a Vision and Ethos discussion paper, which 
considered the values of the sector and presented the first iteration of a Vision Statement (VS) which 
would encapsulate an ethos for it. This was sent out for consultation to all those who had attended 
the initial meeting, to all the Southern ELB principals and the CEOs of CCMS and NICIE, and the draft 
paper was passed at a further meeting. 
 
Following the political turmoil surrounding the establishment of ESA, momentum on the body halted 
and so, in 2012, the two Education Secretaries approached DE. Learning lessons from the somewhat 
ad hoc approach of the original group, they suggested that it would be officially re-formed as a 
Ministerial Working Group through the seeking of official nominees from stakeholders such as the 
TRC. 
 
With the new CSSBWG in place, the work on ethos began again apace. The ethos paper was re-worked 

by CoI Education Secretary, Rev Dr Ian Ellis, resulting in the second iteration of the Vision Statement, 
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which was discussed at the WG and approved as a basis for consultation with the sector. Ellis spoke 

to the ethos element of a presentation to the NIA Education Committee on 12.12.12 and at road-show 

presentations in each of the ELB areas in January and February 2013, to which each Controlled Sector 

principal and chair was invited. Attendees were invited to respond and the document was formally 

adopted by the WG, with this third iteration reading: "The CSSC supports Controlled schools in 

providing high-quality education for children and young people to enable them to learn, develop and 

grow together within the values of a non-denominational Christian environment." 

 
The CSSC formally came into existence on 1st September, 2016. Funded by the DE, it was set the 

ambitious target of having a 60% opt-in from Controlled schools by December of that year; by October 

2016, over 90% of eligible schools had joined (Mulholland, 2017). Running on a budget of c£1m, with 

a staff of 18, CSSC formally launched on 8th March, 2017 with its first AGM attended by representatives 

from constituent schools and other stakeholders. At this event, its first Board of Directors was elected, 

comprising 2 primary, 2 post-primary, 1 nursery and 1 special school representatives, along with 3 

members of the TRC and 4 individuals appointed by the Foundation Directors (FDs). At its first Board 

(or Council) meeting, the Board elected as its Chair one of the FDs appointees and as its Vice-Chair 

one of the TRC representatives. The Council meets monthly, with its three Committees (Education and 

Research; Audit; Finance and General Purposes) meeting bi-monthly. 

 

¢ƘŜ ǊŜƳƛǘ ƻŦ ǘƘŜ /{{/ ƛǎ ǘƻ ǿƻǊƪΣ άƛƴ ǇŀǊǘƴŜǊǎƘƛǇ ǿƛǘƘέ 59Σ 9!Σ ƻǘƘŜǊ ǎŜŎǘƻǊŀƭ ōƻŘƛŜǎ ŀƴŘ ǎŎƘƻƻƭǎ ό/{{/Σ 
нлмтύ ŀƴŘ ǘƻ ŦƻŎǳǎ ƻƴ ŀŘǾƻŎŀŎȅΣ ƎƻǾŜǊƴŀƴŎŜΣ ǊŀƛǎƛƴƎ ǎǘŀƴŘŀǊŘǎΣ ŀǊŜŀ ǇƭŀƴƴƛƴƎ ƻŦ ǘƘŜ ǎŎƘƻƻƭǎΩ ŜǎǘŀǘŜΣ 
ŀƴŘΣ άǘƻ ŘŜǾŜƭƻp and maintain the ethos of the Controlled Sectorέ όƛōƛŘύΣ ŀ Ǉƻƛƴǘ elaborated upon in 
ǘƘŜ ǎŜŎǘƛƻƴ ΨwƻƭŜ ƻŦ ǘƘŜ /{{/Ω ƛƴ ǘƘŜ original CSSC Application for Grant (my emphases): 
 

¶ "develop, with the Sector, a shared collective ethos 

¶ Work with schools to develop and maintain the ethos of the Sector 

¶ Provide advice and guidance to the Controlled Sector on the ethos of controlled education.έ 
 

Byrne & McKeown (1998, p334) suggest that much of the work of the Protestant churches in education 

Ƙŀǎ ōŜŜƴΣ άŘǊƛǾŜƴ ōȅ ǘƘŜ desire to protect the ethos of the Controlled SectorέΦ This raises a central 

paradox: if the churches desire to protect the ethos of the sector, yet one of the jobs of the CSSC is to 

develop and maintain an ethos, then does the Controlled Sector have an ethos? 

 

The Ethos of the Controlled Sector 

 

In her study of school ethos in NI, Donnelly selected a Maintained and Integrated school because of, 

άǘƘŜ distinctiveness of their ethos" (2000, p138). The implication of this statement is that, if the ethos 

of the Maintained and Integrated sectors are distinctive and much time is spent in articulating them, 

does the opposite apply to the CS? IǳƎƘŜǎ όнлммΣ Ǉуорύ ōŜƭƛŜǾŜǎ ǎƻΣ ŀƴŘ ōŜƳƻŀƴǎΣ άǘƘŜ ǊŜƭŀǘƛǾŜ 

ǇŀǳŎƛǘȅ ƻŦ ǉǳŀƭƛǘŀǘƛǾŜ ǎǘǳŘƛŜǎέ ƻŦ ǘƘŜ Controlled Sector. If the ethos of the Maintained Sector is for 

schools to be part of a whole which includes church and the home (Brady, 1982) and that of the 

Integrated Sector to give equal recognition to the two main Christian traditions (NICIE, Statement of 

Principles Charter), what exactly is the ethos of Controlled schools? According to DENI (2006, p2) the 

Controlled Sector ƭŀŎƪǎΣ άǘƘŜ ǎŜƴǎŜ ƻŦ ǎƘŀǊŜŘ ƛŘŜƴǘƛǘȅ ŀƴŘ ƻǿƴŜǊǎƘƛǇ ǘƘŀǘ ƛǎ ŜǾƛŘŜƴǘ ƛƴ other sectorsέ 

and Byrne & McKeown (1998) quote ŀ 59bL ƻŦŦƛŎƛŀƭΣ ǿƘƻ ǎǘŀǘŜŘΣ άΧǘƘŜǊŜ ŀre divergent views on what 

ŀ ŎƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭ ƛǎΧ ƛǘ ƛǎ ŀ ǎǘŀǘŜ ǎŎƘƻƻƭ ŀƴŘ ƻǇŜƴ ǘƻ ŀƴȅōƻŘȅΧ ŀǘƘŜƛǎǘǎΣ WŜǿǎΣ /ŀǘƘƻƭƛŎǎ ŀƴŘ ŀƴȅōƻŘȅ 

ǿƘƻ ǿŀƴǘǎ ǘƻ ŀǘǘŜƴŘ ǘƘŜƳέ όǇоотύΦ  
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It would appear that the ethos to which the Protestant churches aspire is connected to Christian 

teaching (PCI, 2008)Σ ǿƛǘƘΣ άǘƘŜ ƻƴǳǎ ŦƻǊ ǘŜŀŎƘƛƴƎ DƻŘΩǎ ǿƻǊŘΧ ŦŀƭƭƛƴƎ ƻƴ ǘƘŜ Řŀȅ ǎŎƘƻƻƭ ǘŜŀŎƘŜǊέ όt/LΣ 

мфффΣ ǇнннύΦ ¢ƘŜ ŎƘǳǊŎƘŜǎΩ ǾŜƘƛŎƭŜ ŦƻǊ ǘƘƛǎ ƛǎ ǉǳƛǘŜ ŎƭŜŀǊƭȅ ǘƘǊƻǳƎƘ ǘƘŜ ŘŜƭƛǾŜǊȅ ƻŦ collective worship 

and Religious Education (RE) (PCI, 2000; CoI, 2003), based on Article 21 of the 1986 Education and 

Libraries (N Ireland) Order which states that it is baǎŜŘ ǳǇƻƴΣ άǘƘŜ Iƻƭȅ {ŎǊƛǇǘǳǊŜǎέΣ ǿƛǘƘ ǘƘŜ мфуф 

9ŘǳŎŀǘƛƻƴ !Ŏǘ ǊŜƳƻǾƛƴƎ ŀƴȅ ƳŜƴǘƛƻƴ ƻŦ ΨǊŜƭƛƎƛƻǳǎ ƛƴǎǘǊǳŎǘƛƻƴΩ ŀƴŘ ǊŜǇƭŀŎƛƴƎ ƛǘ ǿƛǘƘ ΨǊŜƭƛƎƛƻǳǎ 

eŘǳŎŀǘƛƻƴΩΦ Yet surely one subject area does not an ethos make, a point borne out by Donnelly (2000, 

p141), quoting a ǘŜŀŎƘŜǊ ǿƘƻ Ƙŀǎ ǿƻǊƪŜŘ ƛƴ ōƻǘƘ ǎŜŎǘƻǊǎΥ άΧin the non-Catholic school where I taught 

before, religion was set into a period of the day, but in a Catholic school it is different: it permeates 

the whole day ς ƛƴ ǘƘŜ ǘŜŀŎƘƛƴƎ ŀƴŘ ǘƘŜ ŘƛǎŎƛǇƭƛƴŜΦέ  

 

There is no doubt that the issue of the ethos of the Controlled Sector is contested and has been since 

the creation of the state. The desire of Lord Londonderry, through the 1923 Act, was for the State to 

ŎƻƴǘǊƻƭ ŜŘǳŎŀǘƛƻƴΣ ǳƴŘŜǊƳƛƴƛƴƎ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ǾŀƭǳŜǎΣ ǿƘƛŎƘΣ άŎƻǳƭŘ ŀƴŘ ǿƻǳƭŘ ōŜ ŀǘ Ǌƛǎƪ ƛŦ ŜŘǳŎŀǘƛƻƴ 

ǿŀǎ ǘƻ ōŜ ƭŜŦǘ ŎƻƳǇƭŜǘŜƭȅ ƛƴ ǘƘŜ ƘŀƴŘǎ ƻŦ ǘƘŜ {ǘŀǘŜέ όDŀƭƭŀƎƘŜǊΣ мфтуΣ Ǉпнύ. The political manoeuvrings 

of Church and State between the 1923 and 1930 Acts, and the gap between a de facto and a possible 

de jure status between the 1930 and 1968 Acts has ŎǊŜŀǘŜŘΣ άǘƘŜ ǎƻƳŜǿƘŀǘ ŀƳōƛƎǳƻǳǎ ǎǘŀǘǳǎέ 

(Hughes, 2011, p835) which has existed until today. The Controlled Sector does not have the defined 

clarity of the other sectors; until recently, it did not have a clear voice to articulate it, such as CCMS or 

NICIE; and its main stakeholders are in complete contradiction with each other. Whilst the Protestant 

churches talk of schools which are church-related and have a Christian ethos, the schools themselves, 

άƘŀǾŜ ōŜŜƴ ŜǉǳƛǾƻŎŀƭέ ƛƴ ŀǎǎŜǊǘƛƴƎ ǘƘŜ ƴŀǘǳǊŜ ƻŦ ǘƘŜƛǊ ǎǘŀǘǳǎ όƛōƛŘύ ŀƴŘ the government states quite 

ŦƛǊƳƭȅΣ ά¢ƘŜ  Controlled Sector does not at present have an identifiable ethos nor as yet a body to 

ǊŜǇǊŜǎŜƴǘ ǘƘŜƛǊ ǎŜŎǘƻǊέ όbL!Σ нллфΣ ǇмύΣ ǇƻƛƴǘƛƴƎ ǘƻ ǘƘŜ [ƻŎŀƭ aŀƴŀƎŜƳŜƴǘ ƻŦ {ŎƘƻƻƭǎ ǊŜƎǳlations, 

which state that each Controlled school is responsible for creating its own ethos. As the body referred 

to now exists, ƛǘ ŎƻǳƭŘ ōŜ ŎƻƴǎǘǊǳŜŘ ǘƘŀǘ ǘƘƛǎ ΨƛŘŜƴǘƛŦƛŀōƭŜ ŜǘƘƻǎΩ ǿƛƭƭ Ŧƻƭƭƻǿ ŀǎ ŀ ŎƻƴǎŜǉǳŜƴŎŜΦ  

 

Who influences ethos? 

 

Given this, it is important to consider who it is that influences the ethos of the CS, especially as the 

responsibility for it may be taken out of the hands of individual schools. The significance of this 

question is rooted in the contestation which has been ongoing since the formation of the state of NI; 

a contestation over, not just influence over the ethos of the sector, but over the sector itself. This 

contestation has manifested itself in political manoeuvring by state and church, which perceived 

attempts to diminish its influenceΣ ǘƘǊƻǳƎƘ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ƭƻōōȅƛƴƎ ƻŦ ǇƻƭƛǘƛŎƛŀƴǎ ŀƴŘΣ ǳƭǘƛƳŀǘŜƭȅΣ 

through the creation of the CSSC, whose very existence has seen further tensions emerge within the 

educational landscape. 

 

The budgetary control by the DE and a protectionism of functions from the Education Authority has 

ensured a less than warm welcome for the CSSC, yet the rate of affiliation suggests a real demand for 

the organisation. So was this flurry to join an overwhelming desire for each of the 558 Controlled 

schools (CSSC, 2017) to have a single ethos, believing that their ethos was inadequate and that there 

ǿŀǎ ŀ ƴŜŜŘ ŦƻǊ ŀƭƭ рру ƻŦ ǘƘŜƳ ǘƻ ōŜ ΨǎƛƴƎƛƴƎ ŦǊƻƳ ǘƘŜ ǎŀƳŜ ƘȅƳƴ ǎƘŜŜǘΩΚ 

 

LƴŘŜŜŘΣ ƛǎ ǘƘŜ ΨŜǘƘƻǎΩ ŜƭŜƳŜƴǘ ƻŦ /{{/Ωǎ ǿƻǊƪ ƻŦ ƛƴǘǊƛƴǎƛŎ ƛƳǇƻǊǘŀƴŎŜ ǘƻ /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎΚ LŦ ƴƻǘΣ ǿƘȅ 

is it in the remit, who ensured it was there, and for what purpose? Is it, in fact, of any concern to 

Controlled schools at all, or was their joining CSSC because of something else: perhaps disgruntlement 
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ǿƛǘƘ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳΣ ŀ ŦŜŜƭƛƴƎ ƻŦ ƴƻǘ ōŜƛƴƎ ƭƛǎǘŜƴŜŘ ǘƻΣ ǘƘŜ ŘŜǎƛǊŜ ŦƻǊ ŀ ōƻŘȅ ǘƘŀǘ ǿƛƭƭ ΨƎƻ ƛƴ ǘƻ 

ōŀǘΩ ƻƴ ǘƘŜƛǊ ōŜƘŀƭǾŜǎΣ ƻǊ ǘƘŜƛǊ ŎƻƴŎŜǊƴǎ ƻǾŜǊ initiative- and policy-overload? 

 

Additionally, what does this mean for those who are the consumers of the Controlled Sector; the 
pupils and parents? 5ǳƴƴ όнллмΣ Ǉрсуύ ǎǳƎƎŜǎǘǎ ǘƘŀǘΣ άThe differences between religious 
denomination and church attendance figures in the Census statistics also suggest that there are many 
parents within Northern Ireland who subscribe to Christian values and beliefs but do not practice their 
ǊŜƭƛƎƛƻƴ ǘƘǊƻǳƎƘ ǊŜƎǳƭŀǊ ŎƻƭƭŜŎǘƛǾŜ ǿƻǊǎƘƛǇΦέ Whilst Controlled schools Ƴŀȅ ƘŀǾŜ ŀΣ άtǊƻǘŜǎǘŀƴǘ 
ŎƘŀǊŀŎǘŜǊέ ό.ŀǊƴŜǎΣ нллтΣ Ǉнонύ ƻǊ ǘƘŜȅ ƳƛƎƘǘ ōŜ ǊŜŦŜǊǊŜŘ ǘƻ ōȅ ǘƘŜ ¢w/ ŀǎ ΨŎƘǳǊŎƘ-ǊŜƭŀǘŜŘ ǎŎƘƻƻƭǎΩΣ 
they are open to those of all faiths and none. How comfortable, therefore, do parents feel in sending 
their children to a school system which has come to be regarded as faith-based and church-related; 
and how comfortable will they be with any ǇƻǘŜƴǘƛŀƭ ΨŦƻǊƳŀƭƛǎƛƴƎΩ ƻŦ this? 
 

The connection between ethos and policy 

 

Lƴ ƭƻƻƪƛƴƎ ŀǘ ǘƘŜ ΨǿƘƻΩ ƛǘ ǿƻǳƭŘ ŀǇǇŜŀǊ ǘƘŀǘ ŀƭƭ ƻŦ ǘƘŜ ƪŜȅ actors ƛƴ ŜŘǳŎŀǘƛƻƴ ŀǊŜ ΨǇƻƭƛŎȅΩ ōƻŘƛŜǎ ƛƴ 

some form or other: 

¶ Politicians decide the direction of education ς they create education policy; 

¶ DE implements the wishes of politicians ς it enforces education policy; 

¶ Schools put policy into practice ς they enact education policy; 

¶ TRC responds to and influences education policy; 

¶ CSSC contributes (to borrow a phrase from CCMS (closest comparator)) to education policy; 

 

If all of these bodies are essentially intrinsically tied up with educational policy and all of these bodies 

have an interest in and position on ethos, then does it follow that there is a connection between policy 

and ethos? Does the whole process of creating, interpreting, translating and enacting policy enable us 

to better understand the process of creating, interpreting, translating and enacting ethos?  

 

This connection between policy and ethos will form an important part of this study, which will 

therefore look at ethos through the lens of policy. ±ƛŜǿƛƴƎ ǘƘŜ /{{/Ωǎ Vision Statement as a policy 

initiative, it will consider the practicalities and potential impact of it upon the ethos of the CS, 

investigating its creation and how it might be interpreted by stakeholders, and translated and enacted 

at school level. 

 

Kenway (1990) suggests that the three questions which need to be addressed in the analysis of policy 

ŀǊŜ ǘƘŜ ǉǳŜǎǘƛƻƴǎ ƻŦ ǿƘŀǘΣ Ƙƻǿ ŀƴŘ ǿƘȅΣ ǿƛǘƘ ¢ŀȅƭƻǊ Ŝǘ ŀƭ όмффтΣ Ǉофύ ŀŘŘƛƴƎ ŀƴ ŀŘŘƛǘƛƻƴŀƭΣ άǿƘȅ ƴƻǿ 

Χ ώŀƴŘϐΧ ǿƘŀǘ ŀǊŜ ǘƘŜ ŎƻƴǎŜǉǳŜƴŎŜǎέΣ ƻǊΣ άǿƘŀǘ ƴƻǿέ όDŀƭŜΣ мфффΣ ǇофуύΦ In deference to Aristotle, 

who is attributed both with the conceptualisation of ethos within rhetoric and as being the originator 

of the Septem Circumstantiae or elements of circumstance, this study will be based around such 

interrogative words and will focus on three central areasΣ ŎƻƳǇǊƛǎƛƴƎ ǘƘŜ ǎǘǳŘȅΩǎ wŜǎŜŀǊŎƘ Questions 

and Sub-Questions: 

 

1. ¢ƘŜ ΨǿƘŀǘΩΥ What is ethos and how does it pertain to the Controlled Sector? 

¶ What is ethos? 

¶ What are the qualities and attributes of the CS? 

¶ What is the current ethos of the CS? 

 

2. ¢ƘŜ ΨǿƘƻΩΥ Who influences the ethos of the Controlled Sector? 



10 
 

¶ Is the CSSC a necessary step for the CS? 

¶ ²ƘƻǎŜ ǾŀƭǳŜǎ ŀǊŜ ōŜƛƴƎ ŜǎǇƻǳǎŜŘ ƛƴ ǘƘŜ /{{/Ωǎ Vision Statement? 

¶ What is the ongoing role of the Protestant Churches in the CS? 

 

3. ¢ƘŜ ΨǿƘȅΩΥ Why might a single ethos be of importance? 

¶ Why a single Controlled Sector ethos is or is not important? 

¶ Why the Vision Statement is or is not an appropriate basis for a single Controlled Sector 

ethos? 

¶ How might schools receive, translate, interpret and enact the Vision Statement? 

¶ What are the social justice implications of the Vision Statement? 

 

As the study of ethos will be undertaken through the lens of policy the following Research Question 

will also be addressed: 

 

4. What is the connection between ethos and policy? 

 

The first chapter will consider the body of literatǳǊŜ ƻƴ ōƻǘƘ ŜǘƘƻǎ ŀƴŘ ǇƻƭƛŎȅΣ ƭƻƻƪƛƴƎ ŀǘ ǘƘŜ ΨǿƘŀǘΩΣ 

ΨǿƘȅΩΣ ΨwhƻΩ ŀƴŘ ΨǿƻǊŘǎΩ of both to ascertain what connection exists between the two concepts and 

what can be learned about ethos through the lens of policy.  

 

¢ƘŜ ǎŜŎƻƴŘ ŎƘŀǇǘŜǊ ǿƛƭƭ ƭƻƻƪ ŀǘ ǘƘŜ ΨƘƻǿΩΣ considering how policy is viewed and analysed, using this 

as a methodological approach for how the empirical research into ethos was carried out. 

 

¢ƘŜ ǘƘƛǊŘ ŎƘŀǇǘŜǊ ǿƛƭƭ ŀŘŘǊŜǎǎ ǘƘŜ ΨǿƘƻ ǘƘƻǳƎƘǘ ǿƘŀǘΩΣ ǇǊŜǎŜƴǘƛƴƎ ǘƘŜ ŦƛƴŘƛƴƎǎ ƻŦ ǘƘŜ ǊŜǎŜŀǊch 

accumulated through the data-collection process. 

 

¢ƘŜ ŦƻǳǊǘƘ ŎƘŀǇǘŜǊ ǿƛƭƭ ŎƻƴǎƛŘŜǊ ǘƘŜ ΨǿƘŀǘ ŘƻŜǎ ǘƘƛǎ ƳŜŀƴΩΣ ŘƛǎŎǳǎǎƛƴƎ ǿƘŀǘ ǘƘŜ Řŀǘŀ Ƙŀǎ ǘƻ ǎŀȅ ƛƴ 

respect to the extant literature and how it contributes towards answering the research questions. 

 

The final chapter will consider ǘƘŜ Ψǎƻ ǿƘŀǘΩΣ ŎƻƴŎƭǳŘƛƴƎ ǿƘŀǘ Ƙŀǎ ōŜŜƴ ŦƻǳƴŘ ƻǳǘΣ Ƙƻǿ ǘƘƛǎ ŀŘŘǎ ǘƻ 

the body of knowledge on ethos in general, and the particular consequences for the  Controlled Sector. 
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The what 
 

The problem with the what 
 

Ethos is a fashionable but nebulous term often employed by organisational theorists, 
educationists and theologists to describe the distinctive range of values and beliefs, which 
define the philosophy or atmosphere of an organisation.  

(Donnelly, 2000, p134) 
 
aǳǊǊŀȅ όнлллύ ǎǳƎƎŜǎǘǎ ǘƘŜΣ άƴƻǘƛƻƴ ƻŦ ŀ ΨŎƻƴǎŎƛƻǳǎ ŜǘƘƻǎΩ ƛǎ ŀƴ ƻȄȅƳƻǊƻƴέ όǇмсύΦ Lƴ ŜŘǳŎŀǘƛƻƴΣ ŀǎ 

elsewhere, the concept is just as difficult to define (McLaughlin, 2005) and, indeed, "highly resistant 

ǘƻ ŀ ǎŀǘƛǎŦŀŎǘƻǊȅ ŘŜŦƛƴƛǘƛƻƴέ όDǊaham, 2012, p342). tŜǊƘŀǇǎ ǘƘƛǎ ƛǎΣ άǇŀǊǘƭȅ ōŜŎŀǳǎŜ ǿŜ ŀǊŜ ƴƻǘ ǉǳƛǘŜ 

ǎǳǊŜ ǿƘŀǘ ǿŜ ǿŀƴǘ ƛǘ ǘƻ ƳŜŀƴΦ LǘΩǎ ŀƭƭ ǊŀǘƘŜǊ ƭƛƪŜ ƘŀƴŘƭƛƴƎ ŀ ǇƛŜŎŜ ƻŦ ƳŜǊŎǳǊȅέ ό/ƭŀǊƪŜΣ нлллΣ ǇмсрύΦ 

 

Likewise, Nudzor (2009, p85) suggests that the term ΨǇƻƭƛŎȅΩΣ "is elusive owing to the very many 

ŘƛŦŦŜǊŜƴǘ ǿŀȅǎ ǘƘŀǘ ƛǘ ƛǎ ǳǎŜŘ ǘƻ ǊŜŦŜǊ ǘƻ ŀ ƘƛƎƘƭȅ ŘƛǾŜǊǎŜ ǎŜǘ ƻŦ ǇƘŜƴƻƳŜƴŀΦέ 9ŎƘƻƛƴƎ hȊƎŀ όмффлύΣ .ŀƭƭ 

(1993) opines that ΨǇƻƭƛŎȅΩ ƛǎ ǳǎŜŘΣ άto describe very different 'things' at different points in the same 

ǎǘǳŘȅέ όǇмлύΣ ǿƛǘƘ Harman (1984) ǳǎƛƴƎ ŀ ŎƻǳƴǘǊȅΩǎ ŦƻǊŜƛƎƴ ǇƻƭƛŎȅΣ ŀ ŎƛǘȅΩǎ ǇŀǊƪƛƴƎ ǇƻƭƛŎȅ ŀƴŘ ŀ ǎƘƻǇΩǎ 

returns policy to exemplify the varied nature of the concept.  

 

Donnelly (2000) argues that the whole idea of schools having an ethos that is unique is simplistic, 
άmainly because the process of ethos is not static and ƻǇŜǊŀǘŜǎ ƻƴ ŀ ƴǳƳōŜǊ ƻŦ ƭŜǾŜƭǎΧ leading to 
contradictions and inconsistenciesέ όǇмрнύΦ bƻƴŜǘƘŜƭŜǎǎΣ ŀǎ {ǘǊƛǾŜƴǎ όмфурύ ǎǳƎƎŜǎǘŜŘΣ ƛǘ ƛǎ ŀ ŎƻƴŎŜǇǘ 
which is too important to be ignored. 
 
The importance of the what 
 

The general agreement that school ethos is important belies how little is known about it 

ŀƴŘΧ CǳǊǘƘŜǊ ǎǘǳŘƛŜǎ ŀƛƳŜŘ ŀǘ ŀ ŘŜŜǇŜǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ƳŜŀƴƛƴƎ ƻŦ ǎŎƘƻƻƭ ŜǘƘƻǎ 

are neededΧ 

(Graham, 2012, p342) 

 

According to McLaughlin (2005), the importance of ethos to education is widely acknowledged, but, 

άŀ more detailed and precise focus upon the notion of ethos itself and its educative importance" is 

needed (pp306&307). Any understanding of educative influence is, he argues, incomplete in the 

absence of an understanding of ethos. Policy, άis about progress, it is about moving from the 

inadequacies of the present to some future state of perfection where everything works well and works 

as it should" (Ball, 2013, p9). Likewise, the concept of school ethos is usually credited to Rutter et al 

(1979) (see, for example, Stratford, 1990; Hargreaves, 1995; Graham, 2012) and used by them in the 

context of school effectiveness and improvement.  

 

9ǘƘƻǎ Ŏŀƴ ŜȄǇƭŀƛƴΣ άǿƘȅ ǎŎƘƻƻƭǎ ǊŜŀŎǘ ƛƴ ŘƛŦŦŜǊŜƴǘ ǿŀȅǎ ǘƻ ǇƻƭƛŎȅ ƛƴƛǘƛŀǘƛǾŜǎέ ό5ƻnnelly, 2000, p152), 

άƘƻǿ ǘƘŜ ƻōǎŜǊǾŜŘ ǇǊŀŎǘƛŎŜǎ ŀƴŘ ōŜƘŀǾƛƻǳǊ ƻŦ ǎŎƘƻƻƭ ƳŜƳōŜǊǎ ǎǳǇǇƻǊǘ ŀƴŘ ŦƻǎǘŜǊ ǘƘŜ ƻŦŦƛŎƛŀƭ ŜǘƘƻǎ 

ǿƘƛŎƘ ƛǎ ǇǊƻƳƻǘŜŘ ƛƴ ǎŎƘƻƻƭ ŘƻŎǳƳŜƴǘŀǊȅ ǎƻǳǊŎŜǎέ όǇморύΣ ŀƴŘΣ άwhat it can reveal about social 

process, activity and structureέ όǇморύΦ Iowever, ethos is not simply about structures, but about 

people, collectively and individually. McLaughlin (2005) acknowledges this when he suggests that 

ŜǘƘƻǎ Ƙŀǎ ŀ ŎƭƻǎŜ ǊŜƭŀǘƛƻƴǎƘƛǇ ǿƛǘƘ ŀƴ !ǊƛǎǘƻǘŜƭƛŀƴ Ǿƛǎƛƻƴ ƻŦ ŜŘǳŎŀǘƛƻƴ ŀǎΣ άthe shaping of the 
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dispositions, virtues, character and practical judgment of persons in a milieu in which tradition, habit 

and emulation play an important role" (p306).  

 
Policy can be defined as an intervention to deal with a specific problem (Shulock, 1999; Kogan, 1975; 

Jennings, 1977), a formal statement of intent (Kogan, 1975; Harman, 1984; Gallagher, 1992), an official 

statement of actions to be followed (Nakamura and Smallwood, 1980; Harman, 1984; Codd, 1988), a 

tangible outcome of discussion (Jennings, 1997), an alternative to current practice (Weiss, 1982), and 

can be either an event, a guide or a thing (Nudzor, 2009). McGuinness (2000, p243), however, suggests 

that it is unlikely that there will be similar agreement on such definitions of ethos and believes that 

this is as a consequence of each institution having a character and traditions that are unique. What he 

does state with certainty, however, is the significance of ethos in shaping the policies and practices of 

each organisation and the central role of ethos in creatiƴƎΣ άǘƘŜ ŦƻǳƴŘŀǘƛƻƴ ǳǇƻƴ ǿƘƛŎƘ ŀƭƭ ǿƻǊƪ ƛƴ 

ŜŘǳŎŀǘƛƻƴ ǎƘƻǳƭŘ ōŜ ōŀǎŜŘΦέ 

 
The confusion over the what 
 
McGuinness has a valid argument, of course, but one of the problems with this view is that, although 
ethos lays the foundation, it is the very multiplicity of activities within an educational setting which 
can render ethos intangible and elusive (McLaughlin, 2005). McLaughlin suggests that this is one of 
ǘǿƻ Ƴŀƛƴ ǊŜŀǎƻƴǎ ŦƻǊ ƳŀƪƛƴƎ ŜǘƘƻǎ ǎƻ ŘƛŦŦƛŎǳƭǘ ǘƻ ŀƴŀƭȅǎŜΣ ǘƘŜ ƻǘƘŜǊ ōŜƛƴƎ ǘƘŀǘΣ άthe concept of ethos 
is closely akin to, and often described in terms of, related notions such as 'ambience', 'atmosphere', 
climate', 'culture', 'ethical environment' and the likeέ όнллрΣ ǇолуύΦ  
 
!ǎ ǿƛǘƘ bǳŘȊƻǊΩǎ όнллфύ ƛŘŜƴǘƛŦƛŎŀǘƛƻƴ ƻŦ ǘƘŜ ǊŀƴƎŜ ƻŦ ŘƛŦŦŜǊŜƴǘ ǿŀȅǎ ǘƘŀǘ ǇƻƭƛŎȅ is referred to, this 

confusion of ethos with other terms has been identified by a range of theorists (see, for example, Reid, 

Hopkins and Holly, 1987; Nias et al, 1989; Allder, 1993; Donnelly 2000; Mullan, 2000; Glover and 

Coleman, 2005; Haydon, 2007; Solvason, 2005). Prosser (1999) suggests that such terms as 'climate', 

'ethos', 'atmosphere', 'tone', 'character' and 'culture' have been employed with a degree of analytical 

laxity. Lambkin (2000, p91) also considers that, "'mission', 'identity' and 'ethos' are frequently 

encountered in the same context, and one of the many things which make talk about 'ethos' difficult 

is understanding how, if at all, they differ from each other." Solvason (2005) adds to the list by 

ƛƴŎƭǳŘƛƴƎ ΨǎǇƛǊƛǘΩΣ ΨŀƳōƛŜƴŎŜΩΣ ΨŦŜŜƭƛƴƎΩ ŀƴŘ ΨŎƘŀǊŀŎǘŜǊΩ όǇурύ ŀƴŘ ǎǘŀǘƛƴƎ ǘƘŀǘ ǘƘŜ ǘŜǊƳǎ ŀǊŜ ǳǎŜŘΣ 

άǿƛǘƘƻǳǘ ŀǇǇǊƻǇǊƛŀǘŜ ŘŜŦƛƴƛǘƛƻƴέ όƛōƛŘύΦ 

 

Solvason contends that, in both the studies of Rutter et al (1979) and Donnelly (2000), the use of ethos 

ŀŎǘǳŀƭƭȅ ǊŜŦŜǊǎ ǘƻ ΨŎǳƭǘǳǊŜΩΣ ǿƛǘƘ tǊƻǎǎŜǊ όмфффύ ǎuggesting that the two terms can be used 

interchangeably. Glover and Coleman (2005) found that this interchangeability applied in the main to 

ǘƘŜ ǘƘǊŜŜ ǘŜǊƳǎ ƻŦ ΨŜǘƘƻǎΩΣ ΨŎǳƭǘǳǊŜΩ ŀƴŘ ΨŎƭƛƳŀǘŜΩ ǿƛǘƘ ŀ ǘŜƴŘŜƴŎȅ ŦƻǊ ŜŀŎƘ ǘƻ ōŜ ǳǎŜŘ ŘƛŦŦŜǊŜƴǘƭȅ ƛƴ 

different countries: in the United States and Australasia, climate is used to describe the school 

environment; in Europe culture is more prevalent; and, in general, ethos ς instead of, or as part of 

culture - is used to refer to social dynamics. Prosser (1999) states that quantitative researchers prefer 

ǘƘŜ ǳǎŜ ƻŦ ǘƘŜ ǘŜǊƳ ΨŎƭƛƳŀǘŜΩΣ ǿƘŜǊŜŀǎ ǉǳŀƭƛǘŀǘƛǾŜ ǎǘǳŘŜƴǘǎ ƻǇǘ ŦƻǊ ΨŜǘƘƻǎΩΣ ΨŀǘƳƻǎǇƘŜǊŜΩΣ ΨǘƻƴŜΩΣ ƻǊ 

ΨŎǳƭǘǳǊŜΩΦ aŎ[ŀǳƎƘƭƛƴ όнллрύ ǇǊƻǇƻǎŜǎ ǘƘŀǘΣ άResearchers more interested in empirical research may 

favour concepts such as 'culture', whilst those with a focus of interest beyond the school, such as 

Haydon, may favour terms such as 'environment'" (p310). 

 

By far the most blurred distinction (Green, 2009) is between ethos and culture; indeed, one of the 

foremost conferences on the issue of ethos (Marino Institute, Dublin, 2000) was entitled The School 
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Culture and Ethos Conference. Williams (2000) believes that the difference between the two is slight, 

άōǳǘ ǘƘŜǊŜ ƛǎ ǳǎǳŀƭƭȅ ǎƻƳŜǘƘƛƴƎ ƳƻǊŜ ǎŜƭŦ-conscious about an ethos than ŀ ŎǳƭǘǳǊŜέ όǇтпύΦ {ƻƭǾŀǎƻƴ 

όнллрΣ Ǉутύ ǎǳƎƎŜǎǘǎ ǘƘŀǘΣ άǎŎƘƻƻƭ ŎǳƭǘǳǊŜ ƛǎ ŀ ǘŀƴƎƛōƭŜ ŜƴǘƛǘȅΣ ǿƘŜǊŜŀǎ ŜǘƘƻǎ ƛǎ ŦŀǊ ƳƻǊŜ ƴŜōǳƭƻǳǎΣ 

ŀƭǿŀȅǎ ǊŜǘŀƛƴƛƴƎ ŀ ǾŀƎǳŜƴŜǎǎΧ ǿŜ ǊŜŎƻƎƴƛǎŜ ŀƴŘ ŎƻƳǇǊŜƘŜƴŘ ǘƘŜ ǎŎƘƻƻƭ ŎǳƭǘǳǊŜΣ ǿƘŜǊŜŀǎ ǿŜ 

ŜȄǇŜǊƛŜƴŎŜ ǘƘŜ ŜǘƘƻǎΦέ 

 

Culture 

 

CultuǊŜ ƛǎ ŀΣ άǎƭƛǇǇŜǊȅ ŎƻƴŎŜǇǘέ όaŎaŀƘƻƴΣ нллмΣ ǇмнсύΣ ǿƘƛŎƘ Ƴǳǎǘ ōŜ ŦŜƭǘ όIŀƴŘȅΣ мфумύ ƭŜǎǘΣ άŀ 

ǊƛƎƻǊƻǳǎ ŘŜŦƛƴƛǘƛƻƴ ƳƛƎƘǘ ŘŜǎǘǊƻȅ ǘƘŜ ŦƭŀǾƻǳǊέ όƛōƛŘΣ Ǉмурύ ƻŦ ƛǘǎΣ άInherited recipes for understanding 

and acting in the worldέ (Luckmann, 1966, in Furlong, 2000Σ ǇсмύΦ Lǘ ƛǎ ǘƘŜ ǘƻǘŀƭ ƻŦ ǘƘŜΣ άinherited ideas, 

beliefs, values and knowledge which constitutes the shared bases of social actionέ (Handy and Aiken, 

1985, p87), the, άinterweaving of ǘƘŜ ƛƴŘƛǾƛŘǳŀƭ ƛƴǘƻ ŀ ŎƻƳƳǳƴƛǘȅΧ that distinguishes members of one 

known group from anotherέ όhƎōƻƴƴŀΣ 1993, p42), the mechanism for maintaining the status quo 

(Nias et al, 1989) with Deal and Peterson (1999, pp2-оύ ǎǳƎƎŜǎǘƛƴƎ ƛǘ ƛǎ ŀΣ άǎŎƘƻƻƭΩǎ ƻǿƴ ǳƴǿǊƛǘǘŜƴ ǊǳƭŜǎ 

and traditions, norms and expectations that seem to permeate everythingέΦ 

 

In essence, culture is the underlying beliefs of an organisation (Furlong, 2000; Torrington and 

Weightman, 1989; Solvason, 2005)), the basis for every-Řŀȅ ǎŎƘƻƻƭ ƭƛŦŜ ό{ƻƭǾŀǎƻƴΣ нллрύΣ άǘƘŜ ǿŀȅ ǿŜ 

Řƻ ǘƘƛƴƎǎ ŀǊƻǳƴŘ ƘŜǊŜέ ό5Ŝŀƭ ŀƴŘ YŜƴƴŜŘȅΣ мфу3, p14), the glue which binds people together (Furlong, 

нлллύΣ άƘƻǿ ƻǊƎŀƴƛǎŀǘƛƻƴǎ ǿƻǊƪ ǿƘŜƴ ƴƻ ƻƴŜ ƛǎ ƭƻƻƪƛƴƎέ όIȅƭŀƴŘΣ нлллΣ ǇннύΣ άa constellation of both 

written and unwritten expectations, values, norms, rules, laws, artefacts, rituals and behaviours that 

permeate a society and influeƴŎŜ Ƙƻǿ ǇŜƻǇƭŜ ōŜƘŀǾŜ ǎƻŎƛŀƭƭȅέ ό9ōōǳǘǘΣ нллнΣ ǇΦ мнрύΣ ŀƴŘΣ άthe 

underground stream of norms, values, beliefs, traditions, and rituals that has built up over time as 

people work together, solve problems, and confront challŜƴƎŜǎέ ό5Ŝŀƭ ŀƴŘ tŜǘŜǊǎƻƴΣ мфффΣ ǇǇн-3). It 

ƛǎ ǳƴǎŜŜƴΣ ǳƴƻōǎŜǊǾŀōƭŜΣ ȅŜǘ ŎƻƴŎǊŜǘŜ ŀƴŘ ǳƴƛŦȅƛƴƎΣ ǇǊƻǾƛŘƛƴƎΣ άmeaning, direction, and mobilisation 

for school membersέ (Prosser, 1999, p13). 

 
Rooted in history and subject to economic, social and political pressures (Furlong, 2000), culture is 
about relationships (Solvason, 2005) and shared values, meanings and understandings (Angus, 1998). 
These unify the culture to the extent that it becomes an accepted norm, which barely needs 
articulation, except to those whƻ Ƨƻƛƴ ǘƘŜ ƻǊƎŀƴƛǎŀǘƛƻƴΣ ŀǎΣ άǘƘŜȅ ōŜŎƻƳŜ ǎƻŎƛŀƭƛǎŜŘ ƛƴǘƻ ŎƻƴŦƻǊƳƛƴƎ ǘƻ 
ǘƘŜ ǎƘŀǊŜŘ ƭŀƴƎǳŀƎŜΣ ǾŀƭǳŜǎΣ ōŜƭƛŜŦǎ ŀƴŘ ƴƻǊƳǎέ όCǳǊƭƻƴƎΣ нлллΣ ǇснύΦ  
 
The link between culture and successful school improvement (Hopkins, 1994; Furlong, 2000) leads to 
the view that culture is much more to do with processes (Higgins-5Ω!ƭŜǎǎŀƴŘǊƻ ŀƴŘ {ŀŘƘΣ мффтύΣ 
identifiable elements and structures (Furlong, 2000) than climate or ethos (Glover and Coleman, 2005).  
Whƛƭǎǘ ŎǳƭǘǳǊŜ Ƴŀȅ ōŜ ƳŜŀǎǳǊŀōƭŜ όDƭƻǾŜǊ ŀƴŘ /ƻƭŜƳŀƴΣ нллрύΣ ƛǘΣ άtranscends the measurability of 
climate and is more diffuse than the analysis of limited relationships that characterise the use of the 
term ethosέ όǇнсрύΦ  
 
Climate 
 
DƭƻǾŜǊ ŀƴŘ /ƻƭŜƳŀƴ όнллрύ ǎǳƎƎŜǎǘ ǘƘŀǘ ŎƭƛƳŀǘŜ ƛǎΣ άŀ ǎŜǘ ƻŦ ƻōƧŜŎǘƛǾŜ ŘŜǎŎǊƛǇǘƻǊǎέ όǇнрсύ Ŏƻncerned 
with the factors which affect the outcomes of students and how those factors are measured. 
Kuperminc et al (2001), in considering the first of these, looked at how open relationships fostered 
better behaviour, leading to a more positive climate. They also focused on the social climate as the 
foundation for how pupils react to situations, an element previously determined by Moos (1979) as a 
key indicator of climate. He proposed that the social environment or atmosphere was made up of 
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relationships; personal development, growth and aspiration; and how the school system is maintained 
or changed. 
 
The relationship aspect noted by Moos was echoed by Dellar (1998), although, whilst Moos focussed 
ƻƴ ǇǳǇƛƭ ƻǳǘŎƻƳŜǎΣ 5ŜƭƭŀǊΩǎ ǿƻǊƪ ǿŀǎ ƳƻǊŜ ǘƻ Řƻ ǿƛǘƘ ǘƘŜ ƛƳǇŀct of teachers. He cited the role of 
professional development and the attitudes of management to teachers as being a vital part of the 
climate created for implementing policy; Mortimore et al (1988) allude to this when considering the 
importance of teacherǎΩ ǿƻǊƪƛƴƎ ŎƻƴŘƛǘƛƻƴǎΦ 5ŜƭƭŀǊ ŘŜǾŜƭƻǇŜŘ ŀ ƴǳƳōŜǊ ƻŦ ƳŜŀǎǳǊƛƴƎ ǎŎŀƭŜǎ ǘƻ 
consider how the relationships of teachers contributed to pupil outcomes, such as their level of 
commitment, involvement, decision-making, autonomy and response to change (1998). Smith (1998) 
suggests that these relationships are integral to the climate of the school and opines that it is the top-
down nature (teachers to pupils; principal to teachers) which creates the climate.  
 
Lƴ ŜǎǎŜƴŎŜΣ ŎƭƛƳŀǘŜ ŘŜǎŎǊƛōŜǎΣ άǘƘƻǎŜ ŦŀŎǘƻǊǎ ŀŦŦŜŎǘƛƴƎ ǘhe macro-environment within which the school 
ŦǳƴŎǘƛƻƴǎέ όGlover and Coleman, 2005, p255).  
 
Environment 
 
DƭƻǾŜǊ ŀƴŘ /ƻƭŜƳŀƴΩǎ ǳǎŜ ƻŦ ǘƘŜ ǘŜǊƳ ƳŀŎǊƻ-environment leads neatly into a very brief look at the 
concept of environment, which appears to be very clearly linked to climate. Stockard and Mayberry 
(1992) believe that climate (student achievement) begins with the environment within which pupils 
and teachers undertake their work. Glover and Coleman suggest that this environment is indicated by, 
άgroup trust, openness, cooperation and atmosphere, the sense of mission, parental involvement, 
teaching, discipline, assessment of time on task, instructional leadership and expectations" (2005, 
p255). 
 
The term is usually aligned with a descriptor to give it meaning, such as learning environment, 
educational environment, working environment (Glover and Coleman, 2005), school environment 
(Graham, 2012), healthy/unhealthy environment (Frieberg, 1999), ethical environment (Haydon, 
2006). Glover and Coleman (2005, p256) ŎƻƴǘŜƴŘ ǘƘŀǘΣ ǿƘŜƴ ŎƻƴǎƛŘŜǊƛƴƎ ŜƴǾƛǊƻƴƳŜƴǘΣ ǘƘŜΣ άŜƳǇƘŀǎƛǎ 
is also rather more on the factors affecting the learning environment within the classroom, rather than 
ǘƘŜ ƎŜƴŜǊŀƭ ŀǘƳƻǎǇƘŜǊŜ ƻŦ ǘƘŜ ǎŎƘƻƻƭΦέ 
 
Atmosphere 
 
{ƻ ǿƘŀǘ ǘƘŜƴ ŎƻƴǎǘƛǘǳǘŜǎ ǘƘƛǎ ΨƎŜƴŜǊŀƭ ŀǘƳƻǎǇƘŜǊŜΩΚ ¢ƘŜ ƛƴŦƭǳŜƴǘƛŀƭ 9ƭǘƻƴ wŜǇƻǊǘ ό9ƭǘƻƴΣ мфуфύ ǘŀƭƪǎ ƻŦ 
ǎŎƘƻƻƭǎ ƘŀǾƛƴƎ ŘƛŦŦŜǊŜƴǘ ŀǘƳƻǎǇƘŜǊŜǎ ŀƴŘ ŎƻƴǎƛŘŜǊǎ Ƙƻǿ ǘƘŜ άŦŜŜƭέ ƻŦ ŀ ǎŎƘƻƻƭ όǇууύΣ ƻǊ ŀ ǇƻǎƛǘƛǾŜ ƻǊ 
ƴŜƎŀǘƛǾŜ ŀǘƳƻǎǇƘŜǊŜ Ŏŀƴ ƳŀƪŜ ŀ ǎƛƎƴƛŦƛŎŀƴǘ ƛƳǇŀŎǘ ǳǇƻƴ ǇǳǇƛƭǎΩ ōŜƘŀǾƛƻǳǊ ŀƴŘ ŀǘǘŀƛƴƳŜƴǘΦ {Ŏhools 
with a positive atmosphere are those which know and value its pupils as members of the school 
community, a point elaborated upon by Mortimore et al (1988) who talk of a pleasant atmosphere in 
effective schools. This manifests itself in interest in the whole child through emphasising praise, 
reward, self-control and positivity, rather than tight, negative control. This is encapsulated in the 
findings of Smith (1995, p30): "the atmosphere of any school is greatly influenced by the degree to 
which it functions as a coherent whole, with agreed ways of doing things that are consistent and which 
have the support of the staff." 
 
Identity, Mission and Spirit 
 
Another term which is often used in tandem with ethos is identity. De Wolff (2000) suggests that school 
identity is what the outstanding features of a school are, what the members of it share and have in 
ŎƻƳƳƻƴΤ ŜǎǎŜƴǘƛŀƭƭȅΣ άǿƘŀǘ ƳŀƪŜǎ ŀ ǎŎƘƻƻƭ ǘƘƛǎ ǎŎƘƻƻƭέ όǇроύΦ .ŀƪƪŜǊ ŀƴŘ ǘŜǊ !ǾŜǎǘ όнллрύ ǎƘŀǊŜ ǘƘƛǎ 
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view and suggest that identity focusses on the institution, its staff and context. Lambkin (2000, p191) 
agrees with this, suggesting that mission ǊŜŦŜǊǎ ǘƻΣ άǿƘŀǘ ǘƘŜ ǎŎƘƻƻƭ ƛǎ ǘǊȅƛƴƎ ǘƻ ŘƻέΣ ǿƘŜǊŜŀǎ identity 
ƛǎΣ άǿƘŀǘ ŎƻƴƴŜŎǘǎ ƛǘ ǿƛǘƘ ǎƻƳŜ ǎŎƘƻƻƭǎ ŀƴŘ ƳŀǊƪǎ ƛǘ ŀǇŀǊǘ ŦǊƻƳ ƻǘƘŜǊǎΦέ This is closely linked with the 
ƛŘŜŀ ƻŦ ǎŎƘƻƻƭ ǎǇƛǊƛǘΣ ǿƘƛŎƘ ƛǎ ƻŦǘŜƴΣ άdetermined by the cultural, educational, moral, religious, social, 
linguistic and spiritual values and traditions which inform and are characteristic of the objectives and 
conduct of the school" (Williams, 2000, p75).  
 
Values 
 
The term ΨǾŀƭǳŜǎΩ used above is often substituted for, or a key part of the notion of ethos. McGuinness 
όнлллΣ Ǉнпсύ ǎǳƎƎŜǎǘǎ ǘƘŀǘΣ ά9ǘƘƻǎΧ ƛǎ ƳŀƴƛŦŜǎǘŜŘ ƛƴ ǘƘŜ ǾŀƭǳŜǎ ǿŜ ǘǊŜŀǎǳǊŜ ŀƴŘ ǇǊƻƳƻǘŜΣέ aƻƴŀƘŀƴ 
όнлллύ ōŜƭƛŜǾŜǎ ǘƘŀǘΣ άŜǘƘƻǎ ƛǎ ŀƴ ŜȄǇǊŜǎǎƛƻƴ ƻŦ ǘƘŜ ǾŀƭǳŜǎ ƻŦ ǘƘŜ ǎŎƘƻƻƭέ όǇȄȄƛƛύΣ ǿƘƛƭŜ aǳƭŎŀƘȅ όнлллΣ 
Ǉусύ ŀǎǎŜǊǘǎ ǘƘŀǘ ŎǳƭǘǳǊŜ ŀƴŘ ŜǘƘƻǎ ŀǊŜΣ άǾƛŜǿŜŘ ŀǎ ŜƭŜƳŜƴǘǎ ƻŦ ǾŀƭǳŜǎ ƛƴ ŜŘǳŎŀǘƛƻƴΦέ .ƻƭŘǘ ŎƻƴǘŜƴŘǎ 
that, "Ethos is the expression of the school's core values which determine its character and guide the 
daily life and direction of the school" (2000, p42) and McLaughlin (2005, p310) understands ethos as, 
άǊŜƭŀǘƛƴƎ ǘƻ ǘƘŜ ŎƻǊŜ ǾŀƭǳŜǎ ƻŦ ǘƘŜ ǎŎƘƻƻƭ ŀƴŘ ǘƻ ǘƘŀǘ ǿƘƛŎƘ ƛǎ ŘŜŜǇ ŀƴŘ ŦǳƴŘŀƳŜƴǘŀƭ ƛƴ ƛǘǎ ƭƛŦŜ ŀƴŘ 
ǿƻǊƪΦέ 
 
(Hill, 1991, p3) suggests thaǘ ǾŀƭǳŜǎ ƛǎΣ άŀ ǾŀƎǳŜ ŀƴŘ ǿƻƻƭƭȅ ƴƻǘƛƻƴέ ŀƴŘ ŘŜŦƛƴƛǘƛƻƴΣ άƳŀȅ ƛƴŎƭǳŘŜ 
ǊŜŦŜǊŜƴŎŜǎ ǘƻ ƳƻǊŀƭΣ ǎǇƛǊƛǘǳŀƭΣ ŀŜǎǘƘŜǘƛŎ ŀƴŘ ƛƴǘŜƭƭŜŎǘǳŀƭ ǾŀƭǳŜǎέ όaǳƭŎŀƘȅΣ нлллΣ ǇурύΦ aǳƭŎŀƘȅ 
ōŜƭƛŜǾŜǎ ǘƘŀǘ ǾŀƭǳŜǎ ŀǊŜ ǊŜŦƭŜŎǘŜŘ ƛƴ ŀ ǎŎƘƻƻƭΩǎ Ƴƛǎǎƛƻƴ ǎǘŀǘŜƳŜƴǘ ŀǎ ŀ ŘŜŎƭŀǊŀǘƛƻƴ ƻŦ Ƙƻw the school 
ŦǳƴŎǘƛƻƴǎ ŀǎ ŀƴ ƻǊƎŀƴƛǎŀǘƛƻƴ όDƭƻǾŜǊ ŀƴŘ /ƻƭŜƳŀƴΣ нллрύΣ ƻǊ ŀΣ άŦǊŀƳŜǿƻǊƪ ǿƘƛŎƘ ƎǳƛŘŜǎ ƻǳǊ ŀŎǘƛƻƴǎ 
and relationships on a day-to-Řŀȅ ōŀǎƛǎέ ό/ƻƻƭŀƘŀƴΣ нлллΣ ǇмнлύΦ Lƴ ŜǎǎŜƴŎŜΣ άǾŀƭǳŜǎΧ ƻǇŜǊŀǘƛƻƴŀƭƛǎŜ 
ǘƘŜ ŜǘƘƻǎέ όDǊŜŜƴΣ нллфΣ ǇмфуύΦ 
 
Glover and /ƻƭŜƳŀƴ όнллрύ ōŜƭƛŜǾŜ ǘƘŀǘ ǘƘŜ Ƴƻǎǘ ǎǳŎŎŜǎǎŦǳƭ ǎŎƘƻƻƭǎΣ άƘŀǾŜ ŀ ŎƭŜŀǊƭȅ ǎǘŀǘŜŘ ǎŜǘ ƻŦ ǾŀƭǳŜǎ 
ǘƘŀǘ ŀǊŜΧ ŦǳƴŘŀƳŜƴǘŀƭ ǘƻ ǇƻƭƛŎȅ ŀƴŘ ǇǊŀŎǘƛŎŜέ όǇнрфύΦ ¢Ƙƛǎ ƭƛƴƪ ǘƻ ǇƻƭƛŎȅ ƛǎ ŀƭǎƻ ƳŜƴǘƛƻƴŜŘ ōȅ {ƳƛǘƘ 
όмффрύ ǿƘŜƴ ƘŜ ǎǘŀǘŜǎ ǘƘŀǘ ǎŎƘƻƻƭǎΩ ŀƛƳǎ ǎƘƻǳƭŘ ōŜ ƛƴ ǇƻƭƛŎȅ ŘƻŎǳƳŜƴǘǎ ǿƘƛŎƘ Ŏƻƴǘŀƛƴ ǘƘŜ ǎŎƘƻƻƭǎΩ 
ǾŀƭǳŜǎ ŀƴŘ ǎǘŀǘŜƳŜƴǘǎ ƻŦ ƛƴǘŜƴǘΦ IŜ ǎǳƎƎŜǎǘǎ ŎƭŜŀǊƭȅ ƛŘŜƴǘƛŦȅƛƴƎ ǘƘŜ ΨǎǘŀǘŜΩ ƻŦ ǘƘŜ ǎŎƘƻƻƭΣ ŀǎ ŘƻŜǎ 
aǳƭŎŀƘȅ όнлллΣ Ǉусύ ƛƴ ƻǊŘŜǊ ǘƻ ŜȄŀƳƛƴŜ Ƙƻǿ ǘƘŜΣ άŜǎǇƻǳǎŜŘ ǾŀƭǳŜǎ ŀǊŜ ǊŜŦƭŜŎǘŜŘ ƛƴ ǎŎƘƻƻƭ ǇƻƭƛŎƛŜǎΦέ 
 
Schools need to ōŜΣ άŎƭŜŀǊ ƻƴ ǿƘŀǘ ǾŀƭǳŜǎ ǘƘŜȅ ŀǊŜ ǘǊŀƴǎƳƛǘǘƛƴƎ ǘƻ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎέ όƛōƛŘΣ ǇупύΤ these 

values must permeate the entire life of the school rather than being confined to a single class or 

ǘŜŀŎƘŜǊΣ ƛƴ ƻǊŘŜǊ ǘƻ ǇǊƻǾƛŘŜΣ άŀ ƳŀƧƻǊ ǎǘŜŀŘȅƛƴƎ Ǉƻƛƴǘ ŦƻǊ Ƴŀƴȅ ȅƻǳƴƎ Ǉeople at very formative stages 

ƻŦ ǘƘŜƛǊ ƭƛǾŜǎϦ ό/ƻƻƭŀƘŀƴΣ нлллΣ ǇммпύΦ ¦ƭǘƛƳŀǘŜƭȅ ǘƘƛǎ ǿƛƭƭΣ άǘǳǊƴ ƻǳǘ ōŜǘǘŜǊ ŎƛǘƛȊŜƴǎΣ ǿƘƻ ǿƛƭƭ ǳǇƘƻƭŘ 

the moral fibre of the state and in turn transmit these values to society in general" (Mulcahy, 2000, 

p84). However, he also opines (p87) that:  

 

...stating the values merely identifies the direction by outlining the goal. In significant part 

the journey remains to be made and the route of that journey is in turn influenced by 

many factors, not least the ethos of the individual school. 

 

 Towards a definition of the what 

 

The common usage of the word ethos in public life is attributed to Aristotle, who employed it as one 

of three modes of public appeal: logos appeals to an audience through the logic of an argument, 

pathos through the emotion and ethos through the authority, character, credibility or trustworthiness 

of the speaker (Brahnam, 2008; Graham, 2012; Halloran, 1982; Smith, 2004), essentially saying, 

ά.ŜƭƛŜǾŜ ƳŜ ōŜŎŀǳǎŜ L ŀƳ ǘƘŜ ǎƻǊǘ ƻŦ ǇŜǊǎƻƴ ǿƘƻǎŜ ǿƻǊŘ ȅƻǳ Ŏŀƴ ōŜƭƛŜǾŜέ όIŀƭƭƻǊŀƴΣ мфунΣ ǇслύΦ Lǘ 

requires speakers to understand their audience, to identify with them in order for listeners to view 
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ǎǇŜŀƪŜǊǎ ǿƛǘƘ ǘǊǳǎǘ όDǊŀƘŀƳΣ нлмнύΤ άǘƘŜ ǿƛǎŜ ǎǇŜŀƪŜǊ ǿƛƭƭ ŎƻƴǎǘǊǳŎǘ Ƙƛǎ ǎǇŜŜŎƘ ǿƛǘƘ ŀƴ ŜȅŜ ǘƻǿŀǊŘ 

the sort of character it poǊǘǊŀȅǎέ όIŀƭƭƻǊŀƴΣ мфунΣ ǇслύΦ  

 

A good starting point for an exploration of the notion of ethos is Margaret Allder's claim 

that 'ethos' is a 'frontier word' in virtue of its closeness to the edges of linguistic 

expressibility. 'Ethos' is rendered intelligible in her view by 'connecting words' (such as 

'ambience', 'spirit', 'atmosphere' and 'climate') which have clearer meanings and which, 

by lending some of their meaning to the notion of 'ethos', enable the meaning of 'ethos' 

itself to be illuminated and dƛǎŎŜǊƴŜŘ ό!ƭƭŘŜǊΣ мффоύΦϥέ 

(McLaughlin, 2005, p309).  

 

Barr (2000, p131) believes that, "...'ethos' as a word on its own is meaningless. It must be qualified in 

some way." In the reading for this chapter, this became quickly apparent, with almost forty phrases 

ƛŘŜƴǘƛŦƛŜŘ ƛƴ ǘƘŜ ōƻŘȅ ƻŦ ƭƛǘŜǊŀǘǳǊŜ ǎǘǳŘƛŜŘ ƛƴ ǿƘƛŎƘ ΨŜǘƘƻǎΩ ǿŀǎ ŜƛǘƘŜǊ ǇǊŜŎŜŘŜŘ ōȅΣ ƻǊ ΨŜǘƘƻǎ ƻŦΩ ǿŀǎ 

followed by a descriptor: 

 

"...appropriate ethos..." (Barr, 2000, p137); "...aspirational ethos..." (Donnelly, 2000, p152); 

άΧ/ŀǘƘƻƭƛŎ ŜǘƘƻǎΧέ όIŀƎan, 2016, p111); "...a changing ethos..." (Clarke, 2000, p167); άΧ/ƘǊƛǎǘƛŀƴ 

ŜǘƘƻǎΧέ όDǊŜŜƴΣ нлмпΤ /ƻƻƭƛƴƎ ŀƴŘ DǊŜŜƴΣ нллфύΤ άΧŎƭŜŀǊƭȅ ŘŜŦƛƴŜŘ ŜǘƘƻǎΧέ ό{ƳƛǘƘΣ мффрΣ ǇопύΤ 

άΧŘƛǎǘƛƴŎǘƛǾŜ ŜǘƘƻǎΧέ όClarke, 2000, p167; Pike, 2008, p34); άΧŜŦŦŜŎǘƛǾŜ ŜǘƘƻǎΧέ (Smith, 1995, p27); 

άΧŜȄǇŜǊƛŜƴŎŜŘ ŜǘƘƻǎΧέ όaŎ[ŀǳƎƘƭƛƴΣ нллрΣ ǇомнύΤ άΧƛƳǇƻǎŜŘ ŜǘƘƻǎΧέ όaŎ[ŀǳƎƘƭƛƴΣ нллрΣ ǇомоύΤ 

"...inclusive and democratic ethos..." (Donnelly, 2000, p146); άΧƛƴǘŜƴŘŜŘ ŜǘƘƻǎΧέ όaŎ[ŀǳƎƘƭƛƴΣ нллрΣ 

p312); άΧƭƛōŜǊŀƭ ŜǘƘƻǎΧέ όtƛƪŜΣ нллуΣ ǇтύΤ άΧƴŜƎŀǘƛǾŜ ŜǘƘƻǎΧϦ όDǊŀƘŀƳΣ нлмнΣ ǇорнύΤ άΧƻǇŜƴ ŀƴŘ 

ǘǊǳǎǘƛƴƎ ŜǘƘƻǎΧέ όDƭƻǾŜǊ ŀƴŘ /ƻƭŜƳŀƴΣ нллрΣ ǇнрфύΤ άΧǇƻǎƛǘƛǾŜ ŜǘƘƻǎΧέ όDǊŀƘŀƳΣ нлмнΣ ǇопнΤ {ƳƛǘƘΣ 

1995, p28; McLaughlin, 2005, p307); "...positive and enriching ethos..." (McGuinness, 2000, 

p245); "...religious ethos..." (Clarke, 2000, p165; Donnelly, 2000, p142); άΧǎŜŎǳƭŀǊ ŜǘƘƻǎΧέ όtƛƪŜΣ 

2008, p7); άΧǿŜƭŎƻƳƛƴƎ ŜǘƘƻǎΧέ ό{ƳƛǘƘΣ мффрΣ ǇорύΦ  

 

"...ethos of accomplishment..." (Barr, 2000, p136); "...ethos of achievement..." (Barr, 2000, p136; 

Graham, 2012, p348); "ΦΦΦŜǘƘƻǎ ƻŦ ŀǎǇƛǊŀǘƛƻƴ ŀƴŘ ƘƛƎƘ ŀŎƘƛŜǾŜƳŜƴǘΦΦΦϦ όDǊŀƘŀƳΣ нлмнΣ ǇопнύΤ ϦΧŜǘƘƻǎ 

ƻŦ ƛƴŘƛƎƴŀǘƛƻƴΧϦ όIƻƎŀƴΣ мфупΣ ǇтлнύΤ ϦΦΦΦŜǘƘƻǎ ƻŦ ƛƴǘŜƎǊŀǘƛƻƴΦΦΦϦ ό5ƻƴƴŜƭƭȅΣ нлллΣ ǇмпсύΤ ϦΦΦΦŜǘƘƻǎ ƻŦ 

inward attachment..." (p152); "...ethos of outward attachment..." (p152); "...ethos of parental 

ƛƴǾƻƭǾŜƳŜƴǘΦΦΦϦ όǇмптύΤ άΧŜǘƘƻǎ ƻŦ ǘŜŀŎƘƛƴƎ ŀƴŘ ǎŎƘƻƻƭƛƴƎΧέ όaŎ[ŀǳƎƘƭƛƴΣ нллрΣ ǇолтύΤ ϦΦΦΦŜǘƘƻǎ ƻŦ 

ǘƻƭŜǊŀƴŎŜΣ ǇƭǳǊŀƭƛǎƳΣ ƻǇŜƴƴŜǎǎ ŀƴŘ ǘǊŀƴǎǇŀǊŜƴŎȅΦΦΦϦ όaǳƭŎŀƘȅΣ нлллΣ ǇфлύΤ άΧŜǘƘƻǎ ƻŦ ǿŀǊƳ 

ǊŜƭŀǘƛƻƴǎƘƛǇǎΧέ όaŎ[ŀǳƎƘƭƛƴΣ нллрΣ ǇомпύΦ 

 

McLaughlin (2005) suggests that, through the use of these connecting words, Allder (1993) has 

concluded that ethos is about how humans act and behave within their environments, now and in the 

past, about the social system and moods within these environments, about interactions and 

consequences, about an experienced norm and about something which is unique to the context. It is 

ǘƘŜΣ άǳƴƛǉǳŜ ǇŜǊǾŀǎƛǾŜ ŀǘƳƻǎǇƘŜǊŜ ƻǊ ƳƻƻŘ ƻŦ ǘƘŜ ƻǊƎŀƴƛǎŀǘƛƻƴέ ό!ƭƭŘŜǊΣ мффоΣ ǇсфύΦ 

 

At the most general level, an ethos can be regarded as the prevalent or characteristic 

tone, spirit or sentiment informing an identifiable entity involving human life and 

interaction (a 'human environment' in the broadest sense) such as a nation, a community, 

an age, a literature, an institution, an event and so forth  

(McLaughlin, 2005, p311) 
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Pointing again to ancient Greece, Halloran (1982, p60) further clarifies the concept by stating that 

ŜǘƘƻǎ ƛǎ ŀōƻǳǘ ǘƘŜ ŎƻƭƭŜŎǘƛǾŜ ǊŀǘƘŜǊ ǘƘŀƴ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΣ άǘƘŜ ŎƻƴǾŜƴǘƛƻƴŀƭ ǊŀǘƘŜǊ ǘƘŀƴ ǘƘŜ ƛŘƛƻǎȅƴŎǊŀǘƛŎΣ 

the puōƭƛŎ ǊŀǘƘŜǊ ǘƘŀƴ ǘƘŜ ǇǊƛǾŀǘŜΦέ ¢ƘŜ DǊŜŜƪ ƳŜŀƴƛƴƎ ǿƘƛŎƘ Ƴƻǎǘ ŎƭƻǎŜƭy resembled ethos referred 

ǘƻ Ψŀ Ƙŀōƛǘǳŀƭ ƎŀǘƘŜǊƛƴƎ ǇƭŀŎŜΩ conjuring up images of people together, sharing ideas. He suggests that 

this is what ethos really means ς ǘƘŜ ƳŀƴƛŦŜǎǘŀǘƛƻƴ ƻŦΣ άǘƘe virtues most valued by the culture to and 

ŦƻǊ ǿƘƛŎƘ ƻƴŜ ǎǇŜŀƪǎέ (ibid).  

 

²ƛƭƭƛŀƳǎ ǊŜƛƴŦƻǊŎŜǎ ŀƴŘ ŀƭǎƻ ŎƭŀǊƛŦƛŜǎ ǘƘƛǎΣ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘΣ ǿƘƛƭǎǘ ƛǘ ƛǎƴΩǘ ŀōƻǳǘ ƻƴŜ ǇŜǊǎƻƴΣ ƴƻǊ ƛǎ ƛǘ 

ŀōƻǳǘ ŀƭƭ ǇŜƻǇƭŜΣ ōǳǘ ǊŀǘƘŜǊΣ ά¦ǎǳŀƭƭȅ ǿƘŜƴ ǇŜƻǇƭŜ ǎǇŜŀƪ ƻŦ ŜǘƘƻǎ ǘƘŜȅ ŀǊŜ thinking of medium scale 

institutions rather than of families or of whole societies... political parties, hospitals, sports bodies or 

ǘǊŀŘŜ ǳƴƛƻƴǎέ όнлллΣ ǇтрύΧ ƻǊΣ ƛƴŘŜŜŘΣ ǎŎƘƻƻƭǎΦ 

 

School ethos 

 

Of all the ritual acts by which our culture expresses and shapes its ethos, schooling is 

surely one of the most subtle and powerful. By the way we structure the curriculum and 

the way we arrange the furniture in our classrooms, by the clothing we wear at school 

and the books we select for our courses - by these and the countless other choices we 

make, the world in which our students gather together is defined. This is why the concept 

of ethos is important. 

(Halloran, 1982, p63).  

 

Burden and Hornby (1989) believe that that those who wish to promote school effectiveness need to 

consider school ethos, because it ƛǎΣ άǘƘŜ ƳƻǘƻǊΣ ǘƘŜ ŘǊƛǾƛƴƎ ŦƻǊŎŜ ƻŦ ǿƘŀǘ ƘŀǇǇŜƴǎ ƛƴ ǘƘŜ ǎŎƘƻƻƭέ 

ό/ƻƻƭŀƘŀƴΣ нлллΣ ǇммоύΣ ƛǘǎΣ άƘŜŀǊǘ ŀƴŘ ǎƻǳƭέ όCǊƛŜƭōŜǊƎΣ мфффΣ ǇмύΦ Iȅƭŀnd (2000) asserts that ethos 

can be seen in the every-day practices of ǎŎƘƻƻƭǎΤ ƛǘ ƛǎΣ άƭŀ ǇƘƛƭƻǎƻǇƘƛŜ ŘŜ ƭΩŜŎƻƭŜέ ό²ƛƭƭƛŀƳǎΣ нлллΣ 

ǇтрύΣ ǘƘŜΣ άǳƴƛǉǳŜ ǘǊŀƛǘǎ ƻŦ ǎŎƘƻƻƭǎέ όaǳƭƭŀƴΣ нлллΣ ǇнмпύΣ the, άǎŜǘ ƻŦ ǾŀƭǳŜǎΣ ŀǘǘƛǘǳŘŜǎ ŀƴŘ ōŜƘŀǾƛƻǳǊǎ 

ǿƘƛŎƘ ǿƛƭƭ ōŜŎƻƳŜ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎ ƻŦ ǘƘŜ ǎŎƘƻƻƭ ŀǎ ŀ ǿƘƻƭŜέ ό{ƳƛǘƘΣ мффуΣ ǇоύΦ 

 

School etƘƻǎ ƛǎΣ άǘƘŜ product ƻŦ ǘƘŜ ŎǳƭǘǳǊŜ ƻŦ ǘƘŜ ǎŎƘƻƻƭέ ό{ƻƭǾŀǎƻƴΣ нллрΣ ǇурύΣ ǘƘŜΣ άƭƛǾŜŘ ǊŜŀƭƛǘȅ ƻŦ 

ǘƘŜ ǾŀƭǳŜǎ ƻŦ ǘƘŜ ǎŎƘƻƻƭέ όaƻƴŀƘŀƴΣ нлллΣ ǇȄȄƛύΣ ǘƘŜ ƛƳǇƭŜƳŜƴǘŀǘƛƻƴ ƻŦ ƛǘǎ Ƴƛǎǎƛƻƴ ŀƴŘ ǘƘŜ ŜȄǇǊŜǎǎƛƻƴ 

ƻŦ ƛǘǎ ƛŘŜƴǘƛǘȅ ό[ŀƳōƪƛƴΣ нлллύΣ ǘƘŜ άƛƴǘŜǊŦŀŎŜ ƻŦ ǎŎƘƻƻƭ ŎǳƭǘǳǊŜ ŀƴŘ ŎƭƛƳŀǘŜ ǿƛǘƘ ǇǳǇƛƭǎΩ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ 

ǘƘŜƛǊ ǎŎƘƻƻƭέ ό{ƳƛǘƘΣ нллоΣ ǇпсуύΦ 

 

School ethos comes about, according to Smith (2003), through the mix of pupils and the attitudes 

which they bring to the school, and through the formal expressions of the ǎŎƘƻƻƭΩǎ ŀƛƳǎ ŀƴŘ ƻōƧŜŎǘƛǾŜǎΤ 

ǘƘŜǎŜ ŦƻǊƳŀƭ ŀƴŘ ƛƴŦƻǊƳŀƭ ŜȄǇǊŜǎǎƛƻƴǎ ǘƘŜƴ ǊŜŦƭŜŎǘΣ άǘƘŜ ǇǊŜǾŀƛƭƛƴƎ ŎǳƭǘǳǊŀƭ ƴƻǊƳǎΣ ŀǎǎǳƳǇǘƛƻƴǎ ŀƴŘ 

ōŜƭƛŜŦǎέ ό5ƻƴƴŜƭƭȅΣ нлллΣ ǇмотύΦ άSchool ethos is constructed through an interaction between the 

culture mix of teachers, pupiƭǎΣ ǇŀǊŜƴǘǎΣ ǘƘŜ ƭƻŎŀƭ ŎƻƳƳǳƴƛǘȅ ŀƴŘ ǘƘŜ ǎŎƘƻƻƭΩǎ ƻŦŦƛŎƛŀƭ ǾŀƭǳŜǎ ǎȅǎǘŜƳ 

mediated through organisational structures and processes and also by staff culture, climate and 

ŎƻƳǇŜǘŜƴŎŜέ (Smith, 1995, p24).  

 

Lǘ ŜƴŎƻƳǇŀǎǎŜǎΣ άōŜƭƛŜŦǎΣ ǾŀƭǳŜǎΣ ǘǊŀŘƛǘƛƻƴǎΣ ŀǎǇƛǊŀǘƛƻƴǎ ŀƴŘ Ǝƻŀƭǎέ όIȅƭŀƴŘΣ нлллΣ Ǉннύ ŀƴŘ ƳŀƴƛŦŜǎǘǎ 

ƛǘǎŜƭŦ ǘƘǊƻǳƎƘΣ άǘƘŜ ŀŎǘǳŀƭ ǇǊŀŎǘƛŎŜǎ ǿƘƛŎƘ ŀǊŜ ŎŀǊǊƛŜŘ ƻǳǘ ƛƴ ǘƘŀǘ ǎŎƘƻƻƭ ƻƴ ŀ ŘŀƛƭȅΣ ǿŜŜƪƭȅ ŀƴŘ ȅŜŀǊƭȅ 

ōŀǎƛǎέ ς admission policies, class allocations, streaming, discipline, pastoral care, assessment, 

competition, extra-curricular activities, symbols, celebrations, relationships ς άƛƴ ǎƘƻǊǘΣ ƛƴ ǿƘŀǘ ƛǎ 

ǾŀƭǳŜŘ ōȅ ǘƘŜ ǎŎƘƻƻƭέ όaŎDǳƛƴƴŜǎǎΣ нлллΣ ǇнпрύΦ 
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¢ƘŜǊŜ ƛǎ ƴƻ Řƻǳōǘ ǘƘŀǘ ǎŎƘƻƻƭ ŜǘƘƻǎ ƛǎ ŘƛŦŦƛŎǳƭǘ ǘƻ Ǉǳǘ ƻƴŜΩǎ ŦƛƴƎŜǊ ƻƴΣ ōǳǘ ǎƻƳŜ ƪƛƴŘ ƻŦ ƳŜŀǎǳǊŜƳŜƴǘ 

has been attempted, with Munn et al (2001) identifying four elements of school ethos: core beliefs 

ŀōƻǳǘ ŜŘǳŎŀǘƛƻƴΣ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎΣ ŀƴŘ ƭŜŀǊƴŜǊǎΤ ǘƘŜ ǊŜǎǳƭǘƛƴƎ ŎǳǊǊƛŎǳƭǳƳΤ ǘƘŜ ǎŎƘƻƻƭΩǎ 

relationship with parents; and how schools deal with discipline. Measuring a school ethos should 

consider such aspects as the relationship between teachers and pupils, an emphasis on academic 

pursuits, teacher expectations and attitudes towards pupils, positive reinforcement and consistent 

standards (Glover and Coleman, 200рύΥ άŀ ŎƻƭƭŜŎǘƛǾŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ Ƙƻǿ ǘƘƛƴƎǎ ŀǊŜ ŘƻƴŜέ όIŀǘǘƻƴΣ 

2013, p159).  

 

Lǘ ƛǎ ǇŜǊƘŀǇǎ ŜŀǎƛŜǊΣ ƘƻǿŜǾŜǊΣ ǘƻ ƻōǎŜǊǾŜ ŀ ǎŎƘƻƻƭ ŜǘƘƻǎ ŦǊƻƳ ǘƘŜ ƻǳǘǎƛŘŜ ǘƘŀƴ ƛƴǘŜǊƴŀƭƭȅΥ ά!ƭǘƘƻǳƎƘ 

rarely to the fore of the consciousness of teachers and pupils, the ethos of a school is often readily 

perceptible to visitors" (Williams, 2000, p75). {ƳƛǘƘ όмффрύ ǘŀƭƪǎ ƻŦ ǘƘŜΣ άǾƛōǊŀǘƛƻƴǎ ƎƛǾŜƴ ƻŦŦ ōȅ ŀ 

ǎŎƘƻƻƭέ όǇппύΣ ǿƘƛƭŜ {ǘŜǾŜƴǎ ŀƴŘ {ŀƴŎƘŜȊ όмфффύ ŦƻǳƴŘ ǘƘŀǘ ŜǘƘƻǎ ƛǎ ŀ ŦŜŜƭƛƴƎ ǇŜǊŎŜƛǾŜŘ ōȅ ƻǳǘǎƛŘŜǊǎ 

which is not easy to articulate or describe.  

 

Glover and Coleman (2005) have attempted this articulation and description, suggesting that, in 

schools, climate refers to their measurable inputs and outcomes, culture relates to how the school 

environment, organisation and experience integrate, and ethos deals with the subjective elements of 

values and principles on which policy and practice are built. The following sections will consider this 

further. 

 

What ethos should be  

 

!ǊƛǎǘƻǘƭŜΩǎ ǾƛŜǿ ƻŦ Ƙƻǿ ŜǘƘƻǎ manifests itself is through habituation: good character leads a person to 

act in a good way as a matter of habit; good habits and good character come about through doing 

good things. This cyclical process is well described in Nichomachean Ethics II, 1 (in Halloran, 1982, 

ǇсмύΥ άƳŜƴ ōecome builders by building houses, and harpists by playing the harp. Similarly we become 

just by the practice of just actions, self-controlled by exercising self-control, and courageous by 

ǇŜǊŦƻǊƳƛƴƎ ŀŎǘǎ ƻŦ ŎƻǳǊŀƎŜΦέ Lƴ ǘƘŜ ǎŀƳŜ ǿŀȅΣ ŀǊƎǳŜǎ IŀƭƭƻǊŀƴΣ ǘƘŜ ŀŎǘƛƻƴǎ ǘƘŀǘ ŜȄǇǊŜǎǎ ŀ ƎǊƻǳǇΩǎ 

ethos are the same actions that form it; they both manifest and shape the ethos. 

 

Hogan (1984) describes three distinct types of ethos: custodial; accommodating; and natural/habitual. 

The first sees the authorities of schoolsΣ άŀǎ ŎǳǎǘƻŘƛŀƴǎ ƻŦ ŀ ǎŜǘ ƻŦ ǎǘŀƴŘŀǊŘǎΣ ǿƘƛŎƘ ŀǊŜ ǘƻ ōŜ 

ǇǊŜǎŜǊǾŜŘΣ ŘŜŦŜƴŘŜŘ ŀƴŘ ǘǊŀƴǎƳƛǘǘŜŘ ǘƘǊƻǳƎƘ ǘƘŜ ŀƎŜƴŎȅ ƻŦ ǎŎƘƻƻƭǎέ όǇсфр). ¢ƘŜ ǎŜŎƻƴŘΣ άǾƛŜǿǎ 

ŜǘƘƻǎ ŀǎ ǘƘŜ ŀŎŎƻƳƳƻŘŀǘƛƻƴ ƻŦ ǾŀǊƛƻǳǎ ƛƴǘŜǊŜǎǘǎέ όǇсффύ ǿƘƛŎƘ ƻŦǘŜƴ ƭŜŀŘǎ ǘƻ ŀ Řƛƭǳǘƛƻƴ ƻŦ ŎƻǊŜ 

purpose anŘ ŀƴ ŜǘƘƻǎΣ άǉǳƛǘŜ ŀǘ ƻŘŘǎ ǿƛǘƘ ƛǘǎ ƻǿƴ ƘƛǎǘƻǊƛŎŀƭ ƻǊƛƎƛƴǎέ όǇсфсύΦ ¢ƘŜ Ŧƛƴŀƭ ŎƻƴŎŜǇǘƛƻƴΣ 

άǎŜŜǎ ŜǘƘƻǎ ǇǊƛƳŀǊƛƭȅ ŀǎ ǘƘŜ ƴŀǘǳǊŀƭ ƻǳǘŎƻƳŜ ƻŦ ǿƘŀǘ ŀŎǘǳŀƭƭȅ ƎƻŜǎ ƻƴΧ regardless of what kind of 

standard the school is formally thought to represent" (p697).  

 

Donnelly (2000) also proposes three conceptions: an aspirational ethos ƛǎ ǘƘŀǘ ǿƘƛŎƘ ƛǎΣ άǎŜǘ ƻǳǘ ōȅ 

ǎŎƘƻƻƭ ŀǳǘƘƻǊƛǘƛŜǎ ŀƴŘ ƳŀŘŜ ŀǇǇŀǊŜƴǘ ƛƴ ǎŎƘƻƻƭ ŘƻŎǳƳŜƴǘǎέ όǇмрлύΤ ŀƴ ethos of inward attachment, 

άis comprised of the genuine priorities, attitudes and visions which individuals hold in their personal 

lives and in relation to the aspirational ethos of the schoolέ όǇмрнύΤ ŀƴŘ an ethos of outward 

attachment is one which pays lip-service to the aspirational ethos. Donnelly argues that each offers a 

different lens fƻǊ Ƙƻǿ ƻƴŜ ǾƛŜǿǎ ǎŎƘƻƻƭ ŜǘƘƻǎΣ άand through each lens it is possible to construct an 

image of the variaǘƛƻƴǎ ǿƛǘƘƛƴ ŀƴŘ ŀŎǊƻǎǎ ǎŎƘƻƻƭǎέ όǇмрнύΦ 
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Whilst these ethoi may vary across institutions, McLaughlin (2005) argues that every ethos should 

have the following characteristics in common: an ethos should be value-laden ŀƴŘΣ άǊŜǾŜŀƭŜŘ ƛƴ ŎŜǊǘŀƛƴ 

ǎǇŜŎƛŦƛŎ ǉǳŀƭƛǘƛŜǎ ƻŦ ŎƘŀǊŀŎǘŜǊΣ ǎǳŎƘ ŀǎ ƎƻƻŘ ǎŜƴǎŜΣ ƎƻƻŘ ƳƻǊŀƭ ŎƘŀǊŀŎǘŜǊ ŀƴŘ ƎƻƻŘ ǿƛƭƭέ όǇомнύΦ Lǘ 

should be clear and defensible along educational lines; schools should have clarity and should be 

ŎƻƴŦƛŘŜƴǘ ŜƴƻǳƎƘΣ άǘƻ Ǉǳǘ ǘƘŜƳǎŜƭǾŜǎ ǳƴŘŜǊ ǘƘŜ ƳƛŎǊƻǎŎƻǇŜ ŦǊƻƳ ǘƛƳŜ ǘƻ ǘƛƳŜ ōȅ ŜƭƛŎƛǘƛƴƎ ǇǳǇƛƭ ŀƴŘ 

ǇŀǊŜƴǘ ǾƛŜǿǎέ όDƭƻǾŜǊ ŀƴŘ /ƻƭŜƳŀƴΣ нлллрΣ ǇнрфύΦ !ƴ ŜǘƘƻǎ ǎƘƻǳƭŘ ŀƭǎƻ ōŜ coherent, says McLaughlin 

όнллрύΥ άŦƻǊƳǎ ƻŦ ƛƴŎƻƴǎƛǎǘŜƴŎȅΣ ŎƻƴŦƭƛŎǘΣ ŦǊŀƎƳŜƴǘŀǘƛƻƴ ŀƴŘ ŘƛǎƘŀǊƳƻƴȅ ǿƛǘƘƛƴ ŀƴ ŜǘƘƻǎΧ Ŏŀƴ 

ǳƴŘŜǊƳƛƴŜ ƛǘέ όǇомоύΦ Lǘ ǎƘƻǳƭŘ ŀƭǎƻ ōŜ impactfulΣ ōŜƛƴƎΣ άǇƻǘŜƴǘ ŀƴŘ ǇŜǊǾŀǎƛǾŜ ƛƴ ǘƘŜ ǎŜƴǎŜ ǘƘŀǘ ƛǘ 

Ƴǳǎǘ ŜȄŜǊǘ ŀ ŘƛǎŎŜǊƴƛōƭŜ ƛƴŦƭǳŜƴŎŜέ όǇомпύΦ !ƴ ŜǘƘƻǎ ǎƘƻǳƭŘ ōŜŎƻƳŜ ŀ norm and should havŜΣ άŀ ƎƛǾŜƴΣ 

ŜǎǘŀōƭƛǎƘŜŘ ŦŜŜƭ ǘƻ ƛǘ ƛƴ ǘƘŀǘ ƛǘ ŀǎǇƛǊŜǎ ǘƻ ōŜŎƻƳŜ ΨǘŀƪŜƴ ŦƻǊ ƎǊŀƴǘŜŘΩέ όǇомпύΦ CƛƴŀƭƭȅΣ ŀƴ ŜǘƘƻǎ ǎƘƻǳƭŘ 

ŜȄŜǊǘ ƛǘǎ ƛƴŦƭǳŜƴŎŜ ŀǘ ŀƴ ǳƴŎƻƴǎŎƛƻǳǎ ƭŜǾŜƭΥ άŀƴ ŜǘƘƻǎ ǘŜƴŘǎ ǘƻ ΨǎǇŜŀƪ ŦƻǊ ƛǘǎŜƭŦΩ ŀƴŘ ŘƻŜǎ ƴƻǘ ǊŜǉǳƛǊŜ 

constant and extensive articulatiƻƴέ όǇомрύΦ 

 

However, in the real world, Eisner (1994) states that there can be a gap between what the school 

articulates as its ethos and what that ethos actually is. This is gap is echoed in policy; policies invariably 

are subject to the vagaries of how ǘƘŜȅ ŀǊŜ ŎƻƳƳǳƴƛŎŀǘŜŘ ŀƴŘ ǊŜŎŜƛǾŜŘΦ άtƻƭƛŎƛŜǎ ǇǊƻƧŜŎǘ ƛƳŀƎŜǎ ƻŦ 

ŀƴ ƛŘŜŀƭ ǎƻŎƛŜǘȅέΣ ŀǘǘŜƳǇǘƛƴƎ ǘƻ ŘŜŦƛƴŜ ǿƘŀǘ Ŏƻǳƴǘǎ ŀǎ ŜŘǳŎŀǘƛƻƴ ό.ŀƭƭΣ мффлΣ ǇоύΤ ǘƘŜȅ ŀǊŜ ǘƘŜ ƻǳǘ-

ǿƻǊƪƛƴƎǎ ƻŦΣ άǘƘŜ ǇƻƭƛŎȅ-ƳŀƪŜǊǎΩ ŘǊŜŀƳǿƻǊƭŘέ (Ball, 1997, p265; 2005, p17), ǿƘƛŎƘ ƛǎΣ άŎƻƭƻǳr and 

ƎŜƴŘŜǊ ŀƴŘ ŀōƛƭƛǘȅ ōƭƛƴŘέ ό.ŀƭƭΣ нлмоΣ Ǉмлоύ ŀƴŘ ǿƘƛŎƘ ǊŀǊŜƭȅ ŦŀŎǘƻǊǎ ƛƴ ǎǳŎƘ ǘƘƛƴƎǎ ŀǎ ǘƘŜ ǎǘŀǘŜ ƻŦ 

buildings, money, time and resources. Often, what ends up in front of those with the responsibility for 

ƛƳǇƭŜƳŜƴǘƛƴƎ ǇƻƭƛŎȅΣ άƳŀȅ ƴƻǘ ŜǾŜƴ ǊŜŦƭŜŎǘ ǇƻƭƛŎȅ ƳŀƪŜǊǎΩ ƛƴǘŜƴǘƛƻƴǎ ǘƻ ōŜƎƛƴ ǿƛǘƘέ όWƻƴŜǎΣ нлмоΣ ǇпύΣ 

becoming little more than symbolic gestures (Berkhout and Wielemans, 1999), which fail to effect 

change or solve problems, becauseΣ άŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎȅ ƛǎ ƴƻǘ Ƨǳǎǘ ŀōƻǳǘ ǿƘŀǘ ǇŜƻǇƭŜ ǎŀȅ ŀƴŘ ŘƻΣ 

educatƛƻƴ ǇƻƭƛŎȅ ƛǎ ŀƭǎƻ ŀōƻǳǘ ōǳƛƭŘƛƴƎǎ ŀƴŘ ŀōƻǳǘ ƳƻƴŜȅΣ ŀƴŘ ǇƻǿŜǊ ǊŜƭŀǘƛƻƴǎΧέ ό!ǾŜƭŀǊΣ нлмсΣ ǇммύΦ 

.ŀƭƭ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ǇƻƭƛŎȅ ŀƴŀƭȅǎƛǎ ǘƻƻ ƻŦǘŜƴ ƛƎƴƻǊŜǎ ŎƻƴǘŜȄǘ ŀƴŘ ǊŜǎŜŀǊŎƘŜǊǎ άŘŜƳŀǘŜǊƛŀƭƛǎŜέ όƛōƛŘύ ǘƘŜƛǊ 

ǿƻǊƪΣ ǿƘƛŎƘΣ άŘƛǎƭƻŎŀǘŜǎ ǎŎƘƻƻƭǎ ŀƴŘ ŎƭŀǎǎǊƻƻƳǎ ŦǊƻƳ ǘƘeir physical and cultural environment. They 

ŀƭƭ ōŜƎƛƴ ǘƻ ΨƭƻƻƪΩ ŀƴŘ ΨǎƻǳƴŘΩ ǘƘŜ ǎŀƳŜέ ό.ŀƭƭΣ нллр, p19).  

 

The research of Chadwick (1994), Donnelly (2000) and Green (2009) found that ethos is not something 

which can planned ahead and merely handed down, and IŀǘǘƻƴΩǎ όнлмоύ ǊŜǎŜŀǊŎƘ ŦƻǳƴŘ clear 

evidence of views expressed by staff not corresponding to the practices within the school. Solvason 

(2005) also identified this gap in his study of relationships between teachers and students and Hyland 

(2000, p27) tŀƭƪǎ ƻŦΣ άŀ ŘƛŎƘƻǘƻƳȅ ōŜǘǿŜŜƴ ǘƘŜƻǊȅ ŀƴŘ ǇǊŀŎǘƛŎŜΦέ !ǎ ǿƛǘƘ ǎƻ Ƴŀƴȅ ƻǘƘŜǊǎΣ DǊŀƘŀƳ 

όнлмнΣ Ǉопнύ ŎƛǘŜǎ 5ƻƴƴŜƭƭȅΩǎ όнлллύ ǿƻǊƪΣ ƛƴ ǿƘƛŎƘ ƘŜǊ ŜǾƛŘŜƴŎŜ ŘŜƳƻƴǎǘǊŀǘŜǎ ŀ ΨƎŀǇΩ ōŜǘǿŜŜƴ ǘƘŜ 

articulated ethos and lived experiences of school staff. 

 

Although impalpable, ethos is nonetheless something real... the ethos of the school we 

attended remains part of our consciousness. When most of what we have learned at 

school has dropped into the deep well of human forgetfulness, a sense of ethos of the 

school can often remain as part of us... the ethos of a school touches the very quality of 

our lives and can constitute an abiding element in the fabric of our very identity.  

(Williams, 2000, p76) 

 

 

So, as to the ΨwhatΩ, the literature suggests that policy is somewhat easier to define than ethos, which 

is commonly used with, instead of or alongside other terms. Lǘ Ƙŀǎ ŀƭǎƻ ǳƴŎƻǾŜǊŜŘ ŀ ΨƎŀǇΩ ƛƴ ōƻǘƘ 

between what is intended and what actually occurs. ¢ƘŜ ƴŜȄǘ ǎŜŎǘƛƻƴ ǿƛƭƭ ŀŘŘǊŜǎǎ ǘƘŜ ΨǿƘȅΩ ƻŦ ŜǘƘƻǎΣ 

considering its purpose and impact.  
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The why 
 

Purpose  

 

Policies are about change. Trowler et al (2003) suggest that this change begins with an identification 

ƻŦ ǘƘŜ ǊŜŀǎƻƴǎ ōŜƘƛƴŘ ŀƴ ƛƴǘŜƴŘŜŘ ƛƴƴƻǾŀǘƛƻƴΣ ŦƻƭƭƻǿŜŘ ōȅΣ άŀ ŎƘŀƭƭŜƴƎŜ ǘƻ ǘƘŜ ōŜƭƛŜŦǎ ǘƘŀǘ ŀǊŜ 

ƛƴŎƻƳǇŀǘƛōƭŜέ ǿƛǘƘ ƛǘ όǇмоύΣ ŦƻƭƭƻǿŜŘ ōȅ ŀ ǎǘǊŀǘŜƎȅ ƻŦ ŎƘŀƴƎƛƴƎ ǘƘŜǎŜ ōŜƭƛŜŦǎΣ άōȅ ǎŜǘǘƛƴƎ ƻǳǘ ǘƘŜ ŎŀǎŜ 

ŦƻǊ ǇǊŜŦŜǊǊƛƴƎ ǘƘŜ ƛƴƴƻǾŀǘƛƻƴ ǘƻ ŜȄƛǎǘƛƴƎ ǇǊŀŎǘƛŎŜǎέ όǇмоύΣ ŦƻƭƭƻǿŜŘ ōȅ ǘƘŜ ŀŘƻǇǘƛƻƴ ŀƴŘ ǘƘŜƴ 

implementation of the policy. If ethos is about values and beliefs, then it must follow that it is the 

ethos which is either compatible or incompatible with the intended policy. 

 

.ŀƭƭ Ŝǘ ŀƭ όнлммύ ǎǳƎƎŜǎǘ ǘƘŀǘ ǘƘŜ ǇǳǊǇƻǎŜ ƻŦ ǇƻƭƛŎȅ ƛǎ ǘƻ ǇǊƻǾƛŘŜΣ άŀ ǾƻŎŀōǳƭŀǊȅ ŦƻǊ ǘƘƛƴƪƛƴƎ ŀōƻǳǘ ŀƴŘ 

talking about practice, reflecting upon it and evaluating ƛǘέ όǇсннύΦ .ŀƭƭ όнлмоύ ƻǇƛƴŜǎ ǘƘŀǘ its role is to 

build on, advance and extend previous policies, whilst Berkhout and Wielemans (1999) propose that 

policies form part of the struggle to exert control over the future and to impose values. The question 

here surely is around what values are being imposed and how these values complement or contradict 

ǘƘƻǎŜ ƛƴƘŜǊŜƴǘ ƛƴ ŀ ǎŎƘƻƻƭΩǎ ŜǘƘƻǎΦ  

 

To educate, therefore, is not simply to get people to learn. It is to get people to learn what 

is believed to be worthwhile... to acquire ways of understanding and seeing the world 

which enhance the quality of life. 

(Pring, 2000, p5) 

 

Barr (2000) suggests that, unless schools clarify what kind of ethos they wish to promote and develop, 

they may find themselves assuming that school members share a common understanding while 

ŀŎǘǳŀƭƭȅ ƘŀǾƛƴƎ ŀ ǊŀƴƎŜ ƻŦ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ŀƴŘ ƛƴǘŜƴǘƛƻƴǎΦ LŦ ǎŎƘƻƻƭǎ ŀǊŜ ǘƻ ƻŦŦŜǊΣ άŜŘǳŎŀǘƛƻƴ with a 

ŎƘŀǊŀŎǘŜǊέ ό5Ŧ99Σ нллмΣ пΦттύΣ ŀ ǇƻǎƛǘƛǾŜ ǎŎƘƻƻƭ ŜǘƘƻǎ ƛǎ ŀ ƪŜȅ ŦŀŎǘƻǊ ŀƴŘΣ ƛƴŘŜŜŘΣ άǘƘŜ ǎǘŀǊǘƛƴƎ Ǉƻƛƴǘ 

for ƭŜŀǊƴƛƴƎέ όDǊŀƘŀƳΣ нлмнΣ ǇопнύΦ ¢Ƙƛǎ ΨŎƘŀǊŀŎǘŜǊΩ ƛǎ ƻƴŜ ƻŦ ǘƘŜ ƪŜȅ ƻǳǘŎƻƳŜǎ ƻŦ ŜǘƘƻǎ ƛƴ ŜŘǳŎŀǘƛƻƴΣ 

ŀŎŎƻǊŘƛƴƎ ǘƻ aŎ[ŀǳƎƘƭƛƴ όнллрΣ ǇомуύΣ ŀƭƻƴƎ ǿƛǘƘΣ άvirtue, dispositions, sensitivities of perception and 

qualities of judgementΧ ǇǊŀŎǘƛŎŀƭ ǿƛǎŘƻƳΧ practical knowƭŜŘƎŜ ƻŦ ǘƘŜ ƎƻƻŘΧ intelligent and 

personally engaged sensitivity to situations and individuals, including oneself, in making judgements 

about what constitutes an appropriate expression of the good in a given circumstance." 

 

For Aristotle, education is about human development, which is about enculturation into a context in 

which the qualities of character are practised and recognised. Schools should be places in which moral 

judgement and principles are expressed, rather than self-interest or social pressure; places where the 

practices of living are considered, within the context of an educationally challenging curriculum (Pring, 

2000). Schools should facilitate, constitute and embody positive influences (McLaughlin, 2005) and 

ǎƘƻǳƭŘ ōŜ ǇƭŀŎŜǎ ƛƴ ǿƘƛŎƘΣ άƳƻǊŀƭ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜƭƛōŜǊŀǘƛƻƴέ ƛǎ ƳƻǊŜ ƛƳǇƻǊǘŀƴǘ ǘƘŀƴ ƳŜŜǘƛƴƎ 

targets (Pring, 2000, p12). Schools should be places which promote in all pupils: 

 

Χindependence of mind, consideration for others, a sense of fairness, together with 

respect for justice aƴŘ ǘƘŜ ǊƛƎƘǘǎ ƻŦ ƻǘƘŜǊǎΧ the challenge for schools is how to implement 

such recommendations while still preserving their individual identities, culture and ethos. 

(Mulcahy, 2000, p85) 
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The additional challenge is how schools can do this within an educational policy landscape that 

currently appears to prize results, statistics and targets above the holistic development of the learner. 

The policies related to school improvement and school effectiveness, however, can be linked to school 

ethos, which has been aǊƎǳŜŘ ǘƻ ōŜΣ άƛƴǘŜƎǊŀƭέ ǘƻ ΨǎǳŎŎŜǎǎŦǳƭΩ ǎŎƘƻƻƭǎ όDǊŀƘŀƳΣ нлмнΣ ǇопмύΦ ¢Ƙƛǎ 

ǎǳŎŎŜǎǎŦǳƭ ŜǘƘƻǎ Ŏŀƴ ōŜ ŀǘǘǊƛōǳǘŜŘ ǘƻΣ άŀ ǎŎƘƻƻƭΩǎ ƻǊƎŀƴƛǎŀǘƛƻƴ ŀƴŘ ǘƘŜ ǿŀȅ ŎƘƛƭŘǊŜƴ ŀǊŜ ǘŀǳƎƘǘέ ό{ƳƛǘƘΣ 

мффрΣ ǇнпύΣ ŎƻƴǎƛǎǘŜƴŎȅ ƛƴΣ άƭŜŀŘŜǊǎƘƛǇΣ ŀŘƳƛƴƛǎǘǊŀǘƛǾŜ ǎǘǊǳŎǘǳǊŜǎ ŀƴŘ ǊǳƭŜǎέ όIŀǘǘƻƴΣ нлмоΣ ǇмрфύΣ άŀ 

sense of shared responsibility within the school community [which] can foster an inclusive school 

ŜǘƘƻǎέ όƛōƛŘΣ Ǉмсфύ ŀƴŘ ǘƘŜ ŎƻƴƴŜŎǘƛƻƴǎ ǿƛǘƘ ŀƭƭ ǎǘŀƪŜƘƻƭŘŜǊǎ ό{ƳƛǘƘΣ нллоύΣ άbetween education and 

the church, the youth service, the police, and all who are driven by the common aim of producing a 

more humane society" (Pring, 2000, p13). These components create a successful ethos, an ethos 

which can produce well-rounded pupils and an ethos which impacts upon their lives. 

 

Impact 

 

Coolahan (2000) suggests that the quality of school life is bound up with its ethos, and Smith (1995) 

believes that schools with a positive ethos need to avoid being defensive about what they are trying 

to do and embrace the excitement of moving forward, rather than becoming complacent. It is not 

wrong to promote the ideas of success and failure, suggests Murray (2000), but schools should not, 

άŜǉǳŀǘŜ ŜŘǳŎŀǘƛƻƴŀƭ ǎǳŎŎŜǎǎ ǿƛǘƘ ŀŎŀŘŜƳƛŎ ǎǳŎŎŜǎǎέ όǇмсύΦ ²Ƙƛƭǎǘ ǇƻǎƛǘƛǾŜ ǎŎƘƻƻƭ ŜǘƘƻǎ Ƙŀǎ ōŜŜƴ 

linked with academic achievement, attendance and good behaviour (Charles and McHugh, 2000), 

Askew (1989) argues that, rather than simply looking at behaviour itself, the organisation and 

structure of the school is an important ethos indicator (Indeed, care needs to be taken that the ethos 

of a school does not perpetuate rather than mitigate aggressive behaviour (Davidson, 1985; 

Stephenson and Smith, 1987).). 

 

In the same way that Ball (2013) suggests that policies build on, advance and extend previous policies, 

Charles and McHuƎƘ ŀǊƎǳŜ ǘƘŀǘ ŜǘƘƻǎ ƛǎ ƴƻǘ ǎǘŀǘƛŎΣ ōǳǘΣ άŎƘŀƴƎŜǎ ƻǾŜǊ ǘƛƳŜ ŀƴŘ ǊŜŦƭŜŎǘǎ ǘƘŜ ƭŀǊƎŜǊ 

ǎƻŎƛŜǘŀƭ ǎȅǎǘŜƳ ǿƛǘƘƛƴ ǿƘƛŎƘ ƛǘ ƛǎ ŜƳōŜŘŘŜŘ όнлллΣ ǇмунύΦ ²Ƙŀǘ ƛǎ ƻŦ ŎǊǳŎƛŀƭ ƛƳǇƻǊǘŀƴŎŜ ƛǎ ǘƘŜΣ άŦƻƭƭƻǿ-

ǘƘǊƻǳƎƘέ ƛƴǘƻ Řŀȅ-to-day life of the practices and relationships of the ethos that is espoused in the 

school (Smith, 1995, p34), until such times as it becomes habitual, taken-for-granted, άtotally 

unremarkable, natural and integral" (Murray, 2000, p16).  

 

This unremarkable modus vivendi only becomes possible and only has a positive impact with careful 

ǇƭŀƴƴƛƴƎ ŀƴŘ ƛƳǇƭŜƳŜƴǘŀǘƛƻƴΣ ŀƴŘ ƛǘ ŎŜǊǘŀƛƴƭȅΣ άƛǎƴΩǘ ŀ ǉǳƛŎƪ ŦƛȄέ ό.ŀǊǊΣ нлллΣ ǇмотύΦ Lǘ ǊŜǉǳƛǊŜǎ 

collaboration, a shared vision, connections between vision and practice, feedback (ibid), clarity, 

consensus, support, commitmeƴǘΣ ΨǎǘƛŎƪŀōƛƭƛǘȅΩ όaǳǊǊŀȅΣ нлллύΣ ƎƻƻŘ ǘŜŀŎƘŜǊκǇǳǇƛƭΣ ǎǘŀŦŦ ŀƴŘ 

parent/teacher relationships, positive behaviour management, communication, an inviting 

environment, consultation, training, mentoring, perception of the need to change and a readiness to 

change (Charles and McHugh, 2000), effective leadership, continuity and consistency, effective and 

intellectually-challenging teaching, a climate of praise, a learning-orientated environment in and out 

of the classroom (Mortimore et al, 1988), the celebration of success, fair allocation of resources, 

ŜŦŦŜŎǘƛǾŜ ǎǘŀŦŦ ŘŜǾŜƭƻǇƳŜƴǘΣ ŀ ƴƻǘƛŎŜŀōƭŜ ŜǘƘƻǎ ǘƻ ƻǳǘǎƛŘŜǊǎΣ ŀƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǎŎƘƻƻƭΩǎ ǇƭŀŎŜ ƛƴ 

the bigger picture (Smith, 1995). Essentially, Smith (2003, p477) believes that ensuring that the school 

ethoǎ ƛǎ ƛƳǇŀŎǘŦǳƭ ƳŜŀƴǎ ǘƘŀǘ ƛǘΣ άincludes the qualities of the learning environment, the values, beliefs 

and principles that are conveyed to the pupils through the actions and behaviours (deliberate and 

otherwise) of the educators in the school, and the habituses brought to the school by pupils and staff 

and those that emanate from institutions in the external environment.έ 
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As these, άΧǾŀƭǳŜǎ Řƻ ƴƻǘ Ŧƭƻŀǘ ŦǊŜŜ ƻŦ ǘƘŜƛǊ ǎƻŎƛŀƭ ŎƻƴǘŜȄǘΦ ²Ŝ ƴŜŜŘ ǘƻ ŀǎƪ ǿƘƻǎŜ ǾŀƭǳŜǎ ŀǊŜ ǾŀƭƛŘŀǘŜŘ 

ƛƴ ǇƻƭƛŎȅΣ ŀƴŘ ǿƘƻǎŜ ŀǊŜ ƴƻǘέ ό.all, 1990, p3). Likewise, in the study of ethos, what is therefore of 

central importance is understanding not just the ΨwhatΩ ŀƴŘ ΨǿƘȅΩ of policy, but the ΨwhoΩ: ά²ƘŜƴ ŀƭƭ 

ƛǎ ǎŀƛŘ ŀƴŘ ŘƻƴŜΣ ƛǘ ƛǎ ǇŜƻǇƭŜ ǿƘƻ ŦƻǊƳǳƭŀǘŜ ŀƴŘ ǎǳǎǘŀƛƴ ǘƘŜ ŎǳƭǘǳǊŜ ŀƴŘ ŜǘƘƻǎέ ό/ƻƻlahan, 2000, p121). 

 

 

 

The who 
 

Whilst every school should be the centre of the community, unfortunately many schools tend to see 

themselves as the centre of the universe. However, ethos cannot be constructed in isolation (Murray, 

нлллύ ŀƴŘ ŀ ǎŎƘƻƻƭΩǎ ŎƘŀǊŀŎǘŜǊ ƛǎΣ άǘƻ ŀ ǾŜǊȅ ƭŀǊƎŜ ŜȄǘŜƴǘΣ ƎƻǾŜǊƴŜŘ ōȅ ŦŀŎǘƻǊǎ ŜȄǘŜǊƴŀƭ ǘƻ ƛǘέ όǇмтύΣ 

such as geography, the state of the buildings, resources, social class (ibid), the wider educational 

system and its policy priorities, framework and influence (Coolahan, 2000; McCormack, 2000; 

McGuinness, 2000), and, of course, the philosophy, values and beliefs of school partners (ibid). So who 

ǘƘŜƴ ŀǊŜ ǘƘŜ ƪŜȅ ŀŎǘƻǊǎΣ άǿƘƻ ŀǊŜ ǘƘŜ ƪŜȅ ǎǇƻƪŜǎǇŜǊǎƻƴǎ ƛΦŜΦ ǿƘŜǊŜ ŘƻŜǎ ǘƘŜ ǇƻǿŜǊ ƭƛŜ ƛƴ ǘƘŜ 

ŎƻƴǎǘǊǳŎǘƛƻƴ ƻŦ ŜǘƘƻǎΚέ όDǊŜŜƴΣ нлмпΣ ǇнфоύΦ Lƴ ŎƻƴǎƛŘŜǊƛƴƎ ǘƘŜ ΨǿƘƻΩ ƻŦ ŜǘƘƻǎΣ ǘƘŜ ƭƛǘŜǊŀǘǳǊŜ ƻƴ policy 

is particularly helpful as it allows for consideration of how actors interact in the process and, 

άŜȄŀƳƛƴƛƴƎ ǿƘŀǘ ƛƴŘƛǾƛŘǳŀƭǎ ŀƴŘ ƎǊƻǳǇǎ ŀŎǘǳŀƭƭȅ Řƻ ƛƴ ǊŜǎǇƻƴǎŜ ǘƻ ǇƻƭƛŎȅέ όNudzor, 2009, p91).  

 

Grek (2011, p239) suggests that, in order to identify the people and voices who inhabit policy and with 

ǿƘƻƳ ǘƘŜ ǇƻƭƛŎȅ ǊŜǎŜŀǊŎƘŜǊ ŜƴƎŀƎŜǎΣ ǊŜǎŜŀǊŎƘŜǊǎ ƴŜŜŘ ǘƻ ǎŜŜ ǇƻƭƛŎȅ ŀǎ ŀ ƴŀǊǊŀǘƛǾŜ ƻǊ ǎǘƻǊȅΣ άŀǎ ŀ 

construction of events and relationships that has a particular plot and follows certain conventions in 

ǘƘŜ ǊƻƭŜǎ ǘŀƪŜƴ ōȅ ŀŎǘƻǊǎέΦ ¢ƘŜǎŜ ŀŎǘƻǊǎΣ άŀǊŜ ōƻǘƘ ǊŜŎŜƛǾŜǊǎ ŀƴŘ ŀƎŜƴǘǎ ƻŦ ǇƻƭƛŎȅέ ό{ŀǳƴŘŜǊǎΣ мфутΣ 

p108) and may include the state, officials of the state, vested interests and stakeholders, school 

leaders, education professionals, parents and children. 

 

Ball et al (2011b) suggest that there are seven types of policy actor:  

¶ narrators: explain, story-ǘŜƭƭ ό.ƻƧŜΣ мффмύ ŀƴŘ ŎǊŜŀǘŜ ƴŀǊǊŀǘƛǾŜǎΣ άas a focus of organisational 

commitment and cohesion, and for the ŎƻƴǎǳƳǇǘƛƻƴ ōȅ ǾŀǊƛƻǳǎ ǇǳōƭƛŎǎέ ό.ŀƭƭ Ŝǘ ŀƭΣ нлммōΣ 

p627);  

¶ entrepreneurs: charismatic, persuasive and forceful advocates and recruiters for change, re-

working and refining policy to translate it to their own context;  

¶ outsiders: consultants and advisers to translate and offer interpretations of interpretations 

(Rizvi and Kemmis, 1987); 

¶ transactors: make policy calculable and teachers accountable; 

¶ enthusiasts: see opportunities to make policies work for their subjects and for their own 

development and therefore embody it in their practice; 

¶ translators: make policies work within the collective practice of their particular environment; 

¶ critics: contribute to policy work with an eye to the protection of interests and to the 

utilisation of FoucaǳƭǘΩǎ όмфтнύ ŦƛŜƭd of memory to provide counter discourses; 

¶ receivers: compliant and reliant on senior colleagues for guidance, direction and instruction. 

 

So, Ƙƻǿ ŘƻŜǎ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊ ƪƴƻǿΣ άǿƘƛŎƘ ǾƻƛŎŜǎ Ŏƻǳƴǘ ǘƘŜ ƳƻǎǘΣ ƻǊ ǿƘŜǊŜ ŀƴŘ Ƙƻǿ ƪŜȅ ŘŜŎƛǎƛƻƴǎ ŀǊŜ 

ŀǊǊƛǾŜŘ ŀǘέ ό.ŀƭƭΣ нлмоΣ Ǉнноύ ŀƴŘ ƘƻǿΣ άvarious institutions, interest groups, and actors endeavour to 

influenceέ (Berkhout & Wielemans, 1999, p418)?  
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Stakeholders 

 

Firstly, those whose voices count most must be influential (Ball, 1990) and powerful (Grek, 2011). They 

are ǘȅǇƛŎŀƭƭȅΣ άōǳǊŜŀǳŎǊŀǘǎΣ ǇƻƭƛŎȅ ŀŘǾƛǎƻǊǎΣ ǇƻƭƛǘƛŎƛŀƴǎ ŀƴŘ ΨǎǇƛƴ ŘƻŎǘƻǊǎΩέ ό[ƛƴƎŀǊŘ Ŝǘ ŀƭΣ нллрΣ ǇтсуύΣ 

άƎƻǾŜǊƴƳŜƴǘ ƻŦŦƛŎƛŀƭ Řŀǘŀ ΨŎǊǳƴŎƘŜǊǎΩέ όDǊŜƪΣ нлммΣ Ǉнотύ ŀƴŘ ƻǘƘŜǊǎ ǿƘƻ ŀǊŜΣ άŦƻǊƳŀƭƭȅ ǊŜŎƻƎƴƛǎŜŘ 

ŀƴŘ ōǳƛƭǘ ƛƴǘƻ ǘƘŜ ŎƻƴǎǳƭǘŀǘƛǾŜ ǇǊƻŎŜŘǳǊŜǎέ όƛōƛŘύΣ ǿith other stakeholders such as principals, teachers, 

parents and learners, and the general public on the side-lines (Lingard et al, 2005; Issakyan et al, 2008). 

At its most basic level, the process of making policy is enacted through the traditional relationship 

between the state and the citizen (Berkhout and Wielemans, 1999) with the latter represented by 

ōƻŘƛŜǎ ǎǳŎƘ ŀǎ ǇŀǊŜƴǘǎΩ ƎǊƻǳǇǎ ŀƴŘ ǘǊŀŘŜ ǳƴƛƻƴǎ όDǊŜƪΣ нлммύΦ 

 

This traditional relationship denotes ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ƘƛǎǘƻǊȅ ƛƴΣ άinfluencing the transformation of 

ǇƻƭƛŎȅ ƛƴǘƻ ǇǊŀŎǘƛŎŜέ ό.ŜǊƪƘƻǳǘ ŀƴŘ ²ƛŜƭŜƳŀƴǎΣ мфффΣ ǇпмнύΦ DŜƻƎǊŀǇƘȅ ƛǎ ŀƭǎƻ ƛƳǇƻǊǘŀƴǘΣ ŜǎǇŜŎƛŀƭƭȅ 

in a small community such as N. Ireland ƛƴ ǿƘƛŎƘΣ ŀǎ ƛƴ {ŎƻǘƭŀƴŘΣ ǘƘŜǊŜ ŀǊŜΣ άǿŜƭƭ-developed sets of 

relations that have developed over many years and that remain close in a small country with very 

strongly-ƴŜǘǿƻǊƪŜŘ ŀǎǎƻŎƛŀǘƛƻƴǎέ όLǎŀŀƪȅŀƴ Ŝǘ ŀƭΣ нллуΣ ǇнпύΦ 

 

Often policy-making has as much to do with discrediting the past (Ball, 1990), appearing newer and 

better than that which was before, imagining a better and brighter future (Lingard and Sellar, 2013). 

It is fundamentally about the exercise of power (Olssen et al, 2014) and the language used to 

ƭŜƎƛǘƛƳŀǘŜ ǘƘŜ ǇƻƭƛŎȅ ǇǊƻŎŜǎǎ όbǳŘȊƻǊΣ нллфύΣ ŀ ƭŀƴƎǳŀƎŜ ǿƘƛŎƘ Ƙŀǎ ƛƴǘǊƻŘǳŎŜŘ ŀ ƴŜǿΣ άƳŜŘƛŀǘƛǎŀǘƛƻn 

of policyέ ό[ƛƴƎŀǊŘ ŀƴŘ wŀǿƻƭƭŜΣ нллпΣ Ǉо61) wherein the media is now one of the major actors in 

influencing policy (Ball, 2013). This use of language will be returned to, but, within the context of 

power relations, Arvidsson (2012) suggests that it is one of three important measures for how policy 

becomes reality: how often a policy imperative is spoken or written about; the influence of the actors 

who articulate it; and the passion and intensity with which they do so. 

 

This passion and influence has certainly been attributed to the role of the churches as key policy 

ŀŎǘƻǊǎΣ ǿƛǘƘ .ŀƭƭ όнлмоύ ǘǊŀŎƛƴƎ ǘƘŜ Ǌƻƻǘǎ ƻŦ ǘƘŜ ŎǳǊǊŜƴǘ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛƴ ǘƘŜ ¦Y ŦǊƻƳΣ άŎƘǳǊŎƘ 

ǎŎƘƻƻƭǎ ŀƴŘ ǾƻƭǳƴǘŀǊȅ ƻǊƎŀƴƛǎŀǘƛƻƴǎέ όǇссύΦ ²Ƙƛƭǎǘ .ŀǊōŜǊ όмффпΣ Ǉноύ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ǘƘŜ ƳƻǾŜ from 

ŎƘǳǊŎƘ ǘƻ ǎǘŀǘŜ ŎƻƴǘǊƻƭΣ άǇǊƻǾŜŘ ƳƻǊŜ ŎƻƳǇƭŜȄΣ ƳƻǊŜ ǎŜƴǎƛǘƛǾŜ ŀƴŘ ƳƻǊŜ ŦƛŜǊŎŜƭȅ ŎƻƴǘŜǎǘŜŘ ǘƘŀƴ ŀƴȅ 

ƻǘƘŜǊ ǿŀǊǘƛƳŜ ŜŘǳŎŀǘƛƻƴ ǊŜŦƻǊƳέΣ .ŀƭƭ όнлмоΣ Ǉммоύ ŎƻƴǎƛŘŜǊǎ ǘƘŀǘΣ άǇƘƛƭŀƴǘƘǊƻǇȅΣ ǾƻƭǳƴǘŀǊƛǎƳ ŀƴŘ 

faith schools are all very much back on the educationŀƭ ǇƻƭƛŎȅ ŀƎŜƴŘŀΦέ  

 

Teachers 

 

¢ŜŀŎƘŜǊǎ ƘŀǾŜ ŀΣ άǇƛǾƻǘŀƭέ όaǳƭŎŀƘȅΣ нлллΣ Ǉутύ ƻǊΣ άƪŜȅ ǊƻƭŜ ƛƴ ƛƴŎǳƭŎŀǘƛƴƎ ǘƘŜ ŜǘƘƻǎέ ŀǊƎǳŜǎ 5ƻƴƴŜƭƭȅ 

όнллпΣ Ǉнссύ ŀƴŘ ƘŀǾŜ ŀΣ άŎǊǳŎƛŀƭ ƛƴǇǳǘ ƛƴǘƻ ƳŀƛƴǘŀƛƴƛƴƎέ ƛǘ ό/ƻƻƭŀƘŀƴΣ нлллΣ ǇмнмύΦ ¢ƘŜȅ ŀǊŜΣ άŎŜƴǘǊŜ 

ǎǘŀƎŜέ ό5ƻƴƴŜƭƭȅΣ 2004, p266) in ensuring that the ethos is shaped from their thinking and acting 

(Bakker and ter Avest (2005). McLaughlin (2005, p319) refers to the work of Oakeshott (1990) as 

ǇƻƛƴǘƛƴƎ ǘƻΣ άǘƘŜ ŎƻƳǇƭŜȄ ŀƴŘ ƭƛǾƛƴƎ ƛƴƘŜǊƛǘŀƴŎŜ ǿƘƛŎƘ ǘŜŀŎƘŜǊǎ Ǉŀǎǎ ƻƴ ǘƻ ǘƘŜƛǊ ǇǳǇƛƭǎΧ ƛƴ ǿŀȅǎ ǿƘƛŎƘ 

ŀǊŜ ƘƛƎƘƭȅ ǊŜƭŀǘŜŘ ǘƻ ŀƴ ŜǘƘƻǎΥ ǘƻƴŜǎ ƻŦ ǾƻƛŎŜΣ ƎŜǎǘǳǊŜǎΣ ŀǎƛŘŜǎΣ ƻōƭƛǉǳŜ ǳǘǘŜǊŀƴŎŜǎ ŀƴŘ ōȅ ŜȄŀƳǇƭŜΦέ 

 

²Ƙƛƭǎǘ ǘŜŀŎƘŜǊǎΩ ƻǿƴ ǇŜǊǎƻƴŀƭΣ άŜȄǇŜŎǘŀǘƛƻƴǎΣ ǎŜƴǎƛǘƛǾƛǘƛŜǎΣ ǇǊƛƻǊƛǘƛŜǎ ŀƴŘ ǾŀƭǳŜǎέ ό±ƭŀŎƘƻǳΣ мффтΣ 

Ǉмтоύ ŜȄŜǊǘΣ άŀ ŘŜŦƛƴƛƴƎ ƛƴŦƭǳŜƴŎŜ ƻƴ ǘƘŜ ǎŎƘƻƻƭ ŜǘƘƻǎέ ό5ƻƴƴŜƭƭȅΣ нллпΣ !ōǎǘǊŀŎǘύΣ wƻǿŜ όнлллΣ Ǉмтпύ 

ǎǳƎƎŜǎǘǎ ǘƘŀǘΣ άIt goes without saying that thŜ ǎŜƭŜŎǘƛƻƴ ƻŦ ŀ ǘŜŀŎƘƛƴƎ ǎǘŀŦŦΧ committed to the 

implementation of the ethos in the whole life of the school is of paramount importance." There is an 

expectation from school authorities that staff therefore set an example in line with the ethos 
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(McLaughlin, 2005); indeed, staff who share the ethos of a school are more likely to espouse it (Green, 

2014) and άactively enactέ it (Donnelly, 2004, p265).  

 

Does this pose a problem for teachers? In their research into schools with a Christian ethos, Bakker 

and ter Avest (2005) found that until teachers were asked to reflect on this, they had no problem as 

ǘƘŜ ŜǘƘƻǎ ǇǊƻǾŜŘ ǘƻ ōŜΣ άŀƴ ŀōǎǘǊŀŎǘ ŎƻƴŎŜpt that exists rather isolated from the daily practices of the 

ǎŎƘƻƻƭέ όǇортύΦ .ƻƭŘǘ όнлллΣ Ǉпнύ ǇƛŎƪǎ ǳǇ ƻƴ ǘƘƛǎ ƴƻǘƛƻƴ ƻŦ ǊŜŦƭŜŎǘƛƻƴΣ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘ ǘŜŀŎƘŜǊǎ 

welcome it: 

 

In general, teachers reported a positive attitude to being afforded an opportunity to 

reflect on and articulate the ethos of their schools. The attitudes of teachers suggested 

that they are interested in the ethos of their schools and willing to spend time 

understanding and reflecting upon their values.  

 

Time for reflection can be pitifully scarce in the current educational landscape, however, and can 

ǊŜǎǳƭǘ ƛƴ ŀƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜƛǊ ǎŎƘƻƻƭΩǎ ŜǘƘƻǎ ǿƘƛŎƘ ƛǎΣ άŦǊǳǎǘǊŀǘƛƴƎƭȅ ǾŀƎǳŜέ όDǊŜŜƴΣ нлмпΣ ǇнфсύΦ 

In NI, in particular, with an agenda of Shared Education between (mainly) Maintained and Controlled 

ǎŎƘƻƻƭǎΣ άpolicy makers may need to reconsider the support which Catholic and Protestant teachers 

are offered in this regardέ (Donnelly, 2012, p549). The need for this time was clear in the work of Boldt 

(2000) who found that, "time to reflect on and articulate the ethos of their school would 'give direction 

and purpose'... [and] reflecting on and articulating the ethos of their school would 'help develop well 

rounded individuals'" (p40).  

 

Pupils 

 

¢ƘŜǎŜ ΨǿŜƭƭ ǊƻǳƴŘŜŘ ƛƴŘƛǾƛŘǳŀƭǎΩ ŀǊŜΣ ƻŦ Ŏƻurse, the pupils. Whilst they are not directly key actors in 

ǘƘŜ ŎǊŜŀǘƛƻƴ ŀƴŘ ƻǳǘǿƻǊƪƛƴƎ ƻŦ ŀ ǎŎƘƻƻƭΩǎ ŜǘƘƻǎΣ ǘƘŜƛǊ ōŜƘŀǾƛƻǳǊ ŀƴŘ ŀǘǘƛǘǳŘŜǎ ƛƴǾŀǊƛŀōƭȅ ŘŜƳƻƴǎǘǊŀǘŜ 

the manifestation of it. However, it is they who are the recipients of the ethos, they have a perspective 

on it (Graham, 2012) and they perceive it (Green, 2014). 

 

Pike (2008, p6) believes that pupils respond to ǿƘŀǘ ǘƘŜƛǊ ǎŎƘƻƻƭΩǎ ŜǘƘƻǎΣ άbelieves about them, what 

it believes they are capable of achieving and what it believes about their place in the world. Pupils 

interpret ethos: it is ŀ ΨǘŜȄǘΩ ǘƘŀǘ ȅƻǳƴƎ ǇŜƻǇƭŜ Ŏŀƴ ǊŜŀŘΦέ Iƻǿ ǇǳǇƛƭǎΣ ŀƴŘ ƛƴŘŜŜŘΣ ǇŀǊŜƴǘǎ ΨǊŜŀŘΩ ǘƘŜƛǊ 

ǎŎƘƻƻƭΣ άƛǎ ǇŜǊƘŀǇǎ ǘƘŜ ǊŜŀƭ ǘŜǎǘ ƛƴ ŀƴȅ ƭƛōŜǊŀƭ ŘŜƳƻŎǊŀŎȅέ όtƛƪŜΣ нлммΣ ǇрсфύΦ 

 

Parents 

 

Parents too have an important role in school ethos. Throughout the literature, the extent to which 

parents are involved with schools is mentioned often (see, for example, Glover and Coleman, 2005; 

/ƘŀǊƭŜǎ ŀƴŘ aŎIǳƎƘΣ нлллύΤ 5ƻƴƴŜƭƭȅ όнлллύ ŜǾŜƴ ƎƻŜǎ ǎƻ ŦŀǊ ŀǎ ǘƻ ŎƻƴŎŜǇǘǳŀƭƛǎŜ ŀƴΣ άŜǘƘƻǎ ƻŦ 

parentŀƭ ƛƴǾƻƭǾŜƳŜƴǘέ όǇмптύΦ [ŀƳōƪƛƴ όнлллύ ǘŀƭƪǎ ƻŦ ǘƘŜ ōŜƘŀǾƛƻǳǊ ƻŦ ǇŀǊŜƴǘǎ ŀǎ ōŜƛƴƎ ŀ ŦŀŎǘƻǊ ƛƴ 

the manifestation of ethos. Munn et al (2000), Canavan and Monahan (2000) and Donnelly (2004) cite 

relationships with parents as a key indicator of ethos. Smith (1995) suggests that ethos is constructed 

partly through interaction with parents, whilst Smith (2000) talks of the culture mix that they bring to 

the school ethos. Rowe (2000) cites the expectations which parents have over ethos and also the 

importance of communication with them, as do Glover and Coleman (2005) and Coolahan (2000).  
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Perhaps the most obvious area in which parents become involved in ethos is in their exercising choice 

over which schools to send their children (McCormack, 2000; Pike, 2008; Green and Cooling, 2009). 

This is seen most obviously when school ethos is based upon religion; sometimes this is manifested in 

a positive way and, άŀŘƳƛǊŜŘ ŀƴŘ ǊŜǎǇŜŎǘŜŘ ōȅ ǘƘŜǎŜ ǊŜƭƛƎƛƻǳǎƭȅ ƛƴŀŎǘƛǾŜ ƛƴŘƛǾƛŘǳŀƭǎέ όIŜƳƳƛƴƎΣ нлммΣ 

p1072). Sometimes it is as a reaction against an overtly religious ethos: "integrated education for many 

parents often represents a choice against the conventional school types as opposed to a choice for 

integrated schools" (Donnelly, 2000, p146). 

 

Although parents discuss ethos (BakƪŜǊ ŀƴŘ ǘŜǊ !ǾŜǎǘΣ нллрύΣ .ƻƭŘǘΩǎ όнлллύ ǎǘǳŘȅ ǎŜŜǎ ǘƘŜƳ 

suggesting that ethos is decided by school authorities, implying their view that they have no part in 

ethos. Donnelly (2000) disputes this, suggesting that, "the impetus for integrated education came 

largely from groups of parentsέ όǇмпрύ ŀƴŘ tƛƪŜΩǎ όнллуύ ǿƻǊƪ ǘŀƭƪǎ ƻŦ ǇŀǊŜƴǘǎ ŦƻǳƴŘƛƴƎ /ƘǊƛǎǘƛŀƴ 

ǎŎƘƻƻƭǎΦ ²ƛƭƭƛŀƳǎ όнлллΣ Ǉунύ ōŜƭƛŜǾŜǎ ǘƘŀǘ ŜǘƘƻǎ ǎƘƻǳƭŘ ōŜΣ άƻǿƴŜŘ ŀƴŘ ǎƘŀǊŜŘέ ōȅ ŀƴŘ ǿƛǘƘ ŀƭƭ 

ǇŀǊŜƴǘǎ ŀƴŘ ǎƘƻǳƭŘ ŜƳŜǊƎŜΣ άfrom the genuinely held convictions and aspirations of parents and 

teachers and pupils.έ  

 

School leaders 

 

However, ethos cannot arise out of random events, argues Smith (1995); it takes the commitment of 

ǘƛƳŜ ŀƴŘ ƭŜŀŘŜǊǎƘƛǇΦ [ŜŀŘŜǊǎ ƛƴ ǎŎƘƻƻƭǎ ŀǊŜΣ άparticipants and co-learners in the ethos, simultaneously 

creatures of it and partly creators of it" (Smith, 2003, p469) and the style of leadership will have a, 

άǇǊƻŦƻǳƴŘ ŜŦŦŜŎǘέ ό{ƳƛǘƘΣ мффрΣ Ǉолύ ƻƴ ǘƘŜ ŜǘƘƻǎ ƻŦ ǘƘŜ ǎŎƘƻƻƭΦ DǊŜŜƴ όнлмпΣ Ǉнфсύ ǇǊƻǇƻǎŜǎ ǘƘŀǘ 

ǎŎƘƻƻƭ ƭŜŀŘŜǊǎΣ άǎƘƻǳƭŘŜǊ ŀƭƳƻǎǘ ǎƻƭŜ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ŦƻǊ ǘƘŜ ǎǳŎŎŜǎǎ ƻǊ ƻǘƘŜǊǿƛǎŜ ƻŦ ǘƘŜƛǊ ǎŎƘƻƻƭǎέ ŀƴŘ 

that the area of ethos is a small, if any part of their training. This can lead to a lack of confidence in 

articulating it and a vision sometimes at variance with governors which becomes fragmented, 

άmisunderstood and misinterpreted" (Smith, 1995, p36).  

 

This, therefore, calls for an atmosphere of trust within school leadership (Rowe, 2000) so that, in 

ŀŘŘƛǘƛƻƴ ǘƻ ǘƘŜ ŜŦŦŜŎǘƛǾŜ ƻǳǘǿƻǊƪƛƴƎ ƻŦ ǘƘŜ ǎŎƘƻƻƭΩǎ ŜǘƘƻǎΣ ǘƘŜȅΣ άdevelop an ethos of working together 

to achieve the aims of the school" (Smith, 1995, p44). !ŦǘŜǊ ŀƭƭΣ ƭŜŀŘŜǊǎ ŀǊŜΣ άƛƴŘƛǾƛŘǳŀƭ ŀŎǘƻǊǎέ όCǊŀƴŎƛǎΣ 

2015, p448) and the role of specific, powerful individuals cannot be underestimated, a point raised by 

Scribner et al (1994) who talk of the way in which individuals can influence and shift debates as they 

move in and out of positions of influence.  

 

The literature on policy further aids understanding ƻŦ ǘƘŜ ΨǿƘƻΩ ƻŦ ŜǘƘƻǎ ƛƴ ǘƘŀǘ the act of making 

policy is a complex one, with no guarantees over who controls it (Richardson, 2007); and policies are 

the intended practical out-ǿƻǊƪƛƴƎǎ ƻǊΣ άǘƘŜ ŀǳǘƘƻǊƛǘŀǘƛǾŜ ŀƭƭƻŎŀǘƛƻƴ ƻŦ valuesέ ƻŦ ǇƻƭƛŎȅ ŀŎǘƻǊǎ (Kogan, 

1975, p55ύ ǿƘƻ ǘǊȅ ǘƻΣ άƛƳǇƻǎŜ ǾŀƭǳŜǎ ƻƴ ǘƘŜ ŦǳǘǳǊŜέ ό.ŜǊƪƘƻǳǘ ŀƴŘ ²ƛŜƭŜƳŀƴǎΣ 1999, p404) beginning 

ōȅΣ άŘŜǘŜǊƳƛƴƛƴƎ Ƙƻǿ ŜƳǇƭƻȅŜŜǎ ǎƘƻǳƭŘ ǘƘƛƴƪ ŀƴŘ ŦŜŜƭΧ ώŀƴŘϐΧ ƛƳǇǊƛƴǘƛƴƎ ǘƘŜ ŎƻǊŜ ǾŀƭǳŜǎ ƻŦ ǘƘŜ 

ƻǊƎŀƴƛǎŀǘƛƻƴέ ǳǇƻƴ ǘƘŜƳ ό²ƛƭƳƻǘǘΣ мффоΣ ǇǇрннϧрноύΦ  ¢ǊȅƛƴƎ ǘƻ ŎƻƳŜ ǘƻ ŀΣ άƴŜƎƻǘƛŀǘŜŘ ǎƛƴƎƭŜ 

ǎƻƭǳǘƛƻƴέ therefore invariably compromises the values of actors (Swanson, 1989, p273) and it these 

competitions between values (Cibulka, 1994) that form much of the bases for conflict. 

 

²ƛǘƘƻǳǘ ŜǘƘƻǎΣ ǘƘƛǎ ŎƻƴŦƭƛŎǘ Ŏŀƴ ƳŀƴƛŦŜǎǘ ƛǘǎŜƭŦ ƛƴ ŘƛŦŦŜǊŜƴŎŜǎΣ άōŜǘǿŜŜƴ ǘƘŜ ƻōƧŜŎǘƛǾŜǎ ƻŦ ǘƘŜ ǎŎƘƻƻƭ 

and the culture oŦ ǘƘŜ ǇǳǇƛƭǎ ŦǊƻƳ ǘƘŜ ƭƻŎŀƭ ŀǊŜŀέ όDƭƻǾŜǊ ŀƴŘ /ƻƭŜƳŀƴΣ нллрΣ ǇнруύΣ ŀƴŘΣ ŀǎ ƛǎ ǘƘŜ 

ŎŀǎŜ ƛƴ bLΣ ǘƘŜΣ άŎƻƳǇƭŜȄ ǿŜō ƻŦ ǎƻŎƛŀƭ ŦƻǊŎŜǎ ƛƴ ǿƘƛŎƘ ǘŜŀŎƘŜǊǎ ŎƘŀǊƎŜŘ ǿƛǘƘ ŘŜƭƛǾŜǊƛƴƎ ǾŀƭǳŜǎ ŀǊŜ 

ŜƴƳŜǎƘŜŘέ ό5ƻƴƴŜƭƭȅΣ нллпΣ ǇнссύΦ  
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In order to mitigate this conflict, trust must therefore be established and this trust begins with 

discussion, dialogue, negotiation and agreement ς with words 

 

 

 

The words 
 

Written ς ethos as text 

 

!ƴ ŜǘƘƻǎ ǿƘƛŎƘ ƛǎΣ άŘŜƭƛōŜǊŀǘŜƭȅ ǎƘŀǇŜŘ ƻǊ ǎǘƛǇǳƭŀǘŜŘέ Ŏŀƴ ōŜ ǾƛŜǿŜŘ ŀǎ ƛƴǘŜƴǘƛƻƴŀƭΣ ŀǊǘƛŎǳƭŀǘed, 

intended or cognitive (McLaughlin, 2005, p312), and Boldt (2000, p42) suggests that an intentional 

ŜǘƘƻǎ ƛǎ ǿƘŀǘ ǘƘŜ ŀǳǘƘƻǊƛǘƛŜǎΣ άŘŜǘŜǊƳƛƴŜ ǘƻ ōŜ ǘƘŜ ŀƛƳǎΣ ǾŀƭǳŜǎ ŀƴŘ ŎƻƴŘǳŎǘ ƻŦ ǘƘŜ ǎŎƘƻƻƭΦέ wƻǿŜ 

όнлллύ ǎǳƎƎŜǎǘǎ ǘƘŀǘΣ άƛǘ ƛǎ ŀ ŦǳƴŘŀƳŜƴǘŀƭ ƻōƭƛƎŀǘƛƻƴ ƻŦ ŀƴȅ ǎŎƘƻƻƭ ǘƻ ŘŜŦƛƴŜ ƛǘǎ ŜǘƘƻǎ ƛƴ ǿǊƛǘǘŜƴ ŦƻǊƳέ 

όǇмтмύ ŀǎ ƛǘΣ άŀƭƭƻǿǎ ŀƭƭ ŎƻƴŎŜǊƴŜŘ ǘƻ ƪƴƻǿ ŜȄŀŎǘƭȅ ǿƘŜǊŜ ǘƘŜȅ ǎǘŀƴŘέ όǇмтнύΦ  

 

These clear presentations can be viewed as policy texts, which Lewis and Simon (1986, p458) describe 

ŀǎΣ άǿǊƛǘǘŜƴ ǇŀǎǎŀƎŜǎΣ ƻǊal communication, nonverbal communication accomplished through body 

movement and expression, and visual forms of representation such as paintings, photographs, and 

ǎŎǳƭǇǘǳǊŜέΦ .ŀƭƭ Ŏŀƭƭǎ ǘƘŜƳ ǇƘȅǎƛŎŀƭ ŎƻŘŜǎ ŎŀǇǘǳǊŜŘ ƛƴ ǇƻƭƛŎȅ ŘƻŎǳƳŜƴǘǎ όDŀƭŜΣ мфффύΣ ƻǊ ŀƴ over-

ŀǊŎƘƛƴƎΣ άƎƻǾŜǊƴƛƴƎ ǘŜȄǘέ ό/ŀƭƭŜǿŀŜǊǘΣ нллсΣ Ǉтс), whilst Jones (2013) argues that they can either be 

ǇƘȅǎƛŎŀƭ ŘƻŎǳƳŜƴǘǎΣ ƻǊΣ άŀƴ ƻŦŦƛŎƛŀƭ ǎǇƻƪŜƴ ǊŜǉǳƛǊŜƳŜƴǘ όǾŜǊōŀƭ ǘŜȄǘύ ƻƴ ŜȄǇŜŎǘŜŘ ōŜƘŀǾƛƻǳǊǎέ όǇоύΦ 

Gale (1999) suggests that such texts can be defined as: discernible through the senses; having some 

sort of attributable meaning; either stand-alone, or reliant on other texts for it to make sense.  

 

Yet texts ŀǊŜΣ άǊŀǊŜƭȅ ǘƘŜ ǿƻǊƪ ƻŦ ǎƛƴƎƭŜ ŀǳǘƘƻǊǎ ƻǊ ŀ ǎƛƴƎƭŜ ǇǊƻŎŜǎǎ ƻŦ ǇǊƻŘǳŎǘƛƻƴέ (Ball, 1993, p11) 

anŘ ŀǊŜ ǘƘŜ ƛƴŎƻƳǇƭŜǘŜ ǇǊƻŘǳŎǘǎ ƻŦ ŎƻƳǇǊƻƳƛǎŜΤ ŀǎ ŀǳǘƘƻǊǎ ŎŀƴΩǘ ŎƻƴǘǊƻƭ ǘƘŜ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴ ƻŦ ǘƘŜƛǊ 

texts, the meaning can shift and change as key interpreters and actors change (sometimes deliberately 

in order to change the meaning of policy); texts often take on a life of their own, are read in different 

ǿŀȅǎ ōȅ ŘƛŦŦŜǊŜƴǘ ŀŎǘƻǊǎΣ ŀƴŘ ǘƘŜƛǊ ƛƴǘŜƴǘƛƻƴǎ ŀǊŜΣ άǊŜ-worked and re-ƻǊƛŜƴǘŜŘ ƻǾŜǊ ǘƛƳŜέ όƛōƛŘύΦ  

 

LƴŘŜŜŘΣ άǎƻƳŜ ǘŜȄǘǎ ŀǊŜ ƴŜǾŜǊ ŜǾŜƴ ǊŜŀŘ ŦƛǊǎǘ ƘŀƴŘέ όƛōƛŘύΦ ¢ƘŜȅ Ŏŀƴ ōŜ ǳƴǿƻǊƪŀōƭŜΣ ǿƛǘƘ ƴŜƛǘƘŜǊ 

funding, ƴƻǊ ǊŜǎƻǳǊŎŜǎΣ ƴƻǊ ƎǳƛŘŀƴŎŜΣ ŀƴŘ Ŏŀƴ ŀƭǎƻ ōŜ ƛƎƴƻǊŜŘΣ άōǳǊƛŜŘ ƛƴ ǘƘŜ ŘŜǇǘƘǎ ƻŦ ǘƘƛŎƪ Ƴŀƴǳŀƭǎ 

ƻǊ ƘƛŘŘŜƴ ŀǘ ǘƘŜ ŜƴŘ ƻŦ ƛƴŦƛƴƛǘŜƭȅ ŘƛǾŜǊǘƛƴƎ ŎƭƛŎƪǎ ƻƴ ƘȅǇŜǊƭƛƴƪŜŘ ǿŜōǇŀƎŜǎέ όWƻƴŜǎΣ нлмоΣ ǇоύΦ 

Alternatively they can be trumpeted as models of good practice when politically expedient, or equally 

decried by their opponents, who use their words to press home counter-agendas. More often than 

not, the intentions of those who have initiated, produced and disseminated the text may not be 

reflected in how they have been de-contextualised (ibid). 

 

Thus, the physical text that pops through the school letterbox, or where ever, does not 

arrive 'out of the blue'Χ The text and its readers and the context of response all have 

histories. 

(Ball, 1993, p11) 

 

Spoken ς ethos as discourse 

 

LŦ ǘƘŜ ƭŀƴƎǳŀƎŜ ƻŦ ǘƘŜ ΨƛƴǘŜƴŘŜŘΩ ŜǘƘƻǎ ƛǎΣ άǇŀǊǘ ŀƴŘ ǇŀǊŎŜƭ ƻŦΧ ƻŦŦƛŎƛŀƭ ŘƻŎǳƳŜƴǘǎέΣ ǘƘŀǘ ƻŦ ǘƘŜ ΨƭƛǾŜŘΩ 

ethos is written in another language altogether (Bakker and ter Avest, 2005, p360). Jones (2013) 
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suggests that, in addition to the conceptualisŀǘƛƻƴ ƻŦ ǇƻƭƛŎȅ ŀǎ ǘŜȄǘΣ άǘƘŜǊŜ ƛǎ ŀƭǎƻ ǘƘŜƻǊŜǘƛŎŀƭ ǿƻǊƪ ǘƘŀǘ 

understands policy as ƳƻōƛƭƛǎƛƴƎ ǎǇŜŎƛŦƛŎ ΨŘƛǎŎƻǳǊǎŜǎΩ ǿƛǘƘƛƴ ƻǊ ŀŎǊƻǎǎ ƛǘǎ ǾŀǊƛƻǳǎ ǘŜȄǘǎ ŀƴŘ ǇǊƻŎŜǎǎŜǎέ 

(p10, original emphasis).  

 

Rogers et al (2005) define discourse as a running to and fro described in the Latin discursus, while 

DƛƭōŜǊǘ ōŜƭƛŜǾŜǎ ǘƘŀǘ ƛǘ ƛǎ ǘƘŜ ŜƴƎŀƎŜƳŜƴǘ ōŜǘǿŜŜƴ ǇŜƻǇƭŜΣ άƳŀƪƛƴƎ ŀƴŘ ƛƴǘŜǊǇǊŜǘƛƴƎ ƳŜŀƴƛƴƎέ όмффнΣ 

ǇруύΦ .ŀƭƭΩǎ ǾƛŜǿ ƛǎ ǘƘŀǘ ŘƛǎŎƻǳǊǎŜǎ ŀǊŜ ƴƻǘ Ƨǳǎǘ ŀōƻǳǘ ǘƘŜ ǎǘŀǘŜƳŜƴǘǎΣ ƻǊ ƛƴŘŜŜŘΣ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ ŎƻƳƛƴƎ 

up with the ǎǘŀǘŜƳŜƴǘǎΣ ōǳǘ ǘƘŀǘΣ ά5ƛǎŎƻǳǊǎŜǎ ŀǊŜ ŀōƻǳǘ ǿƘŀǘ Ŏŀƴ ōŜ ǎŀƛŘΣ ŀƴŘ ǘƘƻǳƎƘǘΣ ōǳǘ ŀƭǎƻ ŀōƻǳǘ 

ǿƘƻ Ŏŀƴ ǎǇŜŀƪΣ ǿƘŜƴΣ ǿƘŜǊŜ ŀƴŘ ǿƛǘƘ ǿƘŀǘ ŀǳǘƘƻǊƛǘȅέ ό.ŀƭƭΣ мффоΣ ǇмпύΦ  

 

{ƛƳƛƭŀǊƭȅΣ ŜǘƘƻǎΣ άŎŀƴƴƻǘ ōŜ ƛƳǇƻǎŜŘ ōȅ ƭŜƎƛǎƭŀǘƛǾŜ fiatέ ό²ƛƭƭƛŀƳǎΣ нлллΣ Ǉунύ ŀƴŘΣ ǳƴƭŜǎǎ it is to be an, 

άŜǘƘƻǎ ƻŦ ŎƻŜǊŎƛƻƴέ όƛōƛŘύΣ ƛǘ Ƴǳǎǘ ōŜΣ άa negotiated process whereby individuals come to some 

agreementέ ό5ƻƴƴŜƭƭȅΣ нлллΣ ǇмрлύΤ ƘƻǿŜǾŜǊΣ άthe dilemma of ethosέ όƛōƛŘύ ƛǎ ƛƴ Ƙƻǿ ŘƛŦŦƛŎǳƭǘ ǘƘƛǎ ƻŦǘŜƴ 

proves to be. Ethos can only best be created and manifested through shared, continuing, ongoing 

discourse, integrated into the life of the school (Coolahan, 2000; Rowe, 2000): άfrom the academic 

article to the policy document and curriculum specifications, from the folk wisdom of the staffroom to 

ǘƘŜ ǇǊƛƴŎƛǇŀƭΩǎ ǎǇŜŜŎƘ ŀǘ ǘƘŜ ǎŎƘƻƻƭ ŀǎǎŜƳōƭȅΣ ŀƴŘ ŦǊƻƳ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ǘŜȄǘ ǘƻ ǎǘǳŘŜƴǘ ǎƳŀƭƭ ƎǊƻǳǇ and 

ƭŜǎǎƻƴ ǘŀƭƪέ (Luke and Luke, 1995, p364).   

 

This dialogue should begin at school level (Bakker and ter Avest, 2005) and it should be real rather 

than simply an exchange of views which make people aware of the variety of opinions, argues Donnelly 

όнллпύΦ Lǘ ǎƘƻǳƭŘ ōŜ ǿƛǘƘƛƴ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ ŦǊŀƴƪ ŘƛǎŎǳǎǎƛƻƴǎ ǿƘƛŎƘΣ άnot only help individuals to explore 

ǘƘŜƛǊ ƻǿƴ ΨǘŀƪŜƴ ŦƻǊ ƎǊŀƴǘŜŘΩ ŀǎǎǳƳǇǘƛƻƴǎ ōǳǘ ǎƘƻǳƭŘ ŀƭso encourage them to come to an acceptance 

of what others believeέ όǇнсрύΦ  

 

Whether such a democratic process of owning a shared ethos is actually possible within schools has 

been questioned (Williams, 2000), but, in order for agreement to be reached, it Ƴǳǎǘ ōŜΣ άŀƴ ƛŘŜŀ ŀƴŘ 

ŘƛǎŎǳǎǎƛƻƴ ŘǊƛǾŜƴ ǇǊƻŎŜǎǎέ όwƻǿŜΣ нлллΣ ǇмтпύΦ ¢Ƙƛǎ ǘŜƴǘŀǘƛǾŜ ǇǊƻŎŜǎǎ όDǊŀƘŀƳΣ нлмнύ ōŜƎƛƴǎ ǿƛǘƘ 

every-day relationship building (Hogan, 1984), which has discourse or dialogue at its core and involves 

ŀƭƭ ƻŦ ǘƘŜ ǎŎƘƻƻƭΩǎ ǇŀǊǘƴŜǊǎ όaŎ/ormack, 2000). Ultimately such an approach to ethos in turn 

ƛƴŦƭǳŜƴŎŜǎ ǘƘŜ ŜǘƘƻǎ ŀƴŘ ƛƴŦƭǳŜƴŎŜǎ ƻǘƘŜǊǎΩ ŀǘǘƛǘǳŘŜǎ ǘƻ ǘƘŜ ŜǘƘƻǎΥ άŘƛŀƭƻƎǳŜ ōǳƛƭŘǎ ŀ ŘƛǎǘƛƴŎǘ ŜǘƘƻǎ ƻŦ 

ƛǘǎ ƻǿƴέ όIƻƎŀƴΣ мфупΣ ǇтлнύΦ 

 

CŀƛǊŎƭƻǳƎƘ όмфуфΣ мффнΣ мффрύ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ŀƴȅΣ άŘƛǎŎǳǊǎƛǾŜ ŜǾŜƴǘέ όмффнΣ Ǉпύ Ƙŀǎ ǘƘǊŜŜ ƪŜȅ ŜƭŜƳŜƴǘǎΥ 

the reading of the text; the discursive processes of development and interpretation; and the practices 

which happen within the social and/or historical contexts that shape the discourses.  Discourses can 

compete, yet converge (Foucault, 1972) and they can also constrain (Trowler, 1998) and limit (Henry, 

1993; Gale, 1999) in Ƙƻǿ ǘƘŜƛǊ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴΣ άŎƻƴǎǘǊŀƛƴǎ ǘƘŜ ΨƛƴǘŜƴŘŜŘΩ ƳŜŀƴƛƴƎǎέ of texts (Nudzor, 

1999, p91). Policy as discourse, argues Ball, can be brought tƻƎŜǘƘŜǊ ƛƴΣ άǇƻƭƛŎȅ ŜƴǎŜƳōƭŜǎέ όмффоΣ 

p14), ŀΣ άŘƛǎŎǳǊǎƛǾŜ ŜƴǎŜƳōƭŜέ όнлмоΣ Ǉмссύ ǿƘƛŎƘ ōǊƛƴƎǎ ǘƻƎŜǘƘŜǊ ǊŜƭŀǘŜŘ ǇƻƭƛŎƛŜǎ ƛƴǘƻ ŀƴ ŀŎŎŜǇǘŀōƭŜ 

ŀǊǘƛŎǳƭŀǘƛƻƴΣ άǎƻ ƛǘ ŘƻŜǎƴΩǘ ƳŀǘǘŜǊ ǿƘŀǘ ǎƻƳŜ ǇŜƻǇƭŜ ǎŀȅ ƻǊ ǘƘƛƴƪΣ ƻƴƭȅ ŎŜǊǘŀƛƴ ǾƻƛŎŜǎ Ŏŀƴ ōŜ ƘŜŀǊŘ ŀǎ 

meaningful or ŀǳǘƘƻǊƛǘŀǘƛǾŜέ όмффоΣ ǇмрύΦ 

 

¢ƘƻǎŜ ǇƻƭƛŎȅ ƴŀǊǊŀǘƛǾŜǎΣ ƻǊΣ άǇƻƭƛŎȅ ǊƘŜǘƻǊƛŎǎέ ό.ŀƭƭΣ нлмоΣ Ǉсύ Ŏŀƴ ŘƛǎǇŀǊŀƎŜ ŀƭǘŜǊƴŀǘƛǾŜ ŀŎǘƻǊǎΣ ŘŜŎǊȅƛƴƎ 

their positions as dogmatic, self-interested ideologies (Francis, 2015), or can be used to bring 

individuals on board through rhetorics of persuasion (Nicholl and Edwards, 2004). Individuals 

themselves, whilst not enjoying equal access to influence, can participate in, validate or reject policy 

rhetorics (ibid), actively promoting a narrative, especially now through social media (Freedman, 2014). 
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hŦǘŜƴ ǘƘŜǎŜ ƴŀǊǊŀǘƛǾŜǎ ŎǊŜŀǘŜΣ ǊŀǘƘŜǊ ǘƘŀƴ ǊŜŦƭŜŎǘΣ ǊŜŀƭƛǘȅΣ άŘŜǇƭƻȅŜŘ ƛƴ ǘƘŜ ŀǘǘŜƳǇǘ ǘƻ ǇǊƻŘǳŎŜ ŎŜǊǘŀƛƴ 

ƳŜŀƴƛƴƎǎ ŀƴŘ ŜŦŦŜŎǘǎέ ό9ŘǿŀǊŘǎ Ŝǘ ŀƭΣ мфффΣ ǇснлύΣ άƳŀƪƛƴƎ ǇŀǊǘƛŎǳƭŀr sets of ideas obvious, common-

ǎŜƴǎŜ ŀƴŘ ΨǘǊǳŜΩέ ό.ŀƭƭΣ 2013, p7)  

 

²Ƙƛƭǎǘ CƻǳŎŀǳƭǘ όмфтпΣ Ǉпфύ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ŘƛǎŎƻǳǊǎŜ ƛǎΣ άƛǊǊŜŘǳŎƛōƭŜ ǘƻ ƭŀƴƎǳŀƎŜ ŀƴŘ ǎǇŜŜŎƘέΣ 

ƴƻƴŜǘƘŜƭŜǎǎ ǘƘŜ ǿƻǊŘǎ ŀƴŘ ƭŀƴƎǳŀƎŜ ŜƳǇƭƻȅŜŘ ŀǊƻǳƴŘ ŀ ǇƻƭƛŎȅ ŀǊŜ ƻŦ Ǿƛǘŀƭ ƛƳǇƻǊǘŀƴŎŜΥ άΧǘƘŜ ǿŀȅǎ ƛƴ 

which policies are spoken and spoken about, their vocabularies, are part of the creation of their 

ŎƻƴŘƛǘƛƻƴǎ ƻŦ ŀŎŎŜǇǘŀƴŎŜ ŀƴŘ ŜƴŀŎǘƳŜƴǘέ ό.ŀƭƭΣ нлмоΣ ǇтύΦ ¢ƘŜ ƭŀƴƎǳŀƎŜ ƻŦ ǇƻƭƛŎȅ ǿƻǊƪǎΣ άǘƻ ǇǊƛǾƛƭŜƎŜ 

ŎŜǊǘŀƛƴ ƛŘŜŀǎ ŀƴŘ ǘƻǇƛŎǎ ŀƴŘ ǎǇŜŀƪŜǊǎ ŀƴŘ ŜȄŎƭǳŘŜ ƻǘƘŜǊǎέ όƛōƛŘύΣ ǳǎƛƴƎΣ άǘƘŜ ŦǊŜǉǳŜƴǘ ŘŜǇƭƻȅƳŜƴǘ ƻŦ 

particǳƭŀǊ ǇƘǊŀǎŜǎ ŀƴŘ ǘǊƻǇŜǎ ǘƘŀǘ ǎƛƎƴƛŦȅ ŀ ōǊƻŀŘŜǊ ǇƻƭƛŎȅ ƴŀǊǊŀǘƛǾŜέ όCǊŀƴŎƛǎΣ нлмрΣ ǇппнύΦ  

 

The use of language in ethos is also all-important (Hagan, 2016). If you change the language, you 

transform the ethos, your understanding of it and your moral lens (PǊƛƴƎΣ нлллύΤ ȅƻǳ ŎƘŀƴƎŜΣ άǘƘŜ 

values which are picked out, the qualities which are respected, the aims which are thought worth 

ǇǳǊǎǳƛƴƎέ όǇмоύΦ 

 

Yet, Deakin Crick (2002) suggests that pupils and teachers lack a common language through which to 

articulate sŎƘƻƻƭ ŜǘƘƻǎΣ ŀƴŘ DǊŜŜƴ ŀƴŘ /ƻƻƭƛƴƎΣ нллфΣ Ǉплύ ŀǊƎǳŜ ǘƘŀǘΣ άǘƘƛǎ ƭŀŎƪ ƻŦ ǾƻŎŀōǳƭŀǊȅΧ ƛǎ ŀ 

significant barrier to the development of distinctive whole-ǎŎƘƻƻƭ ŀǇǇǊƻŀŎƘŜǎ ǘƻ ŜǘƘƻǎΦέ  

 

 

Unspoken ς the symbols of ethos 

 

Williams (2000) argues that sometimes ethƻǎΣ άƛǎ ǎǳƎƎŜǎǘŜŘ ƛƴ ǘƘŜ ǇǊƻƳƛƴŜƴŎŜ ƻŦ ǎȅƳōƻƭǎέ όǇтсύΣ 

ǿƘŜǘƘŜǊ ǘƘŀǘ ōŜ ǊŜƭƛƎƛƻǳǎΣ ǎǇƻǊǘƛƴƎΣ ŀǊǘƛǎǘƛŎΣ ǇŀǘǊƛƻǘƛŎΣ ŀŎŀŘŜƳƛŎΣ ƻǊ ŎƛǾƛŎΦ IŜ ǎǳƎƎŜǎǘǎ ǘƘŀǘΣ άOne very 

striking symbol of ethos is the school uniform, which says much more about the real ethos than claims 

in mission statements about respecting individuality."  

 

Usually (and especially in a N. Ireland context) the symbols denote faith. Donnelly (2000, p142) 

ǎǳƎƎŜǎǘǎ ǘƘŀǘ ǘƘŜǎŜ ƳŀƪŜ ǘƘŜ ǊŜƭƛƎƛƻǳǎ ŜǘƘƻǎΣ άƛƳƳŜŘƛŀǘŜƭȅ ƻōǾƛƻǳǎέΣ ŀ Ǉƻƛƴǘ ǇƛŎƪŜŘ ǳǇ ōȅ IŀƎŀƴ 

όнлмсύ ŀōƻǳǘ Ƙƛǎ ƻǿƴ ƛƴǎǘƛǘǳǘƛƻƴΣ ǘƘǊƻǳƎƘ ǿƘƛŎƘ ƘŜ ǎƻǳƴŘǎ ŀ ƴƻǘŜ ƻŦ ŎŀǳǘƛƻƴΥ άǘƘŜǊŜ ƛǎ ŀ ŦƛƴŜ ōŀƭŀƴŎŜ 

between overtly displaying foundational signs and symbols, and having them perceived as 

ŜȄŎƭǳǎƛƻƴŀǊȅέ όǇммпύ ǘƻ ǘƘƻǎŜ ƻŦ ŀ ŘƛŦŦŜǊŜƴǘ worldview. 

 

Believed ς ethos and faith 

 

²Ƙƛƭǎǘ ǘƘŜ ŜǘƘƻǎ ƻŦ ŀ ǎŎƘƻƻƭΣ άƴŜŜŘ ƴƻǘΣ ƛƴ ǇǊƛƴŎƛǇƭŜΣ ƛƳǇƭȅ ŀƴȅǘƘƛƴƎ ǊŜƭƛƎƛƻǳǎέ ό²ƛƭƭƛŀƳǎΣ нлллΣ ǇтсύΣ 

aŎ[ŀǳƎƘƭƛƴ όнллоΤ нллрύ ŀǊƎǳŜǎ ǘƘŀǘΣ άǘƘŜ ǎŎƘƻƻƭ Ƙŀǎ ŀ ǊŜǎǇƻƴǎƛōƛƭƛǘȅΧ to engage with matters of 

moral texture and complexityέ όнллр, p321). Williams (2000, p77) states that schools with a religious 

ŜǘƘƻǎ ŦƻǎǘŜǊ ƛƴ ǇǳǇƛƭǎ ŀ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ǘƘŜ ǊŜƭƛƎƛƻǳǎ ƳŜǎǎŀƎŜΣ ǇƻƛƴǘƛƴƎ ǘƘŜƳ ǘƻΣ άǘƘŜ ǳƭǘƛƳŀǘŜ Ǿŀlues 

and purposes of human lifeΦέ DƛǾŜƴΣ ƘƻǿŜǾŜǊΣ ǘƘŀǘ ŀƴ ŜǘƘƻǎ ƻŦǘŜƴ ŜȄŜǊǘǎ ƛǘǎ ƛƴŦƭǳŜƴŎe in an 

unconscious way (McLaughlin (2005), care must be taken to avoid indoctrination, through the 

understanding that a faith-ǾƛŜǿ ŀƴŘ ŎǳƭǘǳǊŀƭ ŎƻƴǘŜȄǘ ŜȄƛǎǘΣ άƛƴ ŀ ǎȅƳōƛƻǘƛŎ ǊŜƭŀǘƛƻƴǎƘƛǇέ ό/ƭŀǊƪŜΣ нлллΣ 

p165). 

 

LŦΣ άŜŘǳŎŀǘƛƻƴ ǇǊƻǾƛŘŜǎ ŀƴǎǿŜǊǎ ǘƻ ǿƘŀǘ ŀǊŜ ŎƻƴǎƛŘŜǊŜŘ ǘƻ ōŜ ǇǊƛƳŀǊƛƭȅ ǊŜƭƛƎƛƻǳǎ ǉǳŜǎǘƛƻƴǎέ ό/ƻȄΣ нллоΣ 

p267), then, no school can be ideology-ŦǊŜŜ ό/ƭŀǊƪŜΣ нлллύ ŀƴŘΣ άŀƭƭ ǎŎƘƻƻƭǎ ŀǊŜ ŦŀƛǘƘ ǎŎƘƻƻƭǎέ όtƛƪŜΣ 

нллпΣ ǇмроύΦ ¢ƘŜǎŜ ǎŎƘƻƻƭǎΣ ŀŎŎƻǊŘƛƴƎ ǘƻ tƛƪŜΣ ǇǊƻǾƛŘŜΣ άŀ ǊƛŎƘ ǇǊŜǇŀǊŀǘƛƻƴ ŦƻǊ ƭƛŦŜ ŀƴŘ ǿƻǊƪ ƛƴ our 
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ǎƻŎƛŜǘȅέΣ ŀƴ ŀƭǘŜǊƴŀǘƛǾŜ ƳƻǊŀƭ ƭŜƴǎ ǘƘǊƻǳƎƘ ǿƘƛŎƘ ǘƻ ǎŜŜ ŀ ŘƛǊŜŎǘƛƻƴ ŦƻǊ ǘƘŜƛǊ ǘŀƭŜƴǘǎ ŀƴŘ ƻǇǇƻǊǘǳƴƛǘƛŜǎ 

in a culture which prizes entertainment, materialism, consumerism, having a good time and putting 

oneself before others (2008, p81).  

 

How schools promote such an ethos is of great importance. Pike (2008) suggests that schools with a 

ŦŀƛǘƘ ŜǘƘƻǎ Ŏŀƴ Řƻ ǘƘƛǎ ōȅ ŜƛǘƘŜǊ ōŜƛƴƎ ΨƴǳǊǘǳǊŜΩ ǎŎƘƻƻƭǎΣ ƛƴ ǿƘƛŎƘ ǘƘŜ ŦŀƛǘƘ ǇǊŀŎǘƛǎŜŘ ƛƴ ƘƻƳŜ ŀƴŘ 

ŎƘǳǊŎƘ ƛǎΣ άŎƻƴƎǊǳŜƴǘ ǿƛǘƘ ǘƘŀǘ ǇǊƻǾƛŘŜŘ ŀǘ ǎŎƘƻƻƭέ όǇфύΣ ƻǊ ōȅ ōŜƛƴƎ ΨǎŜǊǾƛŎŜΩ ǎŎƘƻƻƭǎ ƛƴ ǿƘƛŎƘ ŦŀƛǘƘ ƛǎ 

ǎŜŜƴ ŀǎ ŀ ŘǊƛǾŜǊ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭΣ άǘƻ ǎŜǊǾŜ ƭƻŎŀƭ ŎƻƳƳǳƴƛǘƛŜǎΧ and to improve the opportunities for 

ȅƻǳƴƎ ǇŜƻǇƭŜ ƛƴ ǘƘŜǎŜ ŎƻƳƳǳƴƛǘƛŜǎέ όǇфύΦ IŜ ŀƭǎƻ ōŜƭƛŜǾŜǎ ǘƘŀǘ ǎŎƘƻƻƭǎ ǿƛǘƘ ŀ ŦŀƛǘƘ-based ethos 

educate for good character and academic success, fostering belief ƛƴ ǇǳǇƛƭǎΩ ǇƻǘŜƴǘƛŀƭΣ ōǳǘ ŜƴǎǳǊƛƴƎ 

that their values are not based upon what they do, but who they are. Such schools, he argues, promote 

ŀ ŎǊƛǘƛŎŀƭƛǘȅ ƛƴ ǎŜŜƛƴƎ ǘƘŜ ΨōƛƎƎŜǊ ǇƛŎǘǳǊŜΩ ŀǊƻǳƴŘΣ άǿƻǊƭŘǾƛŜǿǎ ŀƴŘ ǘǊǳǘƘ ŎƭŀƛƳǎέ όǇтсύ ŀƴŘ ŀ .ƛōƭƛŎŀƭ 

ŀƴŘ ŎǳƭǘǳǊŀƭ ƭƛǘŜǊŀŎȅ ǘƘŀǘΣ άǇǊƻǾƛŘŜ ǎǘǳŘŜƴǘǎ ǿƛǘƘ ǘƘŜ ŎǳƭǘǳǊŀƭ ǘƻƻƭǎ ƴŜŜŘŜŘ ŦƻǊ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ŀƴŘ Ŧǳƭƭ 

ŎƛǘƛȊŜƴǎƘƛǇ ƛƴ ǘƘŜƛǊ ǎƻŎƛŜǘȅέ όǇттύΦ  

 

Yet, the role of faith in schools and the extent to which ethos should be faith-based is highly 

ŎƻƴǘŜƴǘƛƻǳǎΦ .ǊǳŎŜ ŀƴŘ ±ƻŀǎ όнлмлΣ Ǉнпоύ ŎƘŀǊǘ ǘƘŜ ŘŜŎƭƛƴŜ ƛƴΣ άǇƻǿŜǊΣ ǇƻǇǳƭŀǊƛǘȅ ŀƴŘ ǇǊŜǎǘƛƎŜέ ƻŦ ǘƘŜ 

Christian churches, with declining church attendance and affiliation (Voas and Crockett, 2005; Clarke 

and Woodhead, 2015). Writers such as Brown (2010) and Hemming (2011, p1062) have questioned 

ǿƘŜǘƘŜǊ ǘƘŜ ¦Y Ŏŀƴ ǎǘƛƭƭ ŎƭŀƛƳ ŀ /ƘǊƛǎǘƛŀƴ ƛŘŜƴǘƛǘȅ ƻǊ ǿƘŜǘƘŜǊ ǿŜ ŀǊŜ ǎŜŜƛƴƎ ǘƘŜΣ άŘŜŀǘƘ ƻŦ /ƘǊƛǎǘƛŀƴ 

.ǊƛǘŀƛƴΦέ /ƭŀǊƪŜ ŀƴŘ ²ƻƻŘƘŜŀŘ όнлмрύ ōŜƭƛŜǾŜ ǘƘŀǘ ǘƘŜ ƳƻƴƻǇƻƭȅ ƻŦ ǘƘŜ /ƘǊƛǎǘƛŀƴ ŎƘǳǊŎƘŜǎ ƻǾŜǊ 

religion has been lost over the last twenty-ŦƛǾŜ ȅŜŀǊǎΣ ƎƛǾƛƴƎ ǿŀȅ ǘƻΣ άŀ ƳǳŎƘ ǿƛŘŜǊ ŀƴŘ ƳƻǊŜ ŘƛǾŜǊǎŜ 

range of religious and non-ǊŜƭƛƎƛƻǳǎ ŎƻƳƳƛǘƳŜƴǘǎέ όǇсύ ǿƛǘƘ ƳƻǊŜ ǇŜƻǇƭŜ ŘŜǎŎǊƛōƛƴƎ ǘƘŜƳǎŜƭǾŜǎ ŀǎ 

non-religious or spiritual, rather than religious (Woodhead and Catto, 2013). 

 

IƻǿŜǾŜǊΣ ŀŎŎƻǊŘƛƴƎ ǘƻ /ƭŀǊƪŜ ŀƴŘ ²ƻƻŘƘŜŀŘ όнлмрΣ ǇсύΣ ǊŜƭƛƎƛƻƴ ƛǎ ǎǘƛƭƭΣ άŀƴ ƛƴŜǎŎŀǇŀōƭȅ ƛƳǇƻǊǘŀƴǘ 

ŀǎǇŜŎǘ ƻŦ ƻǳǊ ƳƻŘŜǊƴ ǿƻǊƭŘέΣ ŀƴŘΣ άŀƴȅ ǎƛƳǇƭƛǎǘƛŎ ƴƻǘƛƻƴ ƻŦ ǳƴƛǾŜǊǎŀƭƭȅ ŀŘǾŀƴŎƛƴƎ ǎŜŎǳƭŀǊƛǎŀǘƛƻƴΧ Ƙŀǎ 

long been called into question by socioloƎƛǎǘǎ ŀƴŘ ǇƻƭƛǘƛŎŀƭ ǇƘƛƭƻǎƻǇƘŜǊǎέ όYƛǘŎƘƛƴƎΣ нлмоΣ ǇннύΦ ²ƘƛƭǎǘΣ 

he argues, it is necessary to critique the imposition of certain values on children and young people, as 

with Clarke (2000), Hagan (2016) believes that it is the role of schools with a faith-based ethos to 

defend their value and rationale, but to balance this with the context of a globalised, multi-cultural 

and multi-faith world. 

 

Contested ς ethos and society 

 

!ƭǘƘƻǳƎƘ 5ŀǾƛŘ .ƭǳƴƪŜǘǘ ŦŀƳƻǳǎƭȅ ǎǘŀǘŜŘΣ άLŦ L ŎƻǳƭŘ Ǉǳǘ ǘƘŜ ŜǘƘƻǎ ƻŦ ŎƘǳǊŎƘ ǎŎƘƻƻƭs into bottles, I 

would send one to eǾŜǊȅ ǎŎƘƻƻƭ ƛƴ ǘƘŜ ŎƻǳƴǘǊȅέ ό[ŀƳōƪƛƴΣ нлллΣ ǇмфмύΣ άƛǘ ƛǎ ƴŜŎŜǎǎŀǊȅ ǘƻ ŀŎƪƴƻǿƭŜŘƎŜ 

ǘƘŀǘ ŀ /ƘǊƛǎǘƛŀƴ ŜǘƘƻǎ ǎŎƘƻƻƭ ǿƛƭƭ ƴƻǘ ōŜ ŦƻǳƴŘ ŀŎŎŜǇǘŀōƭŜ ǘƻ ŜǾŜǊȅƻƴŜέ ό²ƛƭƭƛŀƳǎΣ нлллΣ ǇттύΦ LǊƛsh 

President, Mary McAleese, at the opening of the 2000 School Ethos and Culture Conference, suggested 

ǘƘŀǘΣ άΧƴƻ ǎŎƘƻƻƭ ǿƻǊǘƘȅ ƻŦ ǘƘŜ ƴŀƳŜ ŜȄƛǎǘǎ ŜȄŎƭǳǎƛǾŜƭȅ ŀǎ ŀ ǊŜŎǊǳƛǘƛƴƎ ŀƎŜƴŎȅ ŦƻǊ ŀ ǇŀǊǘƛŎǳƭŀǊ 

ǾƛŜǿǇƻƛƴǘΦέ ¦ǎƛƴƎ ǎŎƘƻƻƭǎ ŀǎΣ άŀƴ ŜǾŀƴƎŜƭƛǎƛƴƎ ŀƎŜƴǘέ ƘŀŘ ŀƭǿŀȅǎ ōŜŜƴ ƛƴ ǘƘŜ ŎŀǎŜ ƛn NI, pre-Partition 

and for most of the twentieth century (Hyland, 2000, p23) and schools with a faith-based ethos have 

been both defended and attacked with relation to standards, spiritual and character development and 

ōŜƭƛŜŦǎΦ ¢ƻŘŀȅΣ ƘƻǿŜǾŜǊΣ Ƴŀƴȅ ǇŜƻǇƭŜ ƘŀǾŜΣ άǘǊƻǳōƭŜ ƎǊŀǎǇƛƴƎ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ Ψ/ƘǊƛǎǘƛŀƴ ŜŘǳŎŀǘƛƻƴΩ 

ōŜŎŀǳǎŜ ƛƴ ƻǳǊ ƭƛōŜǊŀƭ ŜƴǾƛǊƻƴƳŜƴǘ ŜŘǳŎŀǘƛƻƴ ƛǎ ŜŘǳŎŀǘƛƻƴέ όIǳƭƭΣ нллоΣ ǇнммύΤ ƛƴŘŜŜŘΣ ŦƻǊ ƳŀƴȅΣ 

άǘƘŜǊŜ ƛǎ ŀ ŎƻƳǇƭŜǘŜƭȅ ǎŜŎǳƭŀǊ ƳƛƴŘ-set that, when looking in from the outside only sees something 

medieval oǊ ǇŀǘǊƛŀǊŎƘŀƭ ƻǊ ƘƛŜǊŀǊŎƘƛŎŀƭ ƻǊ ǇƻƭƛǘƛŎŀƭ ƻǊ ƳȅǎǘƛŎŀƭέ όIŀƎŀƴΣ нлмсΣ ǇммоύΦ  
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In a society which now has less religious orientation, there is a belief that religion is private and 

education is public (Commission for Racial Equality, 1990; Baumfield, 2003; Locke, 2003). There is a 

ǾƛŜǿ ǘƘŀǘΣ άƻŦŦƛŎƛŀƭ ǊŜƭƛƎƛƻǳǎ ƛƴǎǘƛǘǳǘƛƻƴǎ Ƴŀƛƴǘŀƛƴ ǾŀƭǳŜ ŦƻǊ ŎƛǘƛȊŜƴǎ ǘƘǊƻǳƎƘ ǘƘŜ ǇǊƻǾƛǎƛƻƴ ƻŦ ǇǳōƭƛŎ 

ǳǘƛƭƛǘƛŜǎ ŀƴŘ ǘƘŜ ŜȄǇǊŜǎǎƛƻƴ ƻŦ ŀ ŎƻƭƭŜŎǘƛǾŜ ŎǳƭǘǳǊŀƭ ƳŜƳƻǊȅέ όIŜƳƳƛƴƎΣ нлммΣ Ǉмлсоύ, but that this 

should not permeate the education system. Schools with a faith-based ethos have been castigated for 

being myopic and divisive (Hughes, 2011), prejudicial and sectarian (CCMS, 2007), elitist and limiting 

ό.ŜǊƪƭŜȅΣ нллуύΦ !ǘ ǘƘŜ ǎŀƳŜ ǘƛƳŜΣ ǎǳǇǇƻǊǘŜǊǎ ŀǊƎǳŜ ǘƘŀǘ ǘƘŜȅ Ŏŀƴ ǇǊƻǾƛŘŜΣ άŀ Ƴoral and religious 

framework that engenders confidence in their own identity and helps them to be respectful of the 

ōŜƭƛŜŦǎ ŀƴŘ ǾŀƭǳŜǎ ƻŦ ƻǘƘŜǊǎέ όIǳƎƘŜǎΣ нлммΣ ǇуолύΦ  

 

For schools to be secular this pre-supposes a neutral, inclusive worldview in which a ǎŎƘƻƻƭΩǎ ǾŀƭǳŜǎ 

ǎƘƻǳƭŘ ǊŜŦƭŜŎǘ ǎƻŎƛŜǘȅΩǎ ǾŀƭǳŜǎΦ ¸ŜǘΣ άǇŀǊŜƴǘǎ ƎŜƴŜǊŀƭƭȅ ǿŀƴǘ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ ǘƻ ƘŀǾŜ ŘƛŦŦŜǊŜƴǘ ǾŀƭǳŜǎ ǘƻ 

ǘƘŜ ŎŜƭŜōǊƛǘƛŜǎ ǿƘƻ Ǝŀƛƴ ƴƻǘƻǊƛŜǘȅ ƻƴ ΨǊŜŀƭƛǘȅΩ ¢± ǎƘƻǿǎ ƻǊ ƳŀƪŜ ƘŜŀŘƭƛƴŜǎ ŦƻǊ ǘƘŜ ǿǊƻƴƎ ǊŜŀǎƻƴǎΦ CƻǊ 

schools to reflect such aspects of society would be a serious mistake. Education and schooling are not 

ǘƘŜ ƳŜŘƛŀ ƻǊ ŜƴǘŜǊǘŀƛƴƳŜƴǘ ƛƴŘǳǎǘǊȅέ όtƛƪŜΣ нллуΣ ǇумύΦ {ŜŎǳƭŀǊ ǎŎƘƻƻƭǎ ŀǊŜ ƴƻǘ ŀ ƴŜǳǘǊŀƭ ŀƭǘŜǊƴŀǘƛǾŜ 

to religious ones and neutrality is a very elusive goal in education, Halstead (1995) argues, invariably 

ƭŜŀŘƛƴƎ ǘƻ ǘƘŜ ǎŎŀƭŜǎ ōŜƛƴƎ ǘƛǇǇŜŘ ƛƴ ŦŀǾƻǳǊ ƻŦ ǎƻƳŜ ŎƻƳƳǳƴƛǘȅΩǎ ǾŀƭǳŜǎ ƻǾŜǊ ŀƴƻǘƘŜǊΤ tƛƪŜ όнллуύ 

believes that, rather than, neutrality, such schools tend to favour secular, liberal or humanist views; 

and Jackson (2003) talks of an education that denounces religion inculcating in pupils the same 

narrowness of views as that which espouses a fundamentalist position. 

 

In the same way that those of no faith find it hard to grapple with it in education, those for whom it is 

an all-embracing ƭƛŦŜǎǘȅƭŜ ŦƛƴŘ ƛǘΣ άƛƴŎƻƳǇǊŜƘŜƴǎƛōƭŜέ ǘƻ ǎŜǇŀǊŀǘŜ ŦŀƛǘƘ ŀƴŘ ƭŜŀǊƴƛƴƎ όtƛƪŜΣ нллпΣ ǇмрмύΦ 

LŦ ŀ ǿŀȅ ǘƘǊƻǳƎƘ ƛǎ ǘƻ ōŜ ŦƻǳƴŘΣ ǘƘƛǎ ƴŜŜŘǎ ǘƻ ǎǘŀǊǘ ǿƛǘƘ ƻǇŜƴƴŜǎǎΥ άǎŎƘƻƻƭǎ ƴŜŜŘ ǘƻ ŎƻƳŜ ŎƭŜŀƴ ŀōƻǳǘ 

ǘƘŜ ōŜƭƛŜŦǎ ŀƴŘ ǾŀƭǳŜǎ ǳƴŘŜǊǇƛƴƴƛƴƎέ ǘƘŜƛǊ ŜǘƘƻǎ όtƛƪŜΣ нллуΣ Ǉт) and, in openly declaring worldviews, 

pupils are more likely to be able to make up their own minds what to believe: 

 

Schools seek to change children. The issue is not so much whether schools teach children 

what to believe but how they do so and what childǊŜƴ ƭŜŀǊƴΧ {ŎƘƻƻƭƛƴƎ ŀƭǿŀȅǎ ǇǊƻǾƛŘŜǎ 

ŀƴǎǿŜǊǎ ǘƻ ΨǊŜƭƛƎƛƻǳǎΩ ǉǳŜǎǘƛƻƴǎ ōŜŎŀǳǎŜ ƛǘ ǘŀŎƪƭŜǎ ƛǎǎǳŜǎ ƻŦ ƻǊƛƎƛƴΣ ǇǳǊpose, truth, value 

ŀƴŘ ŘŜǎǘƛƴȅΧ Schools and teachers always believe in something, they are not worldview-

neutral for schooling is an inherently value-laden activity. 

(Pike, 2008, p8) 

 

Conclusion 

 

.ŜŦƻǊŜ ƭŜŀǾƛƴƎ ǘƘƛǎ ǊŜǾƛŜǿ ƻŦ ƭƛǘŜǊŀǘǳǊŜ ƻƴ ŜǘƘƻǎ ŀƴŘ ƻƴ ǇƻƭƛŎȅΣ ŀƴŘ ƳƻǾƛƴƎ ƻƴ ǘƻ ƻǳǘƭƛƴƛƴƎ ǘƘŜ ΨƘƻǿΩ 

of the process of designing the study, it is useful to take stock of what has been learned and to consider 

the relationship between the two. From the literature, including that which theoretically underpins 

the next chapter, it can be argued that both policy and ethos have the following features in common: 

 

The meaning of both is taken for granted, with a failure to define either conceptually, but, essentially, 
both are about practice, beliefs, values, and the power struggle involving key actors to impose these 
values and exert control over the future. Contested and changing, they both have dynamic, ongoing, 
cyclical processes which are negotiated and subject to compromise. Ideally, both should be discussed 
and agreed within school context between all members, as both can come from Ψtop downΩ and 
Ψbottom upΩ. Whilst they are both dependent on effective leadership, their interpretation, translation 
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and enactment involve discursive processes, as both impact, not only organisations, but individuals, 
determining their actions within school communities.  
 
Both ethos and policy can be said to have two distinct types: official, dictating, imposed, utopian, ideal, 
or intended, at the same time as they can be developmental, common sense, emerging, and lived, and 
both are created in the gap or process between these two positions. Both can also be as much 
symbolic as real, depending on words, symbols, artefacts, actions, discourse, thoughts and sets of 
conventions for their implementation and enactment. 
 
 
In understanding how and why schools react in different ways to policy initiatives, we can understand 

their ethos more fully. By understanding the context that is so important for both, it is possible to see 

how these historical, traditional or geographical circumstances can impact upon the policy direction 

of an organisation. It would appear, however, that context is secondary to people, and it is those who 

inhabit an organisation and those who have some kind of a stake in it who make the biggest impact 

upon policy and ethos. Both policy and ethos are therefore dependent upon relationships, trust and 

symbiosis.  

 

The literature demonstrates that there are many links between policy and ethos and that, by viewing 

ethos through the lens of policy, it is possible to understand it more fully. However, it would appear 

that the central link between the two is that ethos creates the conditions in which policy happens and 

the environment in which policy can flourish, which leads to a conclusion of what can be learned from 

ǘƘŜ ΨǿƘŀǘΩΣ ΨǿƘȅΩΣ ΨǿƘƻΩΣ ΨƘƻǿΩ ŀƴŘ ΨǿƻǊŘǎΩ. Policies are about change and challenge; they are about 

what has to be done. Without a common ethos (communicated through written, spoken, unspoken, 

negotiated and believed words), school communities have no shared understanding of who they are 

or what they stand for, and without that they have no common understanding of why and how they 

should embrace or enact policy.  
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¢Ƙƛǎ ŎƘŀǇǘŜǊ ǿƛƭƭ ŎƻƴǎƛŘŜǊ ǘƘŜ ΨƘƻǿΩ ƻŦ ŜǘƘƻǎΦ !Ǝŀƛƴ ǳǎƛƴƎ ǇƻƭƛŎȅ ŀǎ ŀ ƭŜƴǎΣ ƛǘ ǿƛƭƭ ŎƻƴǎƛŘŜǊ Ƙƻǿ ƛǘ Ƙŀǎ 
been investigated previously and how this resonates with my ontological, epistemological and 
methodological view of the world. It will then propose a theoretical framework for how it could be 
explored through this study, and will conclude with the detail of how the research was carried out. 
 

How it is viewed paradigmatically 
 
All research is informed by assumptions about the world, and those who conduct it do so within the 
context of their own worldviews or paradigms which influence how it is undertaken. These theoretical 
ŦǊŀƳŜǿƻǊƪǎ ƻǊ ΨƪƴƻǿƭŜŘƎŜ ŎƭŀƛƳǎΩ ό/Ǌesswell, 2003) are sets of beliefs or assumptions which guide 
enquiries (Guba and Lincoln, 2005; Cresswell and Plano Clark, 2010). In thinking about ethos and 
designing a research investigation into its definition, purpose and importance, the starting point must 
ōŜ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΩǎ ǿƻǊƭŘǾƛŜǿ ŀƴŘΣ άǿƘŀǘ ǇŀǊŀŘƛƎƳ ƛƴŦƻǊƳǎ Ƙƛǎ ƻǊ ƘŜǊ ŀǇǇǊƻŀŎƘέ όDǳōŀ ŀƴŘ [ƛƴŎƻƭƴΣ 
1994 p. 116). 
 
The first element which therefore needed to be considered was my own position in relation to the 
ǎǘǳŘȅΥ άǘƘŜ ǊŜǎŜŀǊŎƘŜǊ ƛǎ ŀƴ ŀŎǘƛǾŜΣ ƴƻt passive, agent in acquiring knowledge ofΧ the research 
ŎƻƴǘŜȄǘέ ό¢ƘƻƳŀǎΣ нлмп, p144). [ŀƪƻƳǎƪƛ όмфутΣ Ǉтсύ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ŀ ǊŜǎŜŀǊŎƘŜǊΩǎ ƻǿƴ ǾŀƭǳŜǎ ŀǊŜ ǘƘŜΣ 
άǎŜƭŜŎǘƻǊǎ ŀǎ ǿŜ ŘŜŎƛŘŜ ǘƻ ǎǘǳŘȅ ŀ ǇŀǊǘƛŎǳƭŀǊ ƻōƧŜŎǘ ƻŦ ǎƻŎƛŀƭ ƭƛŦŜΦέ One of the paradoxes of research 
must surely be that it is the very interest or involvement in a topic that can render a researcher 
subjective or biased in its analysis.  
 
5ƻƴƴŜƭƭȅΩǎ ǿƻǊƪ ǇŀǊǘƛŎǳƭŀǊƭȅ ǊŜǎƻƴŀǘŜǎ ǿƛǘƘ ǘƘƛǎ ǊŜǎŜŀǊŎƘΣ ƴƻǘ ƭŜŀǎǘ ƛƴ ƘŜǊ ƘƻƴŜǎǘȅ ŀǊƻǳƴŘ ƘŜǊ ƻǿƴ 
position and ƛŘŜƴǘƛǘȅ ǿƛǘƘƛƴ ǘƘŜ ŜŘǳŎŀǘƛƻƴŀƭ ŎƻƳƳǳƴƛǘȅ ƛƴ bLΦ Lƴ ǘƘŜ нллп ǎǘǳŘȅ ǎƘŜ ǎǘŀǘŜǎΣ άL ǿŀǎ 
aware of my actual (and perceived) identity as a researcher and a Catholic with my own cultural and 
ǎƻŎƛŀƭ ōŀƎƎŀƎŜέ ŀƴŘ Ƙƻǿ ǘƘƛǎ ǎƘŀǇŜŘ ǘƘŜ ǊŜǎŜŀǊŎƘ ǇǊƻŎŜǎǎΦ aǳǊray (1985) suggests that being either 
Catholic or Protestant in N. Ireland brings with it a set of cultural norms, values and assumptions that 
ǘƘŜ ƻǘƘŜǊ ǘǊŀŘƛǘƛƻƴ ŘƻƴΩǘ ǎƘŀǊŜΦ 5ǳŜ ǘƻ ǘƘŜǎŜΣ ǊŜǎŜŀǊŎƘŜǊǎ Ŏŀƴ ŦƛƴŘ ƳƻǊŜ ƻǇŜƴƴŜǎǎ ŀƴŘ ǘǊǳǎǘ ŦǊƻƳ 
participants who share their tradition (Donnelly 2000; 2004; 2012).  
 
In addition to my own roles and standing within the educational community, my father was a 
prominent public figure as a church leader with a clearly-stated ecumenical stance (in four of the 
interviews he was mentioned). His views are replicated in my worldview and therefore the 
Catholic/Protestant issues found by Donnelly were not as pronounced for me. It would be naïve to say 
that they did not exist, however, but they were less apparent because of my known non-sectarian 
position among the policy-maker participants (three of whom are Catholic) and due to the fact that 
the area of study was within ǿƘŀǘ Ƴŀƴȅ ǇŜǊŎŜƛǾŜ ǘƻ ōŜ ǘƘŜ ΨtǊƻǘŜǎǘŀƴǘΩ ǎŜŎǘƻǊΦ 
 
However, where the issue of identity was more prevalent was with my identity as a Christian. If this 
was not known amongst participants through personal knowledge, it was assumed through my roles 
within PCI and TRC: in one of the offers to participate in an interview a principal apologised for being 
an atheist and in two of the Policy-makers interviews the participant softened their words, presumably 
lest offence would be caused. In the main, however, this assumption was a useful one in that it allowed 
participants to be open and honest about matters of faith in education aƴŘΣ άŀƭƭƻǿŜŘ ƳŜ ǘƻ 
ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ƘƛŘŘŜƴ ƳŜŀƴƛƴƎǎ ŀƴŘ ƴǳŀƴŎŜǎΧ ƛƴ ŀ ǿŀȅ ǘƘŀǘ ǇŜǊƘŀǇǎ ŀƴ ΨƻǳǘǎƛŘŜǊΩ ǿƻǳƭŘ ƘŀǾŜ ōŜŜƴ 
ǳƴŀōƭŜ ǘƻ Řƻέ ό5ƻƴƴŜƭƭȅΣ нллпΣ ǇнсуύΦ 
 
9ŎƘƻƛƴƎ 5ƻƴƴŜƭƭȅ όнлмнύΣ άL ǿŀǎ Ŏƻƴǎǘŀƴǘƭȅ ŀǿŀǊŜ ƻŦ Ƴȅ ƻǿƴ ǿƻǊƭŘ ǾƛŜǿ ŀƴŘ ǘƘŜ ƛƳǇƭƛŎŀǘƛƻƴǎ ǘƘŀǘ ƛǘ 
helŘ ŦƻǊ ǘƘŜ ŎƻƭƭŜŎǘƛƻƴ ŀƴŘ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘ Řŀǘŀέ όǇрппύΦ ²Ƙƛƭǎǘ ǘƘŜ ǊƻƭŜǎ όŀƴŘ ƛŘŜƴǘƛǘȅύ 
provided access to data and participants, every effort was made to ensure objectivity and this was 
clearly outlined in the Participant Information Sheet (PIS) agreed with the Ethics Committee at 



35 
 

Lancaster UniversityΥ άbƻǘǿƛǘƘǎǘŀƴŘƛƴƎ ǘƘŜ ǊƻƭŜǎ ƻǳǘƭƛƴŜŘ ŀōƻǾŜΣ L ŀƳ ŀǇǇǊƻŀŎƘƛƴƎ ǘƘŜ ǊŜǎŜŀǊŎƘ ƛƴ ŀ 
ŘƛǎǇŀǎǎƛƻƴŀǘŜ ŀƴŘ ƻōƧŜŎǘƛǾŜ ǿŀȅ ŀƴŘ ǳǎƛƴƎ ƛǘ ǘƻ ŜƭƛŎƛǘ ǘƘŜ ǾƛŜǿǎ ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΦέ 
 
However, objectivity is an elusive concept, especially in an anti-positivist context. Indeed, Snape and 
Spencer (2003) suggest that postmodernism questions the very concept of objectivity and Patton 
(2002) believes that trying to distance oneself from the data does not guarantee objectivity, "it merely 
guarantees distance" (p575). Rather than the quest for objectivity, the reflective researcher should 
more realistically strive to be the reflexive researcher. 
 
Brannick and Coghlan (2007) describe reflexivity as the relationship between the researcher and the 
research and it has been mainly used in the context of qualitative research, especially interviews (Ryan 
and Golden, 2016). Reflexive researchers understand that they are not neutral and that they play a 
part in the construction of knowledge, selectively observing and partially interpreting (Gray, 2014). 
While the researcher should be empirically and personally reflexive, research methods literature is 
quite sparse in its advice for how to achieve this (Mauthner and Doucet, 2003), although Cohen et al 
(2011, p171) are helpful:  
 

Reflexivity suggests that researchers should acknowledge and disclose their own selves in 
the research, seeking to understand their part in, or influence on, the research. Rather 
than trying to eliminate researcher effects (which is impossible, as researchers are part of 
the world that they are investigating), researchers should hold themselves up to the light. 
 

Lambert et al (2010) suggest that an active self-awareness is a core element of reflexivity, along with 
a recognition that researchers inhabit the social world that is being studied. Researchers should adopt 
a continuous manner of introspective reflection on their own subjectivity and values (Parahoo, 2006) 
ŀƴŘ Ƙƻǿ ǘƘŜƛǊΣ άǎƻŎƛŀƭ ōŀŎƪƎǊƻǳƴŘΣ ƭƻŎŀǘƛƻƴ ŀƴŘ ŀǎǎǳƳǇǘƛƻƴǎ ŀŦŦŜŎǘ ǘƘŜƛǊ ǊŜǎŜŀǊŎƘ ǇǊŀŎǘƛŎŜέ όIŜǎǎŜ-
.ƛōŜǊΣ нллтΣ ǇΦ мтύΦ aŀƪƛƴƎΣ άǘƘŜ ǊŜƭŀǘƛƻƴǎƘƛǇ ōŜǘǿŜŜƴ ŀƴŘ ǘƘŜ ƛƴŦƭǳŜƴŎŜ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊ ŀƴŘ ǘƘŜ 
ǇŀǊǘƛŎƛǇŀƴǘǎ ŜȄǇƭƛŎƛǘέ όWƻƻǘǳƴ Ŝǘ ŀƭ, 2009, p. 45) is central to being a reflexive researcher.  
 
With this in mind, I can acknowledge that, try as I might, my identity, various roles and worldview, 
especially on matters of faith, cannot but have impacted upon this study. Although the focus of the 
study was through genuine interest, can I say that I would have considered it if I was neither Christian, 
nor Protestant? Whilst the research instruments and study sample were chosen for how they would 
bring insights (Thomas, 2014) to the work, can I honestly say that I remained detached, given that I 
had relationships with all of the Policy-maker cohort and knew some of the Principal cohort? Indeed, 
can I say with complete certainty that the questions asked were formulated without an eye for a 
potential answer? {ǳŎƘ ŜǇƛǎǘŜƳƻƭƻƎƛŎŀƭƭȅ ǊŜŦƭŜȄƛǾŜ ǉǳŜǎǘƛƻƴǎΣ άŜƴŎƻǳǊŀƎŜ ƻr push the researchers to 
ǊŜŦƭŜŎǘ ǳǇƻƴ ǘƘŜ ŀǎǎǳƳǇǘƛƻƴǎΧ ǘƘŀǘ ǿŜ ƘŀǾŜ ƳŀŘŜ ƛƴ ǘƘŜ ŎƻǳǊǎŜ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘΣ ŀƴŘ ƛǘ ƘŜƭǇǎ ǳǎ ǘƻ 
ǘƘƛƴƪ ŀōƻǳǘ ƛǘǎ ƛƳǇƭƛŎŀǘƛƻƴǎ ŀƴŘ ŦƛƴŘƛƴƎǎέ όtŀƭŀƴƎŀǎ Ŝǘ ŀƭ нлмтΣ ǇпонύΦ Throughout the process, I 
therefore had to adopt a reflexive stance (Whittemore et al, 2001), critically reflecting on my own 
influence of the study throughout. 
 
 
Kuhn (1962) discussed the meaning of a paradigm, but, as with policy and ethos, the term has been 

used in a number of different ways. For example, it might be viewed as assumptions of reality and the 

very nature of what is being researched (ontology), the nature of how we understand it 

(epistemology), and the ways of knowing that reality (methodology). In essence, the paradigm is the 

overarching worldview both made up from, yet simultaneously informing, the ontology, epistemology 

and methodology. From the origins of each word, ontology refers to the study of existing or being real, 

epistemology is the study of understanding or knowledge, and methodology is the study of a 
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systematic course; within the paradigm, essentially what reality we see, how we see it and how we go 

about seeing it (adapted from Grix, 2010).  

 

hƴŜΩǎ ŎƘƻƛŎŜ ƻŦ ǇŀǊŀŘƛƎƳ ŜƴǘƛǊŜƭȅ ƛƴŦƭǳŜƴŎŜǎ ǘƘŜ ǎǘǳŘȅΤ ǘƘŜ ŎƘƻƛŎŜ ƻǳǘƭƛƴŜǎ ǘƘŜ ƛƴǘŜƴǘƛƻƴΣ Ƴƻǘƛvation 

and expectations for the research and, without it, there is no foundation for subsequent choices 

regarding methodology, methods and research design (Mackenzie and Knipe, 2006). The decisions 

around research questions and how they are crafted, the type of data needed and how they are 

ǘǊŜŀǘŜŘ ŀǊŜ ŀƭƭ ƛƴŦƭǳŜƴŎŜŘ ōȅ ƻƴŜΩǎ ǿƻǊƭŘǾƛŜǿΦ  

 

McLaughlin (2005) states that educational ethos is relatively under-explored by researchers, a point 
ƳŀŘŜ ōȅ 5ƻƴƴŜƭƭȅ όнлллύΣ ǿƘƻ ƭŀƳŜƴǘǎΣ άǘƘŜ ǊŜƭŀǘƛǾŜƭȅ ŦŜǿ ŎƻƴŎŜǇǘǳŀƭƛǎŀtions or theoretical 
ŘƛǎŎǳǎǎƛƻƴǎ ƻŦ ƛǘέ όǇмопύΦ In the same way thatΣ άǘƘŜ ǘŜǊƳ ƛǎ Ƴƻǎǘƭȅ ǘŀƪŜƴ-for-granted with little 
evidence of explanation, critical reflection or supporting literatureέ (Graham, 2012, p341), within the 
ǿƻǊƭŘ ƻŦ ǇƻƭƛŎȅΣ άmore often than not analysts fail to define conceptually what they mean by policyέ 
(Ball, 1993, p10). 
 

¢ƘŜ ΨƘƻǿΩ ƻŦ ŜǘƘƻǎ ōŜƎƛƴǎ ǿƛǘƘ ŀƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǘƘŀǘ ǿŜ ƘŀǾŜ ǘƻ ǾƛŜǿ ƛǘ from a particular stand-point, 

and Donnelly (2000) distinguishes between a positivist and anti-positivist viewpoint. The former 

ǎǳƎƎŜǎǘǎ ǘƘŀǘ ŜǘƘƻǎ ƛǎΣ άŀƴ ƻōƧŜŎǘƛǾŜ ǇƘŜƴƻƳŜƴƻƴΣ ŜȄƛǎǘƛƴƎ ƛƴŘŜǇŜƴŘŜƴǘƭȅ ƻŦ ǘƘŜ ǇŜƻǇƭŜ ŀƴŘ ǎƻŎƛŀƭ 

ŜǾŜƴǘǎ ƛƴ ŀƴ ƻǊƎŀƴƛǎŀǘƛƻƴέ όǇморύΣ ǿƘƛƭǎǘ ǘƘŜ ƭŀǘǘŜǊ ƛǎΣ άǘƘŜ ƭƛǾŜŘ ǊŜŀƭƛǘȅ ƻŦ ŎƭŀǎǎǊƻƻƳǎ ŀƴŘ ǎŎƘƻƻƭǎ 

emerging inter alia in ǎƻŎƛŀƭ ƛƴǘŜǊŀŎǘƛƻƴέ όaŎ[ŀǳƎƘƭƛƴΣ нллрΣ ǇоммύΦ .ŀƪƪŜǊ ŀƴŘ ǘŜǊ !ǾŜǎǘ όнллрύ 

ǎǳƎƎŜǎǘ ǘƘŀǘ 5ƻƴƴŜƭƭȅΩǎ ǘŜǊƳǎ ŀǊŜ ǎȅƴƻƴȅƳƻǳǎ ǿƛǘƘ ŘŜŘǳŎǘƛǾŜ ǊŜŀǎƻƴƛƴƎ ŀƴŘ ƛƴŘǳŎǘƛǾŜ ǊŜŀǎƻƴƛƴƎ 

ǊŜǎǇŜŎǘƛǾŜƭȅΦ ¢ƘŜ ƻǳǘŎƻƳŜǎ ƻŦ ǘƘŜǎŜ ǊŜǎǇŜŎǘƛǾŜ ǾƛŜǿǇƻƛƴǘǎ Ŏŀƴ ōŜ ŘŜǎŎǊƛōŜŘ ŀǎΣ άǿƘŀǘ ƛǎ imposed from 

top down and what is generated ŦǊƻƳ ǘƘŜ ōƻǘǘƻƳ ǳǇέ όDǊŜŜƴΣ нлмпΣ ǇнфсΣ Ƴȅ ŜƳǇƘŀǎƛǎύΣ ƻǊΣ ŜǾŜƴ 

ƳƻǊŜ ǎƛƳǇƭȅΣ άformal and real ŜȄǇǊŜǎǎƛƻƴǎ ƻŦ ŜǘƘƻǎέ όaŎ[ŀǳƎƘƭƛƴΣ нллрΣ ǇоммΣ Ƴȅ ŜƳǇƘŀǎƛǎύΦ ¢Ƙƛǎ 

research will define these as a product and process approach to ethos. 

 

Product approach 

 

A positivist paradigm can be defined as the objective study of the social world, utilising (mainly 

quantitative) natural science methods within social science, with the specific informed by the general 

and the researcheǊΩǎ ƻǿƴ ǾŀƭǳŜǎ ǊŜƳƻǾŜŘ ŦǊƻƳ ǘƘŜ ǇǊƻŎŜǎǎΦ ¢ƘŜ ŦƻǳƴŘŀǘƛƻƴŀƭƛǎǘΣ ƻōƧŜŎǘƛǾŜ 

epistemological view within the paradigm suggests that there is one discoverable, measurable truth, 

ǊŜƎŀǊŘƭŜǎǎ ƻŦ ƻƴŜΩǎ ǾƛŜǿ ƻŦ ƛǘΣ ŀƴŘ ǘƘŀǘ ƛǘ ƛǎ ǇƻǎǎƛōƭŜ ŦƻǊ ǘƘŜ ƛƴǉǳƛǊŜǊ ǘƻ ǊŜƳŀƛƴ ŀt an emotional distance 

from that and those being studied (Johnson and Onwuegbuzie, 2004). Oldroyd (1986, in Cohen et al, 

нлммΣ Ǉфύ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ƛǘ ǿŀǎ !ǳƎǳǎǘŜ /ƻƳǘŜ ǿƘƻ ΨƛƴǾŜƴǘŜŘΩ ǇƻǎƛǘƛǾƛǎƳΣ ŀ ǇƘƛƭƻǎƻǇƘƛŎŀƭ Ǉƻǎƛǘƛƻƴ ŦǊƻƳ 

ǿƘƛŎƘ ǎǘŜƳƳŜŘ ŀ ΨǊŜŀƭƛǎǘΩ ƻƴǘƻƭƻgical position that the social sciences should approach inquiry in the 

ǎŀƳŜ ƳŀƴƴŜǊ ŀǎ ǘƘŜ ƴŀǘǳǊŀƭ ǎŎƛŜƴŎŜǎΣ ǳǎƛƴƎ ŜȄǇŜǊƛƳŜƴǘǎ ŀƴŘΣ άƭŀǿǎ ƻǊ ƭŀǿ-ƭƛƪŜ ƎŜƴŜǊŀƭƛǎŀǘƛƻƴǎέ 

(Cohen et al, 2011, p10) in the search for truth or facts, in the certainty that reality exists in an 

ƻōƧŜŎǘƛǾŜ ǿŀȅΣ ŜǾŜƴ ƛŦ ƛǘ ƘŀǎƴΩǘ ȅŜǘ ōŜŜƴ ŘƛǎŎƻǾŜǊŜŘΣ ƛƴŘŜǇŜƴŘŜƴǘ ƻŦ ŀƴȅ ǘƘŜƻǊƛŜǎ ƻŦ ƘǳƳŀƴ ōŜƘŀǾƛƻǳǊ 

or beliefs. 

 

!ƴŀƭȅǎƛǎ ƻŦ ǇƻƭƛŎȅ Ŏŀƴ ǘŀƪŜ ŀ άǳƴƛŘƛǊŜŎǘƛƻƴŀƭΧ ƭƛƴŜŀǊΧ Ǌŀǘƛƻƴŀƭέ ŀǇǇǊƻŀŎƘ ŦǊƻƳΣ άŀƎŜƴŘŀ ǎŜǘǘƛƴƎ 

through text production to implemeƴǘŀǘƛƻƴ ŀƴŘ ŜǾŀƭǳŀǘƛƻƴέ ό[ƛƴƎŀǊŘ ŀƴŘ {ŜƭƭŀǊΣ нлмоΣ ǇнсуύΦ Lƴ ǘƘŜ 

study of ethos, Donnelly (2000) refers to this as a positivist viewpoint which understands ethos to be 

something which prescribes social reality. It is the formal expression of the aims and oōƧŜŎǘƛǾŜǎΣ άƻŦ 

ǘƘƻǎŜ ǿƘƻ ŎƻƳƳŀƴŘ ŀǳǘƘƻǊƛǘȅέ όǇмосύΣ ǿƘƛŎƘ ǘƘŜǊŜŦƻǊŜ ŎƻƴŘƛǘƛƻƴǎ ǇŜƻǇƭŜ ǘƻΣ άǘƘƛƴƪ ŀƴd act in an 

ΨŀŎŎŜǇǘŀōƭŜ ƳŀƴƴŜǊΩέ (ibid) to uphold the values which are right and proper (Torrington and 
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Weightman, 1989). Hogan (1984, p694) sees this view of ethos as one in which it is identified with the, 

άǘƘŜ ƻŦŦƛŎƛŀƭƭȅ ǎŀƴŎǘƛƻƴŜŘ ǎǘŀƴŘŀǊŘǎ ŀƴŘ ǊŜǉǳƛǊŜƳŜƴǘǎ ƻŦ ǘƘŜ ǎŎƘƻƻƭ ŀǳǘƘƻǊƛǘƛŜǎέ ŀƴŘ ǳnder which staff 

are compliant and from which, άŘŀƛƭȅ ǇǊŀŎǘƛŎŜ ƛǎ ǎǳǇǇƻǎŜŘ ǘƻ ōŜ ŘŜǊƛǾŜŘ ŘŜŘǳŎǘƛǾŜƭȅέ (Bakker and ter 

Avest, 2005, p352). 

 

However, according to Green (2009), educationalists have become increasingly dubious as to the 

validity of ethos in an intentional sense. Such an ethos, when prescribed on the basis of religion, 

economics, results or culture (Pring, 2000), is a very different thing than that which emerges through 

social interaction. 

 

Process approach 

 

An anti-positivist or constructivist paradigm approach is described as the belief that socially-

constructed knowledge is all around, and that all type of information has value, with the specific 

ƛƴŦƻǊƳŜŘ ōȅ ƻǘƘŜǊ ǎǇŜŎƛŦƛŎǎ ŀƴŘ ǘƘŜ ƛƴŎƭǳǎƛƻƴ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΩǎ ǾŀƭǳŜǎ ό¢ƘƻƳŀǎΣ нлмпύΦ ¢Ƙƛǎ 

interpretivist epistemological approach suggests that knowledge is not there to be found, but to be 

constructed and that the researcher and participants interact to become co-creators of these findings. 

¢ƘŜ ǇŀǊŀŘƛƎƳ ƛǎ ƳŀƴƛŦŜǎǘŜŘ ƛƴ ŀ ΨǊŜƭŀǘƛǾƛǎǘΩ ƻƴǘƻƭƻƎȅ ƛƴ ǿƘƛŎƘ ǊŜǎŜŀǊŎƘŜǊǎ ǎŜŀǊŎƘ ŦƻǊ ƳŜŀƴƛƴƎ ƛƴ ǘƘŜ 

experiences of individuals, each of whom construct their own reality which is considered correct to 

them and which is influenced by their experiences and interactions within their social contexts. 

 

.ŀƭƭΩǎ ǎǘǳŘƛŜǎ ƻŦ ǇƻƭƛŎȅ ǊŜƧŜŎǘŜŘ ŀƴΣ άƻǾŜǊǎƛƳǇƭƛŦƛŜŘΣ ƭƛƴŜŀǊ-hierarchical account and was more 

ŎƻƴŎŜǊƴŜŘ ǿƛǘƘ ǘƘŜ ǊŜŀƭǇƻƭƛǘƛƪ ƻŦΧ ŀŎǘǳŀƭ ǇƻƭƛŎȅ ƳŀƪƛƴƎ ŀƴŘ ǇƻƭƛŎȅ ǇǊƻŎŜǎǎŜǎέ ό[ƛƴƎŀǊŘ ŀƴŘ {ŜƭƭŀǊΣ нлмоΣ 

p268). Likewise, 5ƻƴƴŜƭƭȅΩǎ ŀƭǘŜǊƴŀǘƛǾŜ ŀƴǘƛ-positivist viewpoint sees ethos as emerging from the social 

interactions which are integral to the life of organisations.  

 

Policy should be seen as a process, one which is complex, interactive and dynamic (Sabatier and 

Mazmanian, 1983; Bowe et al, 1992; Ranson, 1995; Berkhout and Wielemans, 1999) and which looks 

less at an end-product and more at the contested and complex nature of the process of policy 

(Vidovich, 2001). Despite the attempts of policy makers to control the meaning of what they write 

όbǳŘȊƻǊΣ нллфύΣ ǘƘŜƛǊ ǿƻǊŘǎ ŀǊŜΣ άǘȅǇƛŎŀƭƭȅ ǘƘŜ ŎŀƴƴƛōŀƭƛǎŜŘ ǇǊƻŘǳŎǘǎ ƻŦ ƳǳƭǘƛǇƭŜ ōǳǘ ŎƛǊŎǳƳǎŎǊƛōŜŘ 

ƛƴŦƭǳŜƴŎŜǎ ŀƴŘ ŀƎŜƴŘŀǎέ ό.ŀƭƭΣ мффпΣ ǇмсύΦ 

 

Ham and Hill (1984) contend that policy can be looked at as a cycle of decisions, ǿƘƛŎƘ ƛǎΣ άrepeatedly 

ǊŜǾƛǎŜŘέ όWƻƴŜǎΣ нлмоΣ ǇуύΦ Considering policy as ǘƘƛǎΣ άŎƻƴǘƛƴǳƻǳǎ ŎȅŎƭŜ ƻŦ ǇƻƭƛŎȅ ǇǊƻŘǳŎǘƛƻƴ ŀƴŘ 

ǊŜǇǊƻŘǳŎǘƛƻƴέ όDŀƭŜΣ мфффΣ ǇплоύΣ ǿƘŜǊŜΣ άƎŜƴŜǊŀǘƛƻƴ ŀƴŘ implementation are continuous features of 

ǘƘŜ ǇƻƭƛŎȅ ǇǊƻŎŜǎǎέ ƛǎ ƪƴƻǿƴ ŀǎ ǘƘŜ tƻƭƛŎȅ /ȅŎƭŜ ŀǇǇǊƻŀŎƘ όBowe, Ball and Gold, 1992, p4), a model 

ǘƘŀǘΣ άbegins to approximate the messiness of actual policy-ƳŀƪƛƴƎ ƛƴ ŜŘǳŎŀǘƛƻƴέ ό[ƛƴƎŀǊŘ Ŝǘ ŀƭΣ нллрΣ 

p761). Policies, Ball says, are ad hoc (2013), often unannounced, uncommunicated or abandoned 

through leadership-ŎƘŀƴƎŜΤ ƻǊ ǘƘŜȅ Ŏŀƴ ōŜΣ άunspoken but generally adhered to because they are 

όǳƴƻŦŦƛŎƛŀƭƭȅύ ǇŀǊǘ ƻŦ ƘŜƎŜƳƻƴƛŎ ǎƻŎƛŀƭ ŎǳƭǘǳǊŜǎ ƛƳǇŜǊŎŜǇǘƛōƭŜ ŦǊƻƳ ΨǘƘŜ ƛƴǎƛŘŜΩέ όJones, 2013, p9). 

 

Ethos too, άcannot be maintained purely by an external legal hand, it has to be a living, constantly 

regenerating feature of the discussions in the playground, staff room, management meeting and 

ƎŜƴŜǊŀƭ ƳŜŜǘƛƴƎ ƻŦ ǇŀǊŜƴǘǎέ (Rowe, 2000, p173, my emphasis). It is constantly in a state of production 

and re-ǇǊƻŘǳŎǘƛƻƴ ŀƴŘ ƛǎΣ άǊŜŎƻƎƴƛǎŜŘ ƛƴƛǘƛŀƭƭȅ ƻƴ ŀƴ ŜȄǇŜǊƛŜƴǘƛŀƭ ǊŀǘƘŜǊ ǘƘŀƴ ŀ ŎƻƎƴƛǘƛǾŜ ƭŜǾŜƭέ ό!ƭƭŘŜǊΣ 

мффоΣ ǇсфύΦ !Σ άƭƛǾŜŘ ŜǘƘƻǎέ όIŀǘǘƻƴΣ нлмоΣ ǇмслύΣ must be organic and dynamic (Graham, 2012; 

Coolahan; 2000; McGuinness, 2000) coming from the every-day practices in school. Monahan (2000, 
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ǇȄȄƛƛύ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ŀ ƭƛǾŜŘ ŜǘƘƻǎΣ άƘŀǎ ǘƻ Řƻ ǿƛǘƘ ǿƘŀǘ ƛǎ ƻŎŎǳǊǊƛƴƎΣ ǿƘŀǘ ƛǎ ōŜƛƴƎ ŜȄǇŜǊƛŜƴŎŜŘΣ ǿƘŀǘ ƛǎ 

expected, what is hoped for; it is concerned with the experience of relationships, of structures, of 

policies, of procedures, of roles, of founding purposes - ƛƴŘŜŜŘ ǘƘŜ ǿƘƻƭŜ ƭƛŦŜ ƻŦ ŀ ǎŎƘƻƻƭΦέ  

 

{ƻΣ ǘƘŜ ΨƘƻǿΩ ƻŦ ŜǘƘƻǎ ōŜƎƛƴǎ ōȅ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǘƘŜ ǎǘŀƴŘ-point from which it can be viewed and how 

this fits into a research paradigm. TƘŜ ΨƘƻǿΩ ŀƭǎƻ ƴŜŜŘǎ ǘƻ ŎƻƴǎƛŘŜǊΣ άthe complex interplay of 

identities and interests and coalitions and conflicts within the procŜǎǎŜǎ ŀƴŘ ŜƴŀŎǘƳŜƴǘǎ ƻŦ ǇƻƭƛŎȅέ 

(Ball, 1997, p271) and whether it is possible to analyse ethos. 

 

 

 

How it can be researched analytically 
 

Ozga suggests that social policy ŀƴŀƭȅǎƛǎ ƛǎ ŦƛǊƳƭȅΣ άǊƻƻǘŜŘ ƛƴ ǘƘŜ ǎƻŎƛŀƭ ǎŎƛŜƴŎŜ ǘǊŀŘƛǘƛƻƴέ όмфутΣ ǇмппύΤ 

she calls this policy sociologyΣ ŀƴ ŀǇǇǊƻŀŎƘ ǿƘƛŎƘΣ άrecognized that policy was more than text and 

includŜŘ ǇǊƻŎŜǎǎŜǎέ ό[ƛƴƎŀǊŘ ŀƴŘ {ŜƭƭŀǊΣ нлмоΣ ǇнстύΦ hȊƎŀΩǎ ƛŘŜŀǎ ǿŜǊŜ ōǳƛƭǘ ǳǇƻƴ ōȅ .ŀƭƭ όмффлΣ мффнΣ 

1994), who overlaid the foundations for this approach. Troyna (1994, p71) suggests that such an 

ŀǇǇǊƻŀŎƘ ǳƴƛǘŜǎΣ άōȅ ǘƘŜ ŎƻƴǾƛŎǘƛƻƴ ǘƘŀǘ ΨǘƘƛƴƎǎΩΣ ŜǎǇŜŎƛŀƭƭȅ ǇƻƭƛŎȅ ŘƛǎŎƻǳǊǎŜΣ Ƴǳǎǘ ōŜ ǇǳƭƭŜŘ ŀǇŀǊǘέ 

ŀƴŘ ŀƭƭ ǿƘƻ ŜƴƎŀƎŜ ƛƴ ƛǘΣ άƭŀȅ ŎƭŀƛƳ ǘƻ ǘƘŜ ƛƴŦƭǳŜƴŎŜ ƻŦ ŎǊƛǘƛŎŀƭ ǎƻŎƛŀƭ ǎŎƛŜƴŎŜέ όDŀƭŜΣ мфффΣ ǇплрύΦ 

 

So, in looking at ethos how should such an analysis be approached? In order to analyse the reality of 

ethos, reseŀǊŎƘŜǊǎ Ŏŀƴ ƭƻƻƪ ǘƻ .ŀƭƭΩǎ όмффоΣ Ǉмлύ ŀŘǾƛŎŜ ǘƘŀǘ ŀƴŀƭȅǎƛǎ Ƴǳǎǘ ŎƻƴǎƛŘŜǊΣ άƭƻŎŀƭƛǎŜŘ 

ŎƻƳǇƭŜȄƛǘȅέ ŀƴŘΣ άōŜ ŀŎŎƻƳǇŀƴƛŜŘ ōȅ ŎŀǊŜŦǳƭ ǊŜƎƛƻƴŀƭΣ ƭƻŎŀƭ ŀƴŘ ƻǊƎŀƴƛǎŀǘƛƻƴŀƭ ǊŜǎŜŀǊŎƘέ ό.ŀƭƭΣ мффтΣ 

p262). Any analysis Ƴǳǎǘ ǊŜǎƛǎǘ ǘƘŜ ǘŜƳǇǘŀǘƛƻƴ ǘƻΣ άŀōǎǘǊŀŎǘ ǇǊƻōƭŜƳǎ ŦǊƻƳ ǘƘŜƛǊ ǊŜƭŀǘƛƻƴŀƭ ǎŜǘǘƛƴƎǎέ 

όDǊŀŎŜΣ мффрΣ Ǉоύ ŀƴŘ ǎƘƻǳƭŘ ŎƻƴǎƛŘŜǊΣ άǘƘŜ ŘŜǇƭƻȅƳŜƴǘ ƻŦ ŎƻƴǘŜȄǘ ŀǎ ŀƴ ŀƴŀƭȅǘƛŎŀƭ ŘŜǾƛŎŜέ ό{ƛƴƎƘ Ŝǘ 

al, 2014, p827). 

 

Context 

 

Context can be reflected in the micro-politics of schools (Bowe et al, 1992), the attempts at school 

leaders to filter the policy (Anderson, 1990; Raab, 1994) according to their own view of the educational 

world (Marshall and Mitchell, 1991), or for them to interpret the wishes of policy-makers by creating 

rules and regulations for enactment (Berkhout and Wielemans, 1999). The idea of context and place 

was at the forefront of the minds of Braun, Ball and Maguire (2010) in their concept of enactment, 

understanding the complexity, sophistication and creativity involved in putting policies into practice 

and acknowledging how people will interpret and translate things differently. 

 

They identify four contextual dimensions: Situated contexts consider history, locality and 

demographics; material contexts suggest the logistics of school infrastructures; professional contexts 

refer to the professional values, commitments and experiences of educationalists; external contexts 

take into account the outside pressures relating to targets, league tables and other policies.  

 

Beginning by firmly embedding education policy analysis in the, άōǊƻŀŘŜǊ ŦƛŜƭŘ ƻŦ ǎƻŎƛŀƭ ǇƻƭƛŎȅ ŎƘŀƴƎŜέ 

(Ball, 1997, p268), the researcher should ground policy in the realities of buildings, money and power 

ǊŜƭŀǘƛƻƴǎ ό!ǾŜƭŀǊΣ нлмсύ ŀƴŘ ŜƴǎǳǊŜ ǘƘŀǘ ǘƘŜȅ ŘƻƴΩǘΣ άǊƛǇ ǘƘŜ ŀŎǘƻǊǎ ǿƘƻ ŦŜŀǘǳǊŜ ƛƴ ǘƘŜ Řrama of 

ŜŘǳŎŀǘƛƻƴ ƻǳǘ ƻŦ ǘƘŜ ǎƻŎƛŀƭ ǘƻǘŀƭƛǘȅέ όǇнсуύΦ ¢ƘƛǎΣ ŀǊƎǳŜǎ hȊƎŀ όнлммύΣ ƛǎ Ǿƛǘŀƭ ŀǎ ǊŜǎŜŀǊŎƘŜǊǎ ƴŜŜŘ ǘƻ ōŜ 

ŎǊƛǘƛŎŀƭ ƻŦΣ άǘƘŜ ŀŎŎƻǳƴǘǎ ƻŦ ΨǊŜŀƭ ǿƻǊƭŘΩ ǇƻƭƛŎȅ ŦǊƻƳ ǘƘŜƛǊ ƛƴŦƻǊƳŀƴǘǎέ όǇнмфύ ƻǊΣ ƛƴŘŜŜŘΣ ǘƘŜƛǊ ƻǿƴ ǊƻƭŜ 
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ƛƴ ŎƻƴǘǊƛōǳǘƛƴƎ ǘƻ ǘƘŜΣ άƴŀǊǊŀǘƛǾŜ offered by the policy community ŀōƻǳǘ ƛǘǎŜƭŦέ όDǊŜƪΣ нлммΣ ǇнопύΦ In 

ƻǊŘŜǊ ǘƻ ŎƻƴǎƛŘŜǊ Ƙƻǿ ǘƘƛǎ ΨǊŜŀƭ ǿƻǊƭŘΩ ŎƻƴǘŜȄǘ ƛƳǇŀŎǘǎ ǳǇƻƴ ŀ ǎǘǳŘȅ ƻŦ ŜǘƘƻǎΣ ƛǘ ƛǎ ǳǎŜŦǳƭ ǘƻ ƭƻƻƪ ōǊƛŜŦƭȅ 

at the notions of implementation, enactment, interpretation and translation. 

 

Implementation 

 

It could be argued that the proof of the success of any policy or of ethos is in the implementation of 

it. Pressman and Widavsky (1984) suggest that implementation is the interaction between goal-setting 

and actions, with Fitz, Halpin and PƻǿŜǊ όмффпΣ Ǉроύ ŘŜŦƛƴƛƴƎ ƛǘ ŀǎ ǘƘŜΣ άǎǘǊǳŎǘǳǊŜǎ ŀƴŘ ǇǊƻŎŜǎǎŜǎέ 

within which objectives are put into place.  

 

Trowler et al (2003) suggest that successful implementation occurs when input comes from both the 

top and bottom of a system. This notion is built upon by Saunders (2006, p210) in his implementation 

staircase metaphor, which suggests that policy is understood and implemented in different ways by 

ǘƘƻǎŜ ƛƴǾƻƭǾŜŘΣ ǿƛǘƘ ƳŜǎǎŀƎŜǎ ōŜƛƴƎ ΨǘǊŀƴǎƳƛǘǘŜŘΩ ǳǇ ŀƴŘ Řƻǿƴ ǘƘŜ ΨǎǘŀƛǊŎŀǎŜΩ to and from 

stakeholders whƻ ŀǊŜΣ άōƻǘƘ ǊŜŎƛǇƛŜƴǘǎ ŀƴŘ ŀƎŜƴǘǎ ƻŦ ǇƻƭƛŎȅέΦ  

 

Enactment 

 

IƻǿŜǾŜǊΣ .ŀƭƭΣ άǿŀƴǘŜŘ ǘƻ ŜǊŀǎŜ ƛƳǇƭŜƳŜƴǘŀǘƛƻƴ ŦǊƻƳ ǘƘŜ ƭŀƴƎǳŀƎŜ ƻŦ ǇƻƭƛŎȅ ǊŜǎŜŀǊŎƘέ ό!ǾŜƭŀǊΣ нлмсΣ 

p6), preferring the term enactment (Braun, Ball and Maguire, 2010) as a phrase which better reflects 

ǘƘŜ ŦŀŎǘ ǘƘŀǘ ǘƘŜ ƛƳǇƭŜƳŜƴǘŀǘƛƻƴ ƻŦ ǇƻƭƛŎȅΣ άƛǎ ƻŦǘŜƴ ŀ ǇƛŜŎŜƳŜŀƭ ǇǊƻŎŜǎǎ ƻŦ ΨŦƛȄƛƴƎΩ ǇǊƻōƭŜƳǎέ ό.ŀƭƭΣ 

2015, p309). Ball suggests that the difference between implementation and enactment is that, with 

the former conceptualisation, a policy is designed, fixed, written down and then either implemented 

or it fails to be implemented (Avelar, 2016). Enactment, on the other hand, suggests a discursive 

process ƛƴ ǿƘƛŎƘΣ άǘƘŜ ŜƴŀŎǘŜŘ ǇƻƭƛŎȅ ƛǎ ƳŜŘƛŀǘŜŘ ŀǘ ŜŀŎƘ ǎǘŜǇ ƻŦ ǘƘŜ ǇǊƻŎŜǎǎέ όIŀǊŘȅΣ нлмпΣ Ǉоύ and 

which liberates policy actors as creative policy producers. Singh et al (2014, p827) suggest that the 

strength of using enactment rather than implementation is that it denotes the twin processes of 

interpretation and translation of policy.  

 

Interpretation is the initial reading, making sense or decoding (Codd, 1988; Ball, 1993; Singh et al, 

2014) of policy texts, which are often poorly ǿǊƛǘǘŜƴΣ ŎƻƴǘǊŀŘƛŎǘƻǊȅ ƻǊ ǇǊƻōƭŜƳŀǘƛŎΣ ŀƴŘ ǊŜǉǳƛǊŜΣ άǘƘŜ 

ŎǊŜŀǘƛǾƛǘȅ ƻŦ ƳŀƪƛƴƎ ǎƻƳŜǘƘƛƴƎ ǎŜƴǎƛōƭŜ ƻǳǘ ƻŦ ǘƘƻǎŜ ǘŜȄǘǎέ (Ball, in Avelar, 2016, pp 6&7). Translation 

is then ŀΣ άǊŜ-ǊŜŀŘƛƴƎέ ό{ƛƴƎƘ Ŝǘ ŀƭΣ нлмпΣ Ǉунтύ ƻǊ ŀΣ άǊŜŎƻŘƛƴƎέ ό.ǳŎƪƭŜǎΣ нлмлΣ ǇмуύΦ Lǘ ƛǎ ǘƘŜ ǇǊŀŎǘƛŎŀƭ 

side of enactment, in which policy is put into action (Hardy and Lingard, 2008). Ball suggests (Avelar, 

2016, p7) and Ball et al (2011a) agree that interpretation is a rationalistic exercise, whereas translation 

is more realistic; the former is about strategy, whilst the latter is about tactics. 

 

A trajectory approach 

 

Bowe and Ball, with Gold (1992) suggest that, to understand the contexts within which policy is 

produced, policy production should itself be seen as a trajectory which consists of three main contexts: 

the context of influenceΣ ǿƘŜǊŜƛƴΣ άǘƘŜ ǇǳōƭƛŎΣ ŀƭōŜƛǘ ǊŜǇǊŜǎŜƴǘŜŘ ōȅ ǇƻƭƛǘƛŎŀƭ ǇŀǊǘƛŜǎ ŀƴŘ ƻǘƘŜǊ 

organiǎŀǘƛƻƴǎΣ ƛƴƛǘƛŀǘŜ ŘŜōŀǘŜ ŀōƻǳǘ ǘƘŜ Ƙƻǿ ŀƴŘ ǿƘȅ ƻŦ ŜŘǳŎŀǘƛƻƴέ ό²ƛƭǎƻƴΣ мффнΣ ǇполύΤ ǘƘŜ context 

of policy text productionΣ ǿƘƛŎƘ ƛǎ ǘƘŜ ǎǘŀƎŜ ǘƘŀǘΣ άΨƳŀƪŜǎ ǎŜƴǎŜΩ ƻŦ ǘƘŜ ƻŦŦƛŎƛŀƭ ǘŜȄǘǎ ǎƻ ǘƘŀǘ ǘƘŜȅ ŀǊŜ 

unambiguous and realistic descriptors which are as idiot-ǇǊƻƻŦ ŀǎ ƛǘ ƛǎ ǇƻǎǎƛōƭŜ ǘƻ ƳŀƪŜ ǘƘŜƳΗέ όƛōƛŘύΤ 

and the context of practiceΣ άǿƘŜǊŜ ǘƘŜ ƛǎǎǳŜ ƻŦ ΨǿƘƻ ŘƻŜǎ ǿƘŀǘ ǘƻ ǿƘƻƳ ŀƴŘ ǿƘŜƴΩ ƛǎ ŀŘŘǊŜǎǎŜŘέ 

(ibid).  
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The policy trajectory approach seeks to trace the course of policy from its initial stages, to its 

development and its realisation. It looks beyond a single level of analysis, whether that it is at 

ŎƭŀǎǎǊƻƻƳΣ ǎŎƘƻƻƭ ƻǊ ƭƻŎŀƭ ŀǳǘƘƻǊƛǘȅ ƭŜǾŜƭ ǘƻ ŀǘǘŜƳǇǘ ǘƻ ŎƻƴǎƛŘŜǊ ǘƘŜ ǿƘƻƭŜ ƎŀƳōƛǘ ƻŦ ǇƻƭƛŎȅΣ άŀŎǊƻǎǎ 

ŀƴŘ ōŜǘǿŜŜƴ ƭŜǾŜƭǎέ ό.ŀƭƭΣ мффтΣ Ǉнсс). Echoing this, Donnelly (2000, p137) contends that any 

ŎƻƳǇƭŜǘŜ ǇƛŎǘǳǊŜ ƻŦ ǎŎƘƻƻƭ ŜǘƘƻǎ ƴŜŜŘǎ ǘƻ ŜȄǇƭƻǊŜ ƘƻǿΣ άǘƘŜ ǾŀƭǳŜǎ ŀƴŘ ōŜƭƛŜŦǎ ƻŦ ǘƘƻǎŜ ƛƴ ŀǳǘƘƻǊƛǘȅέ 

are supported by and reflect those of individual school membersΦ {ƘŜ ōŜƭƛŜǾŜǎ ǘƘŀǘΣ άŜǘƘƻǎ Ŏŀƴ ƻƴƭȅ 

be studied in the gap between officially generated ethos and that generated by individuals and groups 

ǿƛǘƘƛƴ ŀ ǎŎƘƻƻƭέ όDǊŜŜƴ нллфΣ ǇǇмфу ϧ мффύΦ  

 

The above sets the theoretical framework for this study: the creation of a single, coherent ethos for 

the Controlled Sector was considered from a policy trajectory position, which Trowler (2016, p50) 

ŘŜŦƛƴŜǎ ŀǎΣ άŀ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘ ǿƘƛŎƘ Ŧƻƭƭƻǿǎ ŀ ǇŀǊǘƛŎǳƭŀǊ ǇƻƭƛŎȅ ŀǊŜŀ ŦǊƻƳ ƛǘǎ ƛƴŎŜǇǘƛƻƴ ǘƘǊƻǳƎƘ ǘƘŜ 

various phases of implementation and finally collects data on the outcomes it has brought about, if 

ŀƴȅέΤ ƛǘ ŎƻƴǎƛŘŜǊŜŘ ǘƘŜ ŎƻƴǘŜȄǘǎΣ ǘƘŜ ƪŜȅ ŀŎǘƻǊǎΣ ǘƘŜ ǇǊƻŎŜǎǎ ŀƴŘ ŘƛǎŎƻǳǊǎŜ ƛƴǾƻƭǾŜŘ ƛƴ ǘƘŜ 

development of the ethos for the sector.  

 

The first two sections of this chapter have considered how ethos can be viewed within the context of 

a research paradigm and how it might be analysed through a policy trajectory approach. The next 

section looks at how these have therefore informed the methodological approach to the research. 

 

 

 

How it was approached methodologically 
 

Ball suggests that we neither make nor create sense of the world by employing one theory or one 

epistemological position, άbecause the world is more obdurately complex and difficult than what can 

ōŜ ƎǊŀǇǇƭŜŘ ǿƛǘƘ ǎƛƳǇƭȅ ǳǎƛƴƎ ƻƴŜ Ǉƻǎƛǘƛƻƴέ ό!ǾŜƭŀǊΣ нлмсΣ ǇоύΦ bƻǘǿƛǘƘǎǘŀƴŘƛƴƎ the qualitative 

methodology which stems from my worldviewΣ ƎƛǾŜƴ 5ƻƴƴŜƭƭȅΩǎ ŎƻƴǘŜƴǘƛƻƴ ǘƘŀǘ ŜǘƘƻǎ Ŏŀƴ ǊŜŀƭƭȅ ƻƴƭȅ 

ōŜ ǎǘǳŘƛŜŘ ƛƴ ǘƘŜ ΨƎŀǇΩ ōŜǘǿŜŜƴ ǘƘŜ ƛƴǘŜƴŘŜŘ ŀƴŘ ǘƘŜ ƭƛǾŜŘΣ ƛǘ ǿŀǎ ŦŜƭǘ ǘƘŀǘΣ ǊŀǘƘŜǊ ǘƘŀƴ ŜƳǇƭƻȅ ŀ 

purely qualitative approach, a study of this nature may benefit from some form of a solid quantifiable 

base, such as questionnaires, to contextualise and support the collection of further data. Ball (1993, 

Ǉмсύ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ǇƻƭƛŎȅ ǘǊŀƧŜŎǘƻǊȅ ǎǘǳŘƛŜǎΣ άŜƳǇƭƻȅ ŀ ŎǊƻǎǎ-sectional rather than single leǾŜƭ ŀƴŀƭȅǎƛǎέ 

and so somewhere between the two aforementioned paradigms was the ideal.  

 

In recent decades, debate has raged over the effectiveness of applying a positivist and/or interpretivist 

methodology in studies of society and human behaviour (Gage, 1989; Guba, 1990; Denzin & Lincoln, 

1994). The subsequent period has seen the ascendency of qualitative over quantitative methods 

(Denzin, 2008; Cohen et al, 2011), but has also heralded the emergence of a paradigm called 

pragmatism, or mixed-methods reseaǊŎƘΣ ƛƴ ǿƘƛŎƘΣ άǘƘŜ ǊŜǎŜŀǊŎƘŜǊ ƳƛȄŜǎ ƻǊ ŎƻƳōƛƴŜǎ ǉǳŀƴǘƛǘŀǘƛǾŜ 

ŀƴŘ ǉǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ ǘŜŎƘƴƛǉǳŜǎΣ ƳŜǘƘƻŘǎΣ ŀǇǇǊƻŀŎƘŜǎΣ ŎƻƴŎŜǇǘǎ ƻǊ ƭŀƴƎǳŀƎŜ ƛƴǘƻ ŀ ǎƛƴƎƭŜ ǎǘǳŘȅέ 

(Johnson and Onwuegbuzie, 2004, p17).  

 

It is acknowledged that the appropriateness of mixing methods within a single study has been 

questioned (Tashakkori, Teddlie and Teddlie, 1998), with purists suggesting that using both is, 

άǘƘŜƻǊŜǘƛŎŀƭƭȅ ƛƳǇƻǎǎƛōƭŜ ǎƛƴŎŜ ǘƘŜƛǊ ŦƻǳƴŘŀǘƛƻƴǎ ŀǊŜ ƴƻƴ-ŎƻƴƎǊǳŜƴǘ ŀƴŘ Ƴǳǘǳŀƭƭȅ ŜȄŎƭǳǎƛǾŜέ όaƻǊǊƛǎ 

and Burkett, 2011, p27), leading to flawed research due to the irreconcilable philosophical differences 
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between the paradigms from which they stem (Guba and Lincoln, 1994). However, Ball (2006, p1) 

ŜǎŎƘŜǿǎ ǎǳŎƘ ŀΣ άǇŜǊŎŜǇǘǳŀƭ ǎǘǊŀƛƎƘǘƧŀŎƪŜǘέ ŀƴŘ ǇǊŀƎƳŀǘƛǎǘǎ ǎǳŎƘ ŀǎ /ǊŜǎǎǿŜƭƭ Ŝt al (2003) suggest 

that the usefulness of a mixed-methodological approach is of more importance than the philosophical 

debate, subscribing to a paradigm relativism which holds the needs of the research and research 

questions above devotion to a paradigm (IƻǿŜΣ мффуύΥ άŜǇƛǎǘŜƳƻƭƻƎƛŎŀƭ ǇǳǊƛǘȅ ŘƻŜǎ ƴƻǘ ƎŜǘ ǊŜǎŜŀǊŎƘ 

ŘƻƴŜέ όaƛƭŜǎ ŀƴŘ IǳōŜǊƳŀƴΣ мфупΣ ǇнмύΦ  

 

In a response to Mactavish and Schleien (2000), who suggest that a mixed-methods approach is, in 

fact, a mixed-up approach, Guba and Lincoln (2005) opine that it is possible to blur the lines somewhat 

between paradigms so long as the researcher is clear about the underlying ontological position. 

"Epistemologies and ontologies may clash and grate but the resultant friction can be purposeful and 

ŜŦŦŜŎǘƛǾŜΧ in providing different lenses through which to see and think about the social world" (Ball, 

2006, p2).  

  

According to Johnson and Turner (2003) and Johnson and Onwuegbuzie (2004), the goal of such an 

approach is to draw from the strengths and minimise the weaknesses of quantitative and qualitative 

ƳŜǘƘƻŘǎ ǊŀǘƘŜǊ ǘƘŀƴ ǊŜǇƭŀŎƛƴƎ ǘƘŜƳΣ ƻŦŦŜǊƛƴƎ ǇǊŀƎƳŀǘƛǎƳ ŀǎ ŀΣ άŎƻƳǇƭŜƳŜƴǘŀǊȅ ǇƘƛƭƻǎƻǇƘƛŎŀƭ 

ǇŀǊǘƴŜǊέ όWƻƘƴǎƻƴ ŀƴŘ hƴǿǳŜƎōǳȊƛŜΣ нллпΣ ǇмпύΣ and agreeing with Guba and Lincoln (2005) that the 

research methods should follow research questions in a way that offers the best chance to obtain 

useful answers. A mixed-methods approach is therefore useful in looking for convergence; inter-

connection or distinction; similarities, contradictions or new ideas; complementarity of methods; or 

adding breadth (Greene, Caracelli and Graham, 1989). Johnson and Onwuegbuzie (2004) suggest that 

researchers need to be creative and eclectic in their approach, using a variety of strategies, 

approaches and methods to elicit a combination of types of data to provide a more complete picture 

(Creswell and Plano Clark, 2010; Johnson and Turner, 2003). 

 

In this research, the views of a representative sample would enable an hypothesis to be made, but it 

was felt that, due to the fact that there are 558 schools, a more quantifiable response would also be 

helpful. Whilst my ontological position dictated a qualitative approach based around a deep analysis 

ƻŦ ǘƘŜ ǾƛŜǿǎ ƻŦ ǘƘŜ ǎŀƳǇƭŜΣ ǘƘŜǊŜ ǿŀǎ ŀ ƴŜŜŘ ŦƻǊΣ άŀ ŘƛŦŦŜǊŜƴǘ ƪƛƴŘ ƻŦ ŜǇƛǎǘŜƳƻƭƻƎƛŎŀƭ ŀǇǇŀǊŀǘǳǎ ǘƻ 

maƪŜ ǎŜƴǎŜ ƻŦ ǘƘƻǎŜ ƳŜǎǎȅ ŀƴŘ ŘƛǎƻǊŘŜǊŜŘ ǊŜŀƭƛǘƛŜǎέ ό!ǾŜƭŀǊΣ нлмсΣ Ǉпύ ŀƴŘ ŀ ŘŜƎǊŜŜ ƻŦ ōǊŜŀŘǘƘ ǿƻǳƭŘ 

add a richness and further dimension to the depth. These two approaches are not incompatible with 

each other: whilst quantitative research is normally used for testing theory, it can also generate 

hypotheses, and whilst qualitative work usually generates theory, it can also test hypotheses (Punch, 

1999).  

 

In using both quantitative and qualitative methods, Cresswell and Plano Clark (2007) suggest that the 

researcher needs to consider the timing, weighting and use of the methods in respect to each other. 

They classify mixed-methods designs in four ways: the triangulation approach merges the data 

together with an equal weighting; the embedded approach sees one set of data as secondary, 

supporting the main one; in the explanatory approach, qualitative data provides answers to questions 

raised in the quantitative stage; and in the exploratory approach quantitative data provides breath to 

the qualitative responses. 

 

The final section outlines how the methodology above was utilised in the gathering of data for the 

study. 
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How it was carried out empirically 
 

This research study subscribed to /ǊŜǎǎǿŜƭƭ ŀƴŘ tƭŀƴƻ /ƭŀǊƪΩǎ όнллтύ exploratory and embedded 

designs, employing a mainly qualitative approach in the form of interviews, supplemented and 

supported by a large scale survey. CƻƭƭƻǿƛƴƎ /ƻƭƭƛƴǎ Ŝǘ ŀƭΩǎ όнллсύΣ ǘǿƻ-dimensional mixed methods 

sampling model, it took a concurrent approach, where the two phases were conducted separately, 

with the data integrated during the analysis stage. There was an element of nested design, wherein, 

άthe sample members used in one phase of the study represent a sub-set of those chosen for the 

ƻǘƘŜǊ ŎƻƳǇƻƴŜƴǘ ƻŦ ǘƘŜ ǎǘǳŘȅέ όDǊŀȅΣ нлмпΣ Ǉннтύ, in this case the Principal cohort interview 

participants representing a sub-set of the 138 principal respondents to the survey. Gray suggests that 

it is acceptable within a concurrent design to ǘŀƪŜ ǘƘƛǎ ŀǇǇǊƻŀŎƘ ŀǎΣ άŀƭǘƘƻǳƎƘ ƻƴŜ ǇƘŀǎŜ ŦƻƭƭƻǿŜŘ 

ŀƴƻǘƘŜǊΧ one phase did not inform ǘƘŜ ƻǘƘŜǊέ όƛōƛŘύΦ  

 

Questionnaires 

 

A questionnaire was designed to elicit the views of principals of the 558 Controlled schools, comprising 
73 closed questions, recommended by Cohen et al (2011) as quick and straightforward for 
respondents. The questions included those that were dichotomous, multiple choice, Likert type rating 
scales, rank order and discrete single answer. Oppenheim (1992) highlights that highly structured, 
closed questions allow comparisons to be made across groups in the sample. Due to the sample size, 
it was always the intention to create this as an online survey; this proved to be an effective and realistic 
way of ensuring a good delivery and response rate. The survey was created using the Smart Survey 
package, which facilitates easily the creating of the questionnaire, and the gathering and analysing of 
data. As my institution has a licence which allows for targeting groups of up to 1,000 respondents, 
permission was sought and granted for its use. 
 
The questions were grouped under the section headings: You and your school (essentially an identifier 
section); Policy; Ethos ς your school; Ethos ς the CS; CSSC; and /ƘǳǊŎƘŜǎΩ ǊƻƭŜ ƛƴ ŜŘǳŎŀǘƛƻƴ. After 
piloting, however, it was felt that the first substantive set of questions, on policy, should be moved as 
the questions took a little more thought than those of the two sections on ethos. Keeping it first might 
immediately put off respondents, who might then give up on completing the survey, whereas moving 
it to become the third section would ensure that respondents were in their flow and committed 
enough to want to see the survey through. 
 
Oppenheim (2000) and Rubin and Babbie (2011) stress the importance of piloting any research 
collection material to ensure it works as intended. The questionnaire was initially piloted amongst 6 
professional colleagues from the perspective of its effectiveness as a research instrument. These 
colleagues comprised the Director of Research, the REF coordinator, the Research Impact coordinator, 
the module coordinator for Research Methods, a colleague noted for his expertise in questionnaire 
design (and pedantry over English language) and a colleague who has researched extensively and 
written on the research subject. The process led to a number of other changes to the questions 
themselves, from grammatical correctness to consistency of wording.  
 
A further pilot was carried out with a local principal which added a most useful dimension to the 
process. One of the aims was to look at the length of time taken to complete as this was to be included 
in the initial email to school principals. It was important to maximise the response and completion 
rate, therefore the inclusion of an approximate time for completion was important. Another element 
related to this was the ability to include a progress bar across the top of each page of the survey. There 
is conflicting research evidence on the correlation between employing a progress bar and completion 
rate (see, for example, Conrad et al, 2010; Couper et al, 2001; Yan et al, 2010), however Yentes et al 
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όнлмнΣ Ǉсύ ǎǳƎƎŜǎǘ ǘƘŀǘ ǎǳŎƘ ŀƴ ƛƴŎƭǳǎƛƻƴ Ŏŀƴ ǊŜǎǳƭǘ ƛƴ ŀƴΣ άƛƴŎǊŜŀǎŜ ƛƴ Řŀǘŀ ǉǳŀƭƛǘȅ ǘƘǊƻǳƎƘ ǘƘŜ 
ƳŜŎƘŀƴƛǎƳ ƻŦ ǳǎŜǊ ŦƻŎǳǎέΦ !ƴ ƛƴŎƛŘŜƴǘŀƭΣ ōǳǘ ƴƻ ƭŜǎǎ ƛƳǇƻǊǘŀƴǘ ŜƭŜƳŜƴǘ ό5ƛƭƭƳŀƴΣ нлллύ ǿŀǎ ǘƻ 
consider the attractiveness and user-friendliness of the survey in order that respondents would wish 
to engage with it. 
 
The other aim was to look at the contents of the questionnaire from the perspective of the 
respondents, who were not academics used to creating and assessing research instruments. Changes 
included removing elements from questions which seemed incongruent, joining questions together, 
adding phrases for greater explanation and removing options which were unnecessary. During this 
ǇƛƭƻǘƛƴƎ ǎŜǎǎƛƻƴΣ ǘƘŜ ΨǊŜǎǇƻƴŘŜƴǘΩ ǿŀǎ ƻōǎŜǊǾŜŘ ŀƴŘ ǘƛƳŜŘΣ ƛƴƛǘƛŀƭ ŀƴŘ ƛƳƳŜŘƛŀǘŜ ŎƻƳƳŜƴǘǎ ŘǳǊƛƴƎ 
the completion process were noted, and a discussion was held afterwards. 
 
In conversations with principals, it was stated that they receive 8-10 invitations each week to 
participate in online surveys. A realistic target was set of a 25% response rate (n=140), with the hope 
that it would reach 30% (n=167). In order to maximise the response rate, four emails were sent to all 
of the Controlled Schools. The dates, days and times of these were chosen carefully to ensure that 
they would be read and acted upon.  
 
The first was sent on a Monday afternoon and was quite formal in tone, outlining the key information, 
providing the web link and attaching an information document. In the first and final substantive 
ǇŀǊŀƎǊŀǇƘǎΣ ǘƘŜǊŜ ǿŀǎ ŀƴ ŀŎƪƴƻǿƭŜŘƎŜƳŜƴǘ ƻŦ ǘƘŜ ōǳǎȅƴŜǎǎ ŀƴŘ ǎǘǊŜǎǎ ƻŦ ǇǊƛƴŎƛǇŀƭǎΣ άŦƭŀǘǘŜǊƛƴƎ ǘƘŜ 
ǇŀǊǘƛŎƛǇŀƴǘǎ ǿƛǘƘƻǳǘ ōŜƛƴƎ ǎŜŜƴ ǘƻ ŦƭŀǘǘŜǊ ǘƘŜƳέ ό/ƻƘŜƴ Ŝǘ ŀƭΣ нлммΣ ǇнооύΣ ǘƘŜǊŜōȅ ŜǎǘŀōƭƛǎƘƛƴƎ 
credentials as someone empathetic and knowledgeable in the field of education. This was 
consolidated in the email signature and attachment, again establishing my position within the 
ŜŘǳŎŀǘƛƻƴŀƭ ŎƻƳƳǳƴƛǘȅ ŀƴŘ ƘƛƎƘƭƛƎƘǘƛƴƎ ǘƘŀǘ ǘƘŜ ǎǘǳŘȅ ǿŀǎ ŀ ΨǇǊƻǇŜǊΩ ŀŎŀŘŜƳƛŎ ƻƴŜΦ 
 
The follow-up emails were sent on a Friday afternoon at the start of December, a Friday morning in 
mid-January and a Wednesday afternoon in early February. The tone of the first was light, thanking 
ǘƘƻǎŜ ǿƘƻ ƘŀŘ ǇŀǊǘƛŎƛǇŀǘŜŘ ŀƴŘ ΨǊŜƳƛƴŘƛƴƎΩ ǘƘƻǎŜ ǿƘƻ ƘŀŘΣ άƴƻǘ ȅŜǘ ƳŀƴŀƎŜŘ ǘƻ ŦƛƴŘ ǘƘŜ ǘƛƳŜΣ in 
ώǘƘŜƛǊϐ ŜȄǘǊŜƳŜƭȅ ōǳǎȅ ŀƴŘ ƛƴŎǊŜŀǎƛƴƎƭȅ ŦǊŀǳƎƘǘ ƭƛǾŜǎέ ƻŦ Ƙƻǿ ƛƴǾŀƭǳŀōƭŜ ǘƘŜƛǊ ƛƴǎƛƎƘǘǎ ǿƻǳƭŘ ōŜΦ ¢ƘŜ 
second was conversational, with half of it being about recent disruption to schools due to weather, 
again establishing empathy. It then thanked those who had participated, citing over a hundred as a 
suggestion of how important they had seen the issue, and then issued a reminder to others that they 
still could. The third was sent two days before most schools closed for half-term and a week before 
the rest did. Rather than beginning with thanks, it opened with the fact that the survey was soon to 
ŎƭƻǎŜ ǘƻ ƛƳǇǊŜǎǎ ǘƘƛǎ ǳǇƻƴ ǘƘƻǎŜ ǿƘƻ ƘŀŘƴΩǘ ǊŜǎǇƻƴŘŜŘΣ ōŜŦƻǊŜ ǘƘŀƴƪƛƴƎ ŀƴŘ ǊŜƳƛƴŘƛƴƎ ƻŦ Ƙƻǿ ǘƻ 
complete.  
 
In addition to the emails, other methods were employed to ensure a reasonable response rate. Just 
before the survey opened, I asked that colleagues on the CSSC Board use their various networks of 
influence to promote it. The Head of Marketing at CSSC was also approached to publicise it and the 
research was signposted in the November bulletin to all principals. The secretaries of a number of area 
learning communities were also asked to publicise the survey amongst their members. 
 
At the close of the survey the response rate was 24.7% (n=138 out of a potential 558 schools). 
 
Interviews 
 
Ball (1990) states that the basis fƻǊ Ƙƛǎ ǾƛŜǿ ƻŦ ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎȅΣ άƘŀǎ ŎƻƴǎƛǎǘŜŘ ƻŦ ƛƴǘŜǊǾƛŜǿǎέ όнлл6b, 

p4) and DǊŜƪ όнлммΣ Ǉнооύ ǎǳƎƎŜǎǘǎ ǘƘŀǘΣ άƛƴǘŜǊǾƛŜǿƛƴƎ ƛǎ ƻƴŜ ƻŦ ǘƘŜ Ƴƻǎǘ ŎƻƳƳƻƴ ƳŜǘƘƻŘǎ ƻŦ 

conducting qualitative research on ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎȅ ŎƻƳƳǳƴƛǘƛŜǎΦέ 5ƻƴƴŜƭƭȅ όнлллΣ Ǉмоуύ ǎǳƎƎŜǎǘŜŘ 
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ƻŦ ƘŜǊ ǿƻǊƪ ǘƘŀǘΣ άDƛǾŜƴ ǘƘŜ ƛƴǘǊƛŎŀǘŜ ŀnd complex nature of ethos it seemed more logical to use a 

ƳŜǘƘƻŘ ǿƘƛŎƘ ŀƭƭƻǿŜŘ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊ ǘƻ ƎŜǘ ŀǎ ŎƭƻǎŜ ǘƻ ǘƘŜ ǎǳōƧŜŎǘǎ ŀǎ ǇƻǎǎƛōƭŜΦέ 

 

Kvale and .ǊƛƴƪƳŀƴƴ όнллфΣ Ǉмύ ǎǳƎƎŜǎǘ ǘƘŀǘ ƛƴǘŜǊǾƛŜǿǎ ŀƭƭƻǿ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΣ άǘƻ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ 

ǿƻǊƭŘ ŦǊƻƳ ǘƘŜ ǎǳōƧŜŎǘǎΩ Ǉƻƛƴǘ ƻŦ ǾƛŜǿΣ ǘƻ ǳƴŦƻƭŘ ǘƘŜ ƳŜŀƴƛƴƎ ƻŦ ǘƘŜƛǊ ŜȄǇŜǊƛŜƴŎŜǎΣ ǘƻ ǳƴŎƻǾŜǊ ǘƘŜƛǊ 

ƭƛǾŜŘ ǿƻǊƭŘΦέ ¢Ƙƛǎ ƛǎ ŜŎƘƻŜŘ ōȅ Johnson and Christensen (2001) who believe that an interview can get 

to the nub of a ǇŀǊǘƛŎƛǇŀƴǘΩǎ ƻǿƴ ǘƘƛƴƪƛƴƎ ƛƴ ƻǊŘŜǊ ŦƻǊ ǘƘŜƳΣ άǘƻ ŜȄǇǊŜǎǎ ǘƘŜƛǊ ǇŜǊǎǇŜŎǘƛǾŜǎέ όǇооύ 

through the use ƻŦΣ άǘƘŜƛǊ ŎǊƛǘƛŎŀƭ ǾƻƛŎŜǎέ όYƭŜƴƪŜΣ нллуΣ ǇмнύΦ ¢ƘƛǎΣ άƛƴǘŜǊŎƘŀƴƎŜ ƻŦ ǾƛŜǿǎ ōŜǘǿŜŜƴ ǘǿƻ 

persons conversing ŀōƻǳǘ ŀ ǘƘŜƳŜ ƻŦ ƛƴǘŜǊŜǎǘέ όYǾŀƭŜ ŀƴŘ .ǊƛƴƪƳŀƴƴΣ нллфΣ Ǉнύ Ŏŀƴ ƎƛǾŜ ŀ ǾŀƭǳŀōƭŜΣ 

άƛƴǎƛƎƘǘ ƛƴǘƻ Ƙƻǿ ǇŜƻǇƭŜ ƛƴǘŜǊǇǊŜǘ ŀƴŘ ƻǊŘŜǊ ǘƘŜ ǿƻǊƭŘέ όaŀŎƪ Ŝǘ ŀƭΣ нллрΣ ǇолύΦ 

 

Following Ball (2006Σ ǇпύΣ ƛǘ ǿƻǳƭŘ ǎŜŜƳ ǘƘŀǘ ǘƘŜΣ άƳƻǎǘ ƻōǾƛƻǳǎΣ ōǳǘ ƴƻǘ ǎƻƭŜΣ ōŀǎƛǎ ƻŦ Ƴȅ ŀŎŎƻǳƴǘΧ 

[should be] a set of interviews with primary actors in the policy-ƳŀƪƛƴƎ ŦƛŜƭŘΦέ ¢Ƙƛǎ ŜƴǘŀƛƭŜŘ ǘƘŜ 

selection of key figures in the world of policy at the time of the creation of the CSSC, but also the 

ΨǇǊƛƳŀǊȅ ŀŎǘƻǊǎΩ ǿƘƻ ǿƻǳƭŘ ōŜ ƛƴǾƻƭǾŜŘ ƛƴ ǘƘŜ ŦǊont-ƭƛƴŜ ƻŦ ǘƘŜ ŜƴŀŎǘƳŜƴǘ ƻŦ ǘƘŜ /{{/Ωǎ ±ƛǎƛƻƴ 

Statement, namely the principals of a range of Controlled schools. 

 

The use of the interview allowed me ǘƻΣ άŎƻƭƭŜŎǘ ƛƴŦƻǊƳŀǘƛƻƴ ǘƘŀǘ Ŏŀƴƴƻǘ ōŜ ǊŜŘǳŎŜŘ ǘƻ ƴǳƳōŜǊέ 

(Walliman, 2013, p143), but which would be complemented by the more quantitative data elicited 

from the questionnaire respondents. The approach taken was to create a semi-structured interview, 

ǿƘƛŎƘ ǿƻǳƭŘΣ άƎƛǾŜ ǘƘŜ ōŜǎǘ ƻŦ ōƻǘƘ ǿƻǊƭŘǎ ŀǎ ŦŀǊ ŀǎ ƛƴǘŜǊǾƛewing is concerned (Thomas, 2014, p164), 

allowing for the co-construction of the interview (Walford, 2001). 

 

In an attempt to ensure that the questions were clear, easy to understand and without bias (Ziniel, 

2010), the schedule was again piloted by the 6 professional colleagues and local principal. As with the 

questionnaires, much useful assistance was given with the order, grammatical correctness, bias-

elimination and ease of use.  

 

The 11 questions and 11 follow-up questions fell under 5 main areas: ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ 

of ethos; the nature of ethos in the CS; their views on policy and its link with ethos; the link between 

faith and ethos; and the role of the churches in education. Following a response from the first 

interviewee in which was mentioned influence being about power and control, an additional question 

was asked regarding who participants believed control the ethos of the Controlled Sector and who 

should.  

 

As it is important for the interviewee to trust the interviewer (Grek, 2011) and for them to feel 

comfortable and confident (Ziniel, 2010), the interview was agreed at a time and place convenient to 

the participant (for the Policy-maker group, this resulted in one interview in my office, one in a 

ǇŀǊǘƛŎƛǇŀƴǘΩǎ ƘƻƳŜΣ ŀƴŘ ǘƘŜ ƻǘƘŜǊ ǎƛȄ ƛƴ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ƻŦŦƛŎŜǎΤ ŦƻǊ ǘƘŜ tǊƛƴŎƛǇŀl cohort, each took 

ǇƭŀŎŜ ƛƴ ǘƘŜƛǊ ǎŎƘƻƻƭǎύΦ !ƭƭ ǘƻƻƪ ǇƭŀŎŜ ŀǘ ŀ ǘƛƳŜ Ƴǳǘǳŀƭƭȅ ŎƻƴǾŜƴƛŜƴǘ ŀƴŘ ŀƭƭ ŘǳǊƛƴƎ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ 

working hours. 

 

²ƛƭƪƛƴǎƻƴ ŀƴŘ .ƛǊƳƛƴƎƘŀƳ όнллоΣ Ǉптύ ƴƻǘŜŘ ǘƘŀǘ ƛŦΣ άȅƻǳ ǊŜƭȅ ƻƴ ƳŜƳƻǊȅ ŀƴŘ ŀ ǇŀŘ ƻŦ Ƙŀǎǘƛƭȅ 

ǎŎǊƛōōƭŜŘ ƴƻǘŜǎέ ŜǎǎŜƴǘƛal information will be lost, so the HT Recorder+ app for iPad was used to record 

all interviews. Prior to beginning, as outlined in the Ethics section, a short conversation was held, the 

issue of voluntary consent was dealt with, permission was sought regarding audio recording and a 

suitable identifier was agreed upon.  
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Sampling Strategy 
 

The quality of a piece of research stands or falls not only by the appropriateness of 
methodology and instrumentation but also by the suitability of the sampling strategy that 
has been adopted. 

(Cohen et al, 2011, p100) 
 
After considering the research instruments to be used, it was therefore important that careful 
consideration was given to the people with whom they would be used. Blaxter et al (2010, p170) give 
a useful and concise breakdown of the main types of sampling. Probability sampling includes simple 
random; systematic (selecting every nth case); stratified (within groups of the population); cluster 
(whole clusters of the population sampled at random); and stage (clusters sampled at random) 
sampling. Non-probability sampling includes convenience (those most convenient); voluntary (self-
selecting); quota (convenience within groups of the population); purposive (hand-picking supposedly 
typical or interesting cases); dimensional (multi-dimensional quota sampling); and snowball (building 
up a sample through informants) sampling. They also describe event sampling, which uses routine or 
special events as a basis for sampling, and time sampling which recognises the significance of different 
times during the day, week or year. 
 
Whilst some form of random sample would have been the ideal, especially as it is the more 

representative form of sampling, Black (1998) suggests that this only really works effectively when all 

of the subjects participate, lists are accurate and equivalence is possible. Given the busyness of school 

principals and the potentially small numbers of those who would be able to participate, probability 

sampling was therefore discounted. 

 

Gray (2014) suggests that, for qualitative research, it is most common to use a purposive non-

ǇǊƻōŀōƛƭƛǘȅ ǎŀƳǇƭŜ ŀǎ ƛǘΣ άǎŜŜƪǎ ǘƻ ƻōǘŀƛƴ ƛƴǎƛƎƘǘǎ ƛƴǘƻ ǇŀǊǘƛŎǳƭŀǊ ǇǊŀŎǘƛŎŜǎ ǘƘŀǘ ŜȄƛǎǘ ǿƛǘƘƛƴ ŀ ǎǇŜŎƛŦƛŎ 

ƭƻŎŀǘƛƻƴΣ ŎƻƴǘŜȄǘ ŀƴŘ ǘƛƳŜέ όǇмтпύΦ Although such an approach has been critiŎƛǎŜŘ ŦƻǊ ōŜƛƴƎΣ άƴƻǘ 

Ŝŀǎƛƭȅ ŘŜŦŜƴǎƛōƭŜ ŀǎ ōŜƛƴƎ ǊŜǇǊŜǎŜƴǘŀǘƛǾŜέ ό.ƭŀŎƪΣ мффуΣ ǇммуύΣ ƛǘ ŘƻŜǎ ŜƴǎǳǊŜ ŀ ōŀƭŀƴŎŜ ƻŦ ƎǊƻǳǇ ǎƛȊŜǎΣ 

the selection of adequate numbers and the possibility of including under-represented or hard to reach 

groups (ibid). Gray also suƎƎŜǎǘǎ ǘƘŀǘΣ άǾŜǊȅ ƻŦǘŜƴ ƛǘ ƛǎ ƴƻǘ ŀ ŎŀǎŜ ƻŦ ǎŜƭŜŎǘƛƴƎ ōŜǘǿŜŜƴ ǘƘŜ ǾŀǊƛƻǳǎ 

ŀǇǇǊƻŀŎƘŜǎ ōǳǘ ŎƻƳōƛƴƛƴƎ ǎƻƳŜ ƻŦ ǘƘŜƳέ ό2014, p174) and this will be outlined in the paragraphs 

below.  

 
My sampling method was three-fold: as outlined in detail above, the most straightforward was that 
of the survey, which was sent out electronically via an email link to the entire population of Controlled 
Sector principals; the participants for interviews were split under two categories: Policy-makers and 
Principals, using aspects of purposive samplingΣ ƎǳƛŘŜŘ ōȅ /ƻƘŜƴ Ŝǘ ŀƭΩǎ (2011) three principles for 
recruiting participants: their experiences of place, time and ways of talking about their experiences, 
ŜƴǎǳǊƛƴƎ ǘƘŀǘ ǘƘŜȅΣ άǎƘŀǊŜ ǘƘŜ ŜȄǇŜǊƛŜƴŎŜ ōŜƛƴƎ ƛƴǾŜǎǘƛƎŀǘŜŘέ όDǊŀƘŀƳΣ нлмнΣ Ǉ342), with the latter 
chosen through volunteer (or voluntary) sampling (Blaxter et al, 2010; Cohen et al, 2011; Gray, 2014).  
 
CƻǊ ǘƘŜ ŦƛǊǎǘ ŎƻƘƻǊǘ ƛǘ ǿŀǎ ƛƳǇƻǊǘŀƴǘ ǘƻ ŎƻƴǎƛŘŜǊ ŎŀǊŜŦǳƭƭȅ ǘƘŜ ŎƘƻƛŎŜΣ ŀǎΣ άǘƘŜǊŜ ƛǎ ƭƛǘǘƭŜ ōŜƴŜŦƛǘ ƛƴ 
seeking a random sample when most of the random sample may be largely ignorant of particular 
ƛǎǎǳŜǎ ŀƴŘ ǳƴŀōƭŜ ǘƻ ŎƻƳƳŜƴǘ ƻƴ ƳŀǘǘŜǊǎ ƻŦ ƛƴǘŜǊŜǎǘ ǘƻ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊέ ό/ƻƘŜƴ Ŝǘ ŀƭΣ нлммΣ ǇмртύΦ It 
was decided to aim high and to try to gain access to the most senior levels of those who create, 
influence and contribute to policy and who were active at the time of the creation of the CSSC. In the 
political sphere the two politicians from the two main parties (DUP and Sinn Fein) who had held the 
most senior education portfolios at the time were approached and interviews granted. A senior official 
from the Education Authority and from the CSSC participated. Two former Education Secretaries from 
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the two largest Protestant denominations (PCI and CoI) participated in interviews. One member of the 
TRC, with a wide range of experience at educational administration board level, and the N. Ireland   
5ƛǊŜŎǘƻǊ ƻŦ ǘƘŜ ¦YΩǎ ƭŀǊƎŜǎǘ ŜŘǳŎŀǘƛƻƴ ǳƴƛƻƴ ŎƻƳǇƭŜǘŜŘ ǘƘŜ у ƛƴǘŜǊǾƛŜǿǎΦ 
 
In their studies of understanding policy contexts, Issakyan et al (2008) and Grek (2011) undertook 
ǊŜǎŜŀǊŎƘ ǿƛǘƘ ǘƘŜ ǇƻƭƛŎȅ ΨŜƭƛǘŜΩ ƛƴ {ŎƻǘƭŀƴŘΣ ŀ ŎƻƳƳǳƴƛǘȅ ƳǳŎƘ ƭƛƪŜ N. Ireland  in size and culture. They 
ŦƻǳƴŘ ŀΣ άǎƳŀƭƭ ŀƴŘ ǘƛƎƘǘƭȅ ƴŜǘǿƻǊƪŜŘ ΨǇƻƭƛŎȅ ŎƻƳƳǳƴƛǘȅΩέ όDǊŜƪΣ нлммΣ ǇнопύΣ ǿƛǘƘΣ άƛƴŦƻǊƳŀƭ 
relations that are maintained throǳƎƘ ǊŜƭŀǘƛǾŜƭȅ ŦǊŜǉǳŜƴǘ ŎƻƴǘŀŎǘǎ ŀƳƻƴƎ ŀƭƭ ǘƘŜǎŜ ŀŎǘƻǊǎέ όLǎǎŀƪȅŀƴ 
et al, 2008, p24). It is down to a comparable environment and these kinds of relationships that the 
interviews were quickly agreed to and easily arranged. Given my past and current representative and 
advocacy roles within the education policy landscape, a personal and/or professional relationship 
existed with each that was useful for securing participation in the study. This position also ensured, 
άǘǊǳǎǘ ƻŦ ǘƘŜ ƛƴǘŜǊǾƛŜǿŜǊ ōȅ ǘƘŜ ƛƴǘŜǊǾƛŜǿŜŜΧ ōȅ ǎƘƻǿƛƴƎ ŦŀƳƛƭƛŀǊƛǘȅ ǿƛǘƘ ǘƘŜ ŀǎǎǳƳǇǘƛǾŜ ǿƻǊƭŘ ƻŦ ǘƘŜ 
ƛƴǘŜǊǾƛŜǿŜŜέ όDǊŜƪΣ нлммΣ ǇнофύΦ   
 
The second cohort of interviews was taken from those who had volunteered in response to the online 
questionnaire. In the initial email to them and in the attached document, an invitation was issued for 
those who might wish to participate to make contact. There were 20 contacts made (8 primary, 4 
secondary, 4 grammar, 2 special and 2 nursery), from which the same size of sample to the Policy-
makers was created. The Controlled Sector is comprised of 69% primary schools, 10% non-selective 
secondary schools; 3% grammar schools; 11% nursery schools; and 7% special schools. Therefore the 
sample was stratified to create a reflective representation of this and comprised 4 primary school 
principals and 1 from each of the other phases.  
 
Each of the Policy-maker participants was chosen carefully because of their personal experiences and 
involvement in the world of policy at the time of the creation of the CSSC. They each brought their 
personal views to bear on the research, but none of them would have had these experiences and 
involvement if they were not representatives of their organisations or types of organisations. 
Therefore, they were selected less as people and more to be representative of the field of policy-
makers and of their organisations or types of organisation. Likewise, the purposive sampling exercise 
for the Principals cohort saw the participants as representatives of the field of Controlled schools' 
principals and, to a lesser degree, of their phases. They were not viewed as representatives of their 
schools, in that the online survey covered questions relating to this field and gave them this 
opportunity. 
 
Understanding the potential unrepresentativeness of volunteer sampling ǿƘŜǊŜΣ άƻƴŜ Ƙŀǎ ǘƻ ōŜ ǾŜǊȅ 
Ŏŀǳǘƛƻǳǎ ƛƴ ƳŀƪƛƴƎ ŀƴȅ ŎƭŀƛƳǎ ŦƻǊ ƎŜƴŜǊŀƭƛȊŀōƛƭƛǘȅ ƻǊ ǊŜǇǊŜǎŜƴǘŀǘƛǾŜƴŜǎǎέ (Cohen et al, 20111, p116), 
in selecting the Principal participants, a stratifying process of criterion sampling (Gray, 2014) was 
created and applied in order to arrive at a viable sample. These criteria were, in order of importance: 

¶ A geographical and population-distribution spread throughout NI; 

¶ Schools that were representative of their phase; 

¶ Excluding principals who were involved with the work of CSSC; 

¶ Excluding principals with a stated faith position; 

¶ Excluding principals personally known to me. 
 
The process could also be said to be typical case sampling as the eight Principal cohort participants 
were selected a) because they were part of tƘŜ нл ǿƘƻ ǾƻƭǳƴǘŜŜǊŜŘ ŀƴŘ ōύ ōŜŎŀǳǎŜΣ άǘƘŜȅ ǊŜǇǊŜǎŜƴǘ 
ŀƴŘ ŀǊŜ ΨǘȅǇƛŎŀƭΩέ όDǊŀȅΣ нлмпΣ Ǉнмтύ of the population of Controlled school principals. As per the 
statistics above, they represented the five largest phases of the Controlled Sector. No participants 
from the Controlled Integrated or the Irish Medium phases were considered a) because none 
volunteered; b) because these schools comprise 4% of the total Controlled Sector population (with 
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the Irish Medium phase accounting for only 2 of the 558 Controlled schools); and c) because my 
purposive process began from the foundation of volunteer sampling.  
 
As no principals from these phases volunteered, I could have utilised a boosted sample method, 
described by Gorard (2003) as useful when a specific section of the research population is under-
represented because they are so few in numbers. Likewise, I could have opted for a convenience 
sample, in which I specifically targeted principals from the Controlled Integrated and Irish Medium 
phases. The advantage of this would have been that, regardless of size and representativeness, each 
discrete phase would have had a voice in the research. The disadvantage, however, could have been 
ǘƘŀǘΣ άǘƘŜ ŘƻǿƴǎƛŘŜ ƛǎ ǘƘŀǘ ŎƻƴǾŜƴƛŜƴŎŜ ǎŀƳǇƭƛƴƎ ƛǎ ƴŜƛǘƘŜǊ ǇǳǊǇƻǎŜŦǳƭ ƴƻǊ ǎǘǊŀǘŜƎƛŎΣ ŀƴd therefore 
Ƙŀǎ ǘƘŜ ƭƻǿŜǎǘ ŎǊŜŘƛōƛƭƛǘȅ ƻŦ ŀƭƭ ǘƘŜ ǉǳŀƭƛǘŀǘƛǾŜ ǎŀƳǇƭƛƴƎ ŘŜǎƛƎƴǎέ όDǊŀȅΣ нлмпΣ ǇннпύΦ 
 
There is no doubt that both of these phases would have added a richness and depth to the data, given 
their cultural context, however, I believe that there would have been ethical issues over validity had I 
sought out specific schools and I would have had to ensure that I was cognisant of the issues of the 
potential for over-representativeness and that this was accounted for.  
 
Of course, it is acknowledged that purposive sampling too has its problems; whilst it cannot be said to 
be fully representative, Thomas (2014) suggests that interpretative research is about gaining insights 
rather than generalisations and Cohen et al (2011) agree: άǘƘƛǎ ƛǎ ƴƻǘ ǘƘŜ ǇǊƛƳŀry concern in such 
sampling; rather the concern is to acquire in-depth information from those who are in a position to 
ƎƛǾŜ ƛǘέ όǇммрύΦ These principals are people, with personal experiences and opinions which coloured 
their answers. Whilst each was apprised of the above research position prior to beginning the 
interview, it was expected that they would draw on their own school life as a source of inspiration for 
their answers. However, it was in an attempt to minimise this, and to see them less as individuals and 
more as representatives, that the criteria included the latter two.  
 
The process began with the most straightforward decisions and worked to the most difficult, as 
follows: 

¶ Nursery - two contacts, one of which was from a CSSC Board Member, therefore the other 
was chosen. The school is situated in a large county town in North Antrim. 

¶ Special - two contacts, one of whom stated a faith position. The other selected on these 
grounds and also as it was the only school situated on the North-west border. 

¶ Secondary - four contacts, one of whom was a former CSSC Interim Board Member, one of 
whom is personally known to me. Of the other two, the one selected is the only school 
situated in the southern border area. 

¶ Grammar - four contacts, one of whom is a CSSC Board Member, one of whom is head of a 
single-sex school. Of the remaining two, the one selected is a medium-sized Belfast school. 

¶ Primary - eight contacts, six of whom are known to me, therefore it was decided to opt for the 
best geographical spread. The four schools therefore represented Belfast, a school serving a 
socially-disadvantaged population in a town on the east coast, a rural school in the mid-North-
west, and a school in a commuter town in mid-Ulster. These four included the two principals 
not known to me. 

 

The respondents to the online questionnaire comprised the principals of the 558 Controlled schools 

in NI. The initial idea was to ask the CSSC for use of their email list, in exchange for access to the results, 

but upon reflection this was abandoned for two reasons. Firstly, it was felt that this would put the 

CSSC in an invidious position as they are asked by many actors to allow piggy-backing on their 

distribution list. Given my position as Vice-chair of CSSC, it would be more awkward to decline, yet 

would set a precedent. In addition it would link the research and researcher to CSSC in a way that 

would be unintended. Secondly, a list of all school email addresses existed within my place of work 
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from which it was easy to extract the Controlled schools. In sending it out from the college it 

established my identity as a member of the academic community rather than as an office-bearer of 

CSSC. 

 

 
Ethical considerations 
 
¢ƘǊƻǳƎƘƻǳǘ ǘƘŜ ǊŜǎŜŀǊŎƘΣ ǘƘŜΣ άǇǊƻŦŜǎǎƛƻƴŀƭ ŀƴŘ ƳƻǊŀƭ ǊŜǎǇƻƴǎƛōƛƭƛǘȅέ ό.ǳǊǘƻƴ Ŝǘ al, 2011, p86) to 
ensure that ethical considerations were adhered to was paramount. No empirical data-gathering was 
ŜƳōŀǊƪŜŘ ǳǇƻƴ ǿƛǘƘƻǳǘ ŦƛǊǎǘ ǊŜŎŜƛǾƛƴƎ ǇŜǊƳƛǎǎƛƻƴ ŦǊƻƳ [ŀƴŎŀǎǘŜǊ ¦ƴƛǾŜǊǎƛǘȅΩǎ C!{{-LUMS Research 
Ethics Committee, a process which involved considering all aspects of the research and included 
revisions in light of comments and requests for clarification.  
 
Given my employment within Initial Teacher Education and the standing of the institution within the 
small educational community in NI, it was important to acknowledge that the reputation of Stranmillis, 
as well as Lancaster, needed to be taken into consideration, both in the academic rigour and in the 
ethical approach underǘŀƪŜƴΦ ¢ƘŜ ǊŜǎŜŀǊŎƘ ǿŜƴǘ ōŜŦƻǊŜ ǘƘŜ ŎƻƭƭŜƎŜΩǎ ƻǿƴ 9ǘƘƛŎǎ /ƻƳƳƛǘǘŜŜ ŀƴd 
permission was ǎƻǳƎƘǘ ŦǊƻƳ ƛǘ ǘƻ ǳǎŜ ǘƘŜ ŎƻƭƭŜƎŜΩǎ ŀŎŎƻǳƴǘ ŦƻǊ Smart Survey, along with proof of ethical 
approval from Lancaster.   
 
The Researcher 
 

Within the context of creating studies and formulating facts the researcher is neither 
detached nor objective and the interchange between the researcher and the researched 
is often neither natural nor neutral. As such, he/she needs to be aware not only of the 
values and beliefs of those being researched but also of their own ideas, values and 
perspectives. 

(Donnelly, 2004, p267) 
 
It was therefore imperative that my own position was clearly stated and this was done in a number of 
clear ways: in the attachment to the initial email seeking questionnaire responses, my involvement in 
the areas of TRC, PCI and CSSC ǿŜǊŜ ŎƭŜŀǊƭȅ ǎǘŀǘŜŘΣ άLƴ ǘƘŜ ƛƴǘŜǊŜǎǘǎ ƻŦ Ŧǳƭƭ ŘƛǎŎƭƻǎǳǊŜ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ ǘƘŜ 
ŎƻƴǘŜƴǘ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘέΣ ŀƭƻƴƎ ǿƛǘƘ ǘƘŜ ƭƛƴƪ ǘƻ {ǘǊŀƴƳƛƭƭƛǎ ƛƴ ǘƘŜ ŜƳŀƛƭ ǎƛƎƴŀǘǳǊŜΦ CƻƭƭƻǿƛƴƎ ǘƘŜ ǇƘƻƴŜ 
calls to interview participants or their representatives, the confirmation emails contained the PIS, 
which clearly outlined the same information in the first paragraph.  
 
Before beginning (and also in the course of two) interviews, participants were informed that the roles 
held were stated in the interests of full disclosure, that the data collected will be of interest to TRC, 
PCI and CSSC, but that the research was not carried out on their behalf, nor should any assumptions 
ōŜ ƳŀŘŜ ƻƴ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΩǎ ǾƛŜǿǎ ǊŜƎŀǊŘƛƴƎ ǘƘŜ ŀǊŜŀ ƻŦ ǎǘǳŘȅΦ ¢Ƙƛǎ Ŧƻƭƭƻǿǎ 5ƻƴƴŜƭƭȅ όнллпΣ Ǉнстύ 
who statŜŘ ŀōƻǳǘ ƘŜǊ ƻǿƴ ǿƻǊƪ ƻƴ ŜǘƘƻǎΣ ά¢ƘŜ ǎŜƴǎƛǘƛǾŜ ƴŀǘǳǊŜ ƻŦ ǘƘŜ ǘƻǇƛŎ ǿŀǎ ŀ ƳŀƧƻǊ ŎƻƴŎŜǊƴ 
during the research and it was important that interviewees felt safe to reveal their true values and 
ideas. For this reason a short informal conversation was held with each participant prior to the 
ƛƴǘŜǊǾƛŜǿƛƴƎΦέ  
 
One of my identities is also now that of an academic. An additional, and most helpful element resulting 
from this this has been the involvement of the Stranmillis Research and Scholarship department. Due 
to the funding provided by the college, there is a requirement to meet with the Director, Research 
Impact Coordinator and Research Administrative Officer at regular intervals to keep them updated on 
progress. These meetings have proved to be useful times of reflection, as has been the provision of a 
wŜǎŜŀǊŎƘ aŜƴǘƻǊ ǿƘƻ Ŏŀƴ ōŜ ŎŀƭƭŜŘ ǳǇƻƴ ŦƻǊ ŀŘǾƛŎŜΦ Lƴ ŀŘŘƛǘƛƻƴΣ ǘƘŜ ŎƻƭƭŜƎŜΩǎ ǊŜƭŀǘƛƻƴǎƘƛǇ ǿƛǘƘ ƛǘǎ 
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±ƛǎƛǘƛƴƎ tǊƻŦŜǎǎƻǊǎ ŀƴŘ ǘƘŜ ŘŜǇŀǊǘƳŜƴǘΩǎ ŎǊŜŀǘƛƻƴ ƻŦ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǘƻ ƳŜŜǘ ŀƴŘ ŘƛǎŎǳǎǎ ǿƛǘƘ ǘƘŜƳ Ƙŀǎ 
been of great benefit in promoting an attitude of reflexivity. The very fact of working in an academic 
environment has proved to be most beneficial as colleagues with a wealth of experience in research 
have been called upon for advice around issues of protocol, practicalities and ethics. 
 
The Participants 
 
According to BERA (2011, pрύΣ ǇǊƛƻǊ ǘƻ ǳƴŘŜǊǘŀƪƛƴƎ ŀ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘΣ άǊŜǎŜŀǊŎƘŜǊǎ Ƴǳǎǘ ǘŀƪŜ ǘƘŜ 
steps necessary to ensure that all participants in the research understand the process in which they 
are to be engaged, including why their participation is necessary, how it will be used and how and to 
ǿƘƻƳ ƛǘ ǿƛƭƭ ōŜ ǊŜǇƻǊǘŜŘΦέ  
 
- Voluntary informed consent 
 
This was done through the following: potential respondents to the online questionnaire were sent 
four emails inviting survey response and participation in a follow-up interview, with an attachment 
outlining the nature of the research and how their participation would assist it. The Policy-maker and 
Principal interviewees (or their representatives) were initially contacted by phone, followed up with 
an explanatory email, attached to which were the PIS, an Interview Schedule and a Consent Form. As 
per BERA guidelines (2011, p6), participants were informed that ǘƘŜȅ ŎƻǳƭŘΣ άǿƛǘƘŘǊŀǿ ŀǘ ŀƴȅ ǘƛƳŜ ŦƻǊ 
ŀƴȅ ƻǊ ƴƻ ǊŜŀǎƻƴέ ŘǳǊƛƴƎ ǘƘe course of their participation, but, as per advice from Lancaster, only two 
weeks after participation was concluded. 
 
- Anonymity 
 
For the questionnaire respondents, anonymity was ensured in that there is nowhere and no 
mechanism on the survey to input either the name of the respondent nor their school. Potential 
respondents were also assured of their anonymity in the initial email and in the attachment, which 
ǎǘŀǘŜŘΣ ά¸ƻǳǊ ǊŜǎǇƻƴǎŜ ǿƛƭƭ ōŜ ŜƴǘƛǊŜƭȅ ŀƴƻƴȅƳƻǳǎ ŀƴŘ L ƘŀǾŜ ƴƻ ǿŀȅ ƻŦ ƛŘŜƴǘƛŦȅƛƴƎ ȅƻǳΦέ ¢his was 
further underscored in q30 which prompted a personal response to the question of faith underpinning 
any sector-ǿƛŘŜ ŜǘƘƻǎ ŀƴŘ ǿƘƛŎƘ ōŜƎŀƴΣ άFor the following, please remember that I have absolutely 
ƴƻ ǿŀȅ ƻŦ ƛŘŜƴǘƛŦȅƛƴƎ ȅƻǳ ƻǊ ȅƻǳǊ ǎŎƘƻƻƭΦέ 
 
Anonymity was trickier with the interviewees. The Principal cohort was straightforward as the only 
form of identifier was Special Principal (SpP), Nursery (NurP), Secondary (SecP), Grammar (GramP) 
and the four Primary principals (PrimP1-4, allocated in order of the interviews). For the Policy-maker 
group, however, despite an identifier agreed with the participant at the outset of the interview, the 
words spoken by the participant could very well lead a reader to quickly ascertain their identity. 
Lancaster (2017) identifies this problem, citing research in which some of the participants comprised, 
άŀ ǎƳŀƭƭ ŎƻǊŜ ƎǊƻǳǇ ƻŦ ƛƴŘƛǾƛŘǳŀƭǎ ώǿƘƻϐ ƘŀŘ ƭŜŘ ǘƘŜ ǇǊƻŎŜǎǎέ όǇфуύ ōŜƛƴƎ ƛƴǾŜǎǘƛƎŀǘŜŘ ŀƴŘ ǘƘŀǘΣ ŜǾŜƴ 
ƛŦ ǘƘŜȅ ǿŜǊŜƴΩǘ ƪƴƻǿƴ publicly, they were known to the other participants, who made assumptions 
about who was involved in the study. Therefore, it is the job of the researcher to ensure that the data 
ƛǎ ƘŀƴŘƭŜŘ ǿƛǘƘ ŎŀǊŜΥ άLƴ ǘƘƛǎ ŎƻƴǘŜȄǘ ƻŦ ŎƭƻǎŜ ǇǊƻŦŜǎǎƛƻƴŀƭ ŀƴŘ ǇŜǊǎƻƴŀƭ ƴŜǘǿƻǊƪǎΣ ǿƘŜǊŜ ŀ ǎƳŀƭƭ 
number of individuals had been involved in particular processes or events, I was aware that 
anonymising data through the use of pseudonyms would not be sufficient to ensure that particular 
ǾƻƛŎŜǎ ǿƻǳƭŘ ƴƻǘ ōŜ ǊŜŎƻƎƴƛǎŜŘ ōȅ ƻǘƘŜǊǎ ǿƛǘƘƛƴ ǘƘŜ ŦƛŜƭŘέ όǇффύΦ  
 
The attempt to assure them of anonymity became the subject of much debate with the FASS-LUMS 
Ethics Committee, resulting in a clear statement in the PIS: 
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As you are very aware, the world of education policy in N. Ireland is a small one. It is 

important to note that, despite all my best efforts, there is a possibility that, should 

someone wish to try to work out the identity of participants, you may still may be 

identified due to this constrained nature of the research environment. Please be assured, 

however, that any identification will not be on my part and that I will do my utmost to 

ensure anonymity. I will do this by endeavouring to keep all personal information about 

you (e.g. your name and other information about you that can identify you) confidential, 

that is I will not share it with others. I will remove any personal information from the 

written record of your contribution. At the outset of the interview, I will agree with you a 

ǎǳƛǘŀōƭŜ ΨƛŘŜƴǘƛŦƛŜǊΩ όŜƎ άŀ ǎŜƴƛƻǊ ŎƛǾƛƭ ǎŜǊǾŀƴǘέΣ άŀ ŎƘǳǊŎƘ ǎǇƻƪŜǎǇŜǊǎƻƴέΣ ŜǘŎύΦ 

 

It was interesting to ƴƻǘŜ ǘƘŀǘΣ ǿƘƛƭǎǘ ǘƘƛǎ ΨŎƻƴǎǘǊŀƛƴŜŘΩ ŜƴǾƛǊƻƴƳŜƴǘ ǿŀǎ ŜȄǇƭƛŎƛǘƭȅ ƛŘŜƴǘƛŦƛŜŘ ŀƴŘ ǘƘŜ 
participants were practised in the art of choosing their words with an eye to being quoted, there was 
a somewhat cavalier attitude to their maintaining anonymity. In the small world of NI, it is not difficult 
ǘƻ ǿƻǊƪ ƻǳǘ ǿƘƻ ŀ ΨǇƻƭƛǘƛŎƛŀƴΩ ƛǎ ƛŦ ǘƘŜȅ ǎǘŀǘŜ ǘƘŜƛǊ ǊŜƭƛƎƛƻǳǎ ǇŜǊǎǳŀǎƛƻƴ ŀƴŘ ŀ ǎǇŜŎƛŦƛŎ ǊƻƭŜ ǘƘŀǘ ǘƘŜȅ 
have had during the course of the interviewΣ ƴƻǊ ŀ ΨǎŜƴƛƻǊ ŜŘǳŎŀǘƛƻƴ ƻŦŦƛŎƛŀƭΩ ǎƘƻǳƭŘ ǘƘŜȅ ƳŜƴǘƛƻƴ ǘƘŜ 
name or purpose of their organisation and then allude to themselves as the head of it.  
 
Nonetheless, through the use of an agreed identifier and by omitting any personal information, there 
was a concerted attempt, within the parameters of the above paragraph, to ensure anonymity. This 
resulted in the two politicians and two Church Education Secretaries being identified as such and in 
order of interview (Pol1; Pol2; ChEd1; ChEd2), the two CEOs self-identifying as Senior Education 
Officials and, again, in order of interview (SEO1; SEO2), the trade union official being identified as TUO 
and the final interviewee self-identifying as an Education Consultant (EdCon).  
 
- Confidentiality 
 
Questionnaire data was retained on the specific project item from Smart Survey held under license to 

Stranmillis University College, with only me having the code for this specific item of research. Interview 

audio recordings were on the HT Recorder + app on my work iPad, which is password-protected. 

Transcription was carried out by two professional contacts, who signed Confidentiality Agreements. 

Transcripts were held on my work laptop and desktop and one work USB, all of which comply with 

college policy of being password-protected. 

 

It was made clear in the initial email and in the attached information sheet to potential questionnaire 
ǊŜǎǇƻƴŘŜƴǘǎ ǘƘŀǘΣ άNot only will your assistance in completing the questionnaire be of enormous help 
to me in my research, but will be of great use to the Churches as they seek to evaluate their work 
within the sphere of education, and also to the CSSC as it works towards developing and maintaining 
the ethos of the CSΦέ Lƴ ǘƘŜ tL{ ǇǊƻǾƛŘŜŘ ŦƻǊ ƛƴǘŜǊǾƛŜǿ ǇŀǊǘƛŎƛǇŀƴǘǎΣ ƛǘ ǿŀǎ ŀƭǎƻ ƳŀŘŜ ŎƭŜŀǊ ǘƘŀǘ the 
information would only be used for research purposes, including the thesis and any resulting 
publications, academic conferences, or policy-making fora and that any quotes would be anonymised. 
 

 
 
Analysis 
 
The data gathered is presented in the next chapter following a thematic analysis, utilising the six steps 
identified by Braun and Clarke (2006), in which the researcher should become familiar with the data; 
generate initial codes; search for themes; review themes; define themes; and present the findings. 
Cohen et al (2011) suggest that there are three main ways to analyse (mainly qualitative) data: by 
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groups, individuals, or issue. Focussing on individuals, the analysis began with what Parlett and 
IŀƳƛƭǘƻƴ όмфтсύ ǊŜŦŜǊ ǘƻ ŀǎ ΨǇǊƻƎǊŜǎǎƛǾŜ ŦǳƴƴŜƭƭƛƴƎΩΣ ǳǘƛƭƛǎƛƴƎ ǘƘŜ ǎǳƎƎŜǎǘƛƻƴ ƻŦ aƛƭŜǎ ŀƴŘ IǳōŜǊƳŀƴ 
(1984) that it is important to display data carefully in order to begin the process of reduction. Distilling 
the c.90,000 words from 16 interviews began with colour-coding each transcription and then going 
through each individually and tabulating each salient point as it arose, cutting and pasting across to a 
new document and using bullet points for ease of reading.  
 
¢Ƙƛǎ ŎƻŘƛƴƎ ǇǊƻŎŜǎǎ ƻŦΣ άŘƛǎŀǎǎŜƳōƭƛƴƎ ŀƴŘ ǊŜŀǎǎŜƳōƭƛƴƎ ǘƘŜ Řŀǘŀέ ōǊƻƪŜ ƛǘ Řƻǿƴ ƛƴǘƻ ƭƛƴŜǎ ŀƴŘ 
ǇŀǊŀƎǊŀǇƘǎΣ ǿƘƛŎƘ ǿŜǊŜ ǘƘŜƴ ǊŜŀǊǊŀƴƎŜŘΣ άǘƻ ǇǊƻŘǳŎŜ ŀ ƴŜǿ ǳƴŘŜǊǎǘŀƴŘƛƴƎέ of the data (Ezzy, 2000, 
in Cohen et al, 2011, p493), as per the picture below: 
 
 

 
 

Employing a constant comparative method, each interview was then scrutinised using open coding 

(Cohen et al, 2011), with key words and phrases tabulated under the headings generated by analysis 

of the previous interviews andΣ άŎǊŜŀǘƛƴƎ ƴŜǿ ŎƻŘŜǎ ŀƴŘ ŎŀǘŜƎƻǊƛŜǎ ŀƴŘ ǎǳō-categories where 

necessary, and integrating codesέ ǳƴǘƛƭ ǘƘŜ ŎƻŘƛƴƎ ǿŀǎ complete (ibid, p493).  

 

This process resulted in removing extraneous words to create 137 pages of c.66,000 bullet-pointed, 

colour-coded words and phrases tabulated under 317 initial codes. These codes then were re-

organised into 15 emerging themes although, at the writing stage, it was felt that some of these 

naturally flowed into each other, resulting in the following 9 superordinate themes: 
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Superordinate theme Original theme 

Ethos Ethos 

 Controlled Sector CS 
Other sectors 
Education and educationalists  
Educational Bodies 

Ethos of the CS CS ethos 

The Protestant Churches Churches 
RE and Collective Worship 

A single ethos A single ethos 

CSSC CSSC 

Vison Statement VS 

{ƻŎƛŜǘȅΩǎ ±ƛǎƛƻƴ Faith, religion and Christianity 
Parents 
Values 

Policy and ethos Policy and ethos 

 
During writing, this data was analysed further within specific codes to identify comparable words, 
phrases or ideas to incorporate into the flow of writing, as the picture below demonstrates: 
 

 
 
This was then supplemented with the data from the questionnaires, with answers from relevant 
answers populating and adding breadth to the corresponding codes. 
 
It is hoped that this research may have an impact upon the unfolding debate on the ethos of the CS. 
IƻǿŜǾŜǊΣ ƛǘ Ƴǳǎǘ ŀƭǎƻ ōŜ ŀŎƪƴƻǿƭŜŘƎŜŘ ǘƘŀǘΣ άŀƭǘƘƻǳƎƘ ǇƻƭƛŎȅ ŀƴŀƭȅǎǘǎ ŜƴƎŀƎŜ ƛƴ ƭŜƎƛǘƛƳŀǘŜ ǊŜǎŜŀǊŎƘ 
endeavours, it should be understood that policy makers will use that research to promote positions 
ǘƘŀǘ ŜƴŘƻǊǎŜ ǘƘŜƛǊ ƻǿƴ ǇŀǊǘƛŎǳƭŀǊ ǾŀƭǳŜǎέ ό.ŜǊƪƘƻǳǘ ŀƴŘ ²ŜƛƭŜƳŀƴǎΣ мфффΣ ǇплрύΦ This was a further 
spur to my reflexive awareness of how my own values could colour my interpretation of the research 
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and how this interpretation could be used by others in ways not intended. I have therefore attempted 
to keep this awareness to the fore in the presentation and analysis of the results of the research. 
 
In so doing, it is acknowledged that, although my identity, positions and worldview are bound to have 
coloured the data gathering process, it was elements of the findings that most engendered a reaction 
based upon them during analysis. This ranged from confirmation of assumptions, to being surprised ς 
at times positively ς by the outcomes. I admit to being moved by the passion of the participants, 
especially the Principal cohort and to feelings of injury and, at times, anger as they spoke of perceived 
inequity, isolation and a lack of support. However, another element to reflexivity is maintaining an 
ŀŎŀŘŜƳƛŎ ŘƛǎǘŀƴŎŜ όtŀƭŀƴƎŀǎΣ нлмтύΣ ǊŜǘŀƛƴƛƴƎΣ άǘƘŜ ŀōƛƭƛǘȅ ǘƻ ǎŜŜ ǘƘǊƻǳƎƘ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ƴŀǊǊŀǘƛǾŜǎ ŀƴŘ 
ǇǊŜǎŜǊǾŜ ǘƘŜ ŎŀǇŀŎƛǘȅ ǘƻ ƛŘŜƴǘƛŦȅ ŎƻƴǘǊŀŘƛŎǘƛƻƴǎ ŀƴŘ ƛǎǎǳŜǎ ƛƴ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǊŜǎǇƻƴǎŜǎέ όǇ432).  
 

ΧǿƘƛƭǎǘ L Ƴŀȅ ƘŀǾŜ ŘƛŦŦƛŎǳƭǘƛŜǎ ƛƴ ǊŜƳŀƛƴƛƴƎ ŘŜǘŀŎƘŜŘ ŦǊƻƳ ǘƘŜ ŘŀǘŀΣ L Ŏŀƴ ŀǊƎǳŜ ǘƘŀǘ ŀ 
ΨǊŜŦƭŜȄƛǾŜΩ ŀǿŀǊŜƴŜǎǎ ƻŦ ƳȅΧ ƛŘŜƴǘƛǘȅ ǘƘǊƻǳƎƘƻǳǘ ǘƘŜ ǊŜǎŜŀǊŎƘ ǇǊƻŎŜǎǎ ŘƛŘ Ǝƻ ǎƻƳŜ ǿŀȅ 
ǘƻ ǇǊƻƳƻǘƛƴƎ ǾŀƭƛŘƛǘȅ ŀƴŘ ǎƻ ŎƘŀƭƭŜƴƎƛƴƎ ŀƴȅ ǇǊŜŎƻƴŎŜǇǘƛƻƴǎ ƻǊ ΨǊŜǎŜŀǊŎƘ ōŀƎƎŀƎŜΩ ǘƘŀǘ L 
may have brought to the research field. 

(Donnelly, 2012, p544) 
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Ethos 
 

What is it? 

 

The starting point of this study is the understanding of the concept of ethos. The participants began 

by dŜǎŎǊƛōƛƴƎ ǘƘŜ ŘƛŦŦƛŎǳƭǘƛŜǎ ŀǊƻǳƴŘ ŘŜŦƛƴƛƴƎ ǎǳŎƘ ŀΣ άǎƳŀƭƭ ǿƻǊŘ ŦƻǊ ŀ ǾŜǊȅ ōǊƻŀŘ ǊŀƴƎŜ ƻŦ ƳŜŀƴƛƴƎǎέ 

(SpP), with Pol1 and SpP bemoaning its breadth. tƻƭн ǎǳƎƎŜǎǘŜŘ ǘƘŀǘ ƛǘ ǿŀǎΣ άƘŀǊŘ ǘƻ Ǉǳǘ ŀ ƭŀōŜƭ ƻƴέΣ 

/Ƙ9Řм ŀƴŘ /Ƙ9Řн ǳǎŜŘ ǘƘŜ ǘŜǊƳΣ άƴŜōǳƭƻǳǎέΣ ChEd2 stated ǘƘŀǘ ƛǘ ŎƻǳƭŘƴΩǘ ōŜ ǇƛƴƴŜd down and 

PrimP3 believed that ƛǘ ƛǎΣ άƳƻǊŜ ŀƴ ƻǾŜǊ-aǊŎƘƛƴƎ ǘŜǊƳΦέ Lt can be interpreted in different ways by 

different people (Pol2), with some looking at it from the religious, spiritual, cultural, societal or broadly 

educational, whilst others view it as specifically academic or specifically politically ideological (Pol1), 

others see it as historical (SecP) and some consider it to be about morals and beliefs (PrimP4). Both 

PrimP4 and NurP agree that it is about what an organisaǘƛƻƴ ǎǘŀƴŘǎ ŦƻǊΣ ŀŎǘƛƴƎ ŀǎ ŀΣ άōŀǊƻƳŜǘŜǊέ όbǳǊtύ 

by which it can be judged. 

 

This difficulty, the participants argue, is exacerbated by a lack of definition, clear articulation of it, or 

understanding that such an articulation strengthens the hand of organisations in determining what 

they stand for (Pol1; PrimP4; Pol2; EdCon; ChEd2; PrimP4). Ethos is implicit, imperceptible and 

unconscious, but every organisation has one (Pol1; TUO; SEO1) - a point reinforced by the 94.2% 

(n=130) respondents who believed their school does (q6) ς ŀƴŘΣ άlike a good piece of art, you know it 

ǿƘŜƴ ȅƻǳ ǎŜŜ ƛǘέ ό¢¦hύΦ 

 

tƻƭм ǎǳƎƎŜǎǘŜŘ ǘƘŀǘ ŜǘƘƻǎ ƛǎΣ άŀ ōŜƭƛŜŦ ǎȅǎǘŜƳ,έ or value system underpinning the culture of the school 

ǿƘƛŎƘ ǘƘŜƴ ǊŜǎǳƭǘǎ ƛƴ ŀ ǘŀƴƎƛōƭŜΣ άŜȄǇŜǊƛŜƴŎŜέ όό/Ƙ9ŘнΤ {ŜŎt; PrimP1) for those involved in an 

organisation, which comes from the environment, or atmosphere that results. Ethos is at the core of 

ŀƴ ƻǊƎŀƴƛǎŀǘƛƻƴΣ ŀƴΣ άǳƴǎŀƛŘ ǎŜǘ ƻŦ ǇǊƛƴŎƛǇƭŜǎέ ό¢¦hύΣ άŀ ŦǊŀƳŜǿƻǊƪΣ ŀ ǎǘǊǳŎǘǳǊŜΣ ŀ ōŀǎƛǎ ƻƴ ǿƘƛŎƘ ŀƭƭ ƻŦ 

the procedures, ǇƻƭƛŎƛŜǎ ŀƴŘ ƻǘƘŜǊ ŀƎŜƴŘŀǎέ όDǊŀƳtύ ƻŦ ŀ ǎŎƘƻƻƭ ŀǊŜ ōǳƛƭǘ ǳǇƻƴΦ ά9ǘƘƻǎ ǘǊŀƴǎŎŜƴŘǎ 

ŜǾŜǊȅǘƘƛƴƎ ǘƘŜ ǎŎƘƻƻƭǎ ŘƻŜǎέ ό{9hмύΣ ƛǘ ƛǎ ǘƘŜ ŦƻǳƴŘŀǘƛƻƴ ǳǇƻƴ ǿƘƛŎƘ ŜǾŜǊȅǘƘƛƴƎ ƛǎ ōǳƛƭǘ ŀƴŘΣ 

άŜǾŜǊȅǘƘƛƴƎ ǿŜ Řƻ ǇŜǊƳŜŀǘŜǎ ŦǊƻƳ ǘƘŀǘ ŜǘƘƻǎέ όtǊƛƳtпύΥ ǉǳƛǘŜ ǎƛƳǇƭȅΣ ŜǘƘƻǎ ƛǎ Ǌeally just the way we 

are and the way we do things (TUO; ChEd2; GramP). 

 

What is its purpose? 

 

Ethos is the driverΣ ǘƘŜ ŦǊŀƳŜ ƻŦ ǊŜŦŜǊŜƴŎŜΣ ǘƘŜ ǎȅǎǘŜƳ ƻǊ ǎŜǘ ƻŦ ǾŀƭǳŜǎΣ ǘƘŜΣ άƎǳƛŘƛƴƎ ǇǊƛƴŎƛǇƭŜǎέ ό¢¦hΤ 

tǊƛƳtнύ ǿƘƛŎƘΣ άǇǊƻǾƛŘŜ ŀ ǊŀǘƛƻƴŀƭŜ ŦƻǊ ǿƘȅ ǘƘƛƴƎǎ ŀǊŜ ŘƻƴŜ ƛƴ ǘƘŀǘ ǿŀȅέ όDǊŀƳtύΦ Lǘ ƛǎ ǘƘŜΣ 

άŦƻǳƴŘŀǘƛƻƴέ όtǊƛƳtпύΣ ǎǘǊǳŎǘǳǊŜ ŀƴŘ ǎƪŜƭŜǘƻƴ ǘƘŀǘΣ άǳƴŘŜǊǇƛƴǎέ ό{9hмΤ 9Ř/ƻƴύ ŀƴŘ ōƛƴŘǎ ǎŎƘƻƻƭǎ 

ǘƻƎŜǘƘŜǊΣ άŀ ŘƛǊŜŎǘƛƻƴ ƛƴ ǿƘƛŎƘ ǘƻ ǘǊŀǾŜƭέ όtǊƛƳtпύ ǘƘŀǘ ŘŜŦƛƴŜǎ ƻƴŜΩǎ ŜȄǇŜŎǘŀǘƛƻƴǎΣ ƎƛǾƛƴƎ ŀΣ άŎƻƭƭŜŎǘƛǾŜ 

ǳƴŘŜǊǎǘŀƴŘƛƴƎΧ ŀ ǎƘŀǊŜŘ ƛŘŜƴǘƛǘȅ ŀƴŘ ŀ ǎŜƴǎŜ ƻŦ ƳŜŀƴƛƴƎέ ό{ǇtύΦ Lǘ ǎǇŜŀƪǎ ƻŦ ǿŜƭŎƻƳŜΣ ŀǎǎǳǊŀƴŎŜΣ 

acceptance, involvement, inclusivity, value, respect, encouragement, caring, sharing and integration 

ŦƻǊ ǘƘƻǎŜ ǿƘƻ ŎƻƳŜ ƛƴǘƻ ǘƘŜ ǎŎƘƻƻƭΣ άǎƻ ǘƘŀǘ ǘƘŜȅ Ŏŀƴ ōŜŎƻƳŜ ǇŀǊǘ ƻŦ ǘƘŀǘ ŜǘƘƻǎέ ό{ŜŎtύ ŀƴŘ ǎǘŀȅ ǇŀǊǘ 

of it long after they have left. 

 

ά!ƭƭ ŜƳōǊŀŎƛƴƎέ ƛƴŎƭǳǎƛƻƴ ό9Ř/ƻƴΤ tǊƛƳtоΤ bǳǊtύΣ ǊŜǎǇŜŎǘ, understanding and acceptance were 

deemed to be the core purpose of ethos, along with a recognition of how this is to be practically 

modelled or displayed, through the building up of positive relationships, especially with those of 

different abilities, creed or colour. 
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What is it linked to? 

 

Ethos ǎƘƻǳƭŘΣ άƎƻ ƘŀƴŘ ƛƴ ƘŀƴŘέ ό9Ř/ƻƴύ with pastoral care; together these underpin the holistic, 

wrap-around service provided to children, families and the local community and this context was 

something which was linked frequently to ethos. Within the knowledge that the values of schools and 

communities can differ, school ethos can be determined and shaped by local communities and should 

be reflective of them and their needs, whether that be in the context of urban as opposed to rural, 

primary as opposed to post-primary, or Protestant as opposed to Catholic.  

 

The participants also linked ethos to a variety of other terms such as culture (SEO1; ChEd2; TUO; 

PrimP2; SpP), atmosphere (SEO1; PrimP1; EdCon; ChEd2; PrimP3; SpP; NurP),  environment (SEO1; 

EdCon; SEO2; GramP), mission (PrimP1; PrimP2; GramP; ChEd1; ChEd2), spirit (ChEd2; SpP), climate 

(PrimP2) and character (ChEd1). Mostly clearly articulated was the link between ethos and values. 

 

/Ƙ9Řм ōŜƭƛŜǾŜǎ ǘƘŀǘ ŜǘƘƻǎ ŀƴŘ ǾŀƭǳŜǎ ŀǊŜΣ άƛƴǘŜǊŎƘŀƴƎŜŀōƭŜέΥ Ŝthos encapsulates, articulates and 

shapes the core values of a school, at the same time as it shares, shapes and challenges the values of 

the school community. The linkage with values became more focussed into a link with ά/ƘǊƛǎǘƛŀƴ 

ǾŀƭǳŜǎέ ό{9hнΤ /Ƙ9ŘмΤ DǊŀƳtΤ bǳǊtύΣ and the majority of participants considered that ethos, as it 

pertains to Controlled schools, is intrinsically linked to the values that Christian faith brings (Pol2, TUO, 

PrimP2).    

 

How is it manifested? 

 

¸ƻǳ ƪƴƻǿ ǿƘŜƴ ȅƻǳ Ŏŀƴ Ŏǳǘ ǿƛǘƘ ǘƘŜ ƎǊŀƛƴ ŀƴŘ ȅƻǳ ƪƴƻǿ ǿƘŜƴ ȅƻǳΩǊŜ ŎǳǘǘƛƴƎ ŀƎŀƛƴǎǘ ƛǘΤ 

ǘƘŀǘΩǎ ǿƘŜƴ ȅƻǳ ƪƴƻǿ ǘƘŀǘΩǎ ǿƘŀǘ ȅƻǳǊ ŜǘƘƻǎ ƛǎ ό¢¦hύ. 

 

tǊƛƳtн ōŜƭƛŜǾŜǎ ǘƘŀǘ ŜǘƘƻǎΣ άƛǎ ǇǳǊǇƻǎŜŦǳƭƭȅ ŘŜǎƛƎƴŜŘ ǊŀǘƘŜǊ ǘƘŀƴ ǎƻƳŜǘƘƛƴƎ ǿƘƛŎƘ ƛǎ ŀǊǊƛǾŜŘ ŀǘ ōȅ 

ŘǊƛŦǘέΣ ŀ Ǉƻƛƴǘ ŜŎƘƻŜŘ ōȅ ¢¦hΣ {9hмΣ tǊƛƳtо ŀƴŘ tǊƛƳtпΣ ǿƘƻ ŀƭƭ ǎǇƻƪŜ ƻŦ ƛǘǎ ōŜƛƴƎ written down. This 

was reflected by the respondents, 91.79% (n=123) of whom stated that their ethos was definitely or 

largely publicly articulated (q9), with the most popular option selected (83.09% (n=113)) being their 

ǎŎƘƻƻƭǎΩ Ƴƛǎǎƛƻƴ ǎǘŀǘŜƳŜƴǘǎ (q10: How and where is it articulated?). The next most popular choices 

were website, policy documentation, Annual Report and corridor displays. Other written articulations 

cited by the respondents (n=37) were the school prospectus, magazine, newssheet, School 

Development Plan, posters, advertising campaigns, staff and pupil survey, and social media.  

 

It became clear from the research that there was a tension between the formal articulation of ethos 

ŀƴŘ ǘƘŀǘ ǿƘƛŎƘ ǇŜǊƳŜŀǘŜǎ ǘƘŜ ŜǾŜǊȅŘŀȅ ƭƛŦŜ ƻŦ ŀ ǎŎƘƻƻƭΥ άǘƘŜ ŀŎǘƛƻƴ ƻƴ ǘƘŜ ǎǘŀƎŜ Ƙŀǎ ǘƻ Ŝǉǳŀƭ ǘƘŜ 

ǿƻǊŘǎ ƻƴ ǘƘŜ ǇŀƎŜέ όtǊƛƳtнύΦ 9Ř/ƻƴ ŦŜƭǘ ǘƘŀǘΣ άǘƘŜǊŜΩǎ ƴƻ Ǉƻƛƴǘέ ƛƴ ǿǊƛǘƛƴƎ ǎƻƳŜǘƘƛƴƎ Řƻǿƴ ƛŦ ƛǘ ƛǎƴΩǘ 

ōŜƛƴƎ ƭƛǾŜŘ ƻǳǘΣ ǿƛǘƘ /Ƙ9Řм ŀƎǊŜŜƛƴƎ ǘƘŀǘ ǘƘŜ ǊƻƭŜ ƻŦ ŀƴ ƻǊƎŀƴƛǎŀǘƛƻƴ ƛǎ ǘƻ ƳŀƪŜ ǘƘŜ ŜǘƘƻǎΣ άǇŀǊǘ ƻŦ 

ȅƻǳǊ ƭƛŦŜΦέ ¢Ƙƛǎ ǿŀǎ ŜŎƘƻŜŘ ƛƴ ǎƻƳŜ ƻŦ ǘƘŜ от ŎƻƳƳŜƴǘǎ ōȅ ǘƘŜ ǊŜǎǇƻƴŘŜƴǘǎ όǉмл), wherein they 

suggested that the public articulation of their ethos was also through staff behaviour, Open Days, 

staff-pupil relationships, school assemblies, programmes of activities, staff meetings, interactions with 

ǇŀǊŜƴǘǎ ŀƴŘ ǘƘŜ ŎƻƳƳǳƴƛǘȅΥ άǿŜ ƭƛǾŜ ƻǳǘ ƻǳǊ ŜǘƘƻs everyday [sic] in school ς that is more important 

ǘƘŀƴ ǿƻǊŘǎ ƻƴ ŀ ǇŀƎŜέ όсуутуспсύΦ 

 

9ǘƘƻǎΣ άƘŀǎ ǘƻ ōŜ ƭƛǾŜŘέ ǿƛǘƘƛƴ ǘƘŜ ǾŜǊȅ ŦŀōǊƛŎ ƻŦ ŀ ǎŎƘƻƻƭ ό{9hмύΣ ōŜŎƻƳƛƴƎ ŀ ǇŀǊǘ ƻŦ it, a way of life 

ǿƘƛŎƘΣ άǘŀƪŜǎ ƻƴ ŀ ƭƛŦŜ ƻŦ ƛǘǎ ƻǿƴέ όtǊƛƳtнύΦ !ƭǘƘƻǳƎƘ ǳƴǎŜŜƴ ŀƴd difficult to measure unless it is lived 
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and felt, ethos must be carried through by everyone associated with the school in order for it to be, 

άŀŎǘƛǾŜƭȅ ŀƭƛǾŜ ŀƴŘ ǿŜƭƭέ όtǊƛƳtнύΦ  

 

Who influences it? 

 

The participants were in no doubt that leadership is vital for ethos. EdCon, GramP and ChEd1 

suggested that the main determinants of ethos in a school are the principal, senior leadership team 

and the Board of Governors, with ChEd1, ChEd2, SecP, PrimP4 and GramP believing that the principal 

is the key driver. !ƭǘƘƻǳƎƘ ǘƘŜǊŜ ƛǎ ŀƴ ŀŎƪƴƻǿƭŜŘƎŜƳŜƴǘ ǘƘŀǘ ǘƘŜ DƻǾŜǊƴƻǊǎ ŀǊŜΣ ǘƻ ŀƴ ŜȄǘŜƴǘΣ άƎǳƛŘŜŘ 

ōȅ ǘƘŜ ǇǊƛƴŎƛǇŀƭέ ό{ŜŎtύΣ there must be symbiosis between the two. This is vital for the shared vision 

for the school, as is the subscribing to that ethos by staff and pupils, a point echoed by the 59.12% 

(n=81) who believe that staff ΨŘŜŦƛƴƛǘŜƭȅΩ ǎƘŀǊŜ ǘƘŜƛǊ ǎŎƘƻƻƭΩǎ ŜǘƘƻǎ όǉтύ ŀƴŘ ǘƘŜ тсΦпт҈ όƴҐмлпύ ǿƘƻ 

ΨŘŜŦƛƴƛǘŜƭȅΩ expect them to (q8), with the only significant difference being the Integrated principals, 

рл҈ ƻŦ ǿƘƻƳ ΨŘŜŦƛƴƛǘŜƭȅΩ ŜȄǇŜŎǘŜŘ ǘƘŜƳ ǘƻΣ ǿƘƛƭǎǘ пл҈ ΨƭŀǊƎŜƭȅΩ ŘƛŘ. Both SEO1 and ChEd1 talk of the 

importance of discussion between stakeholders and policy-makers in relation to ethos, whilst SecP, 

tǊƛƳtоΣ tǊƛƳtп ŀƴŘ {Ǉt ŘƛǎŎǳǎǎŜŘ ǘƘŜΣ άŎƻƭƭŜƎƛŀǘŜΣ ŎƻƭƭŀōƻǊŀǘƛǾŜέ όtǊƛƳtо) manner in which they have 

approached ethos with their staff, with SpP also stressing the importance of pupil voice in the process. 

 

After considering the ΨwhatΩ, ΨwhyΩ, ΨhowΩ and ΨwhoΩ of ethos in general, the research turned to the 

ΨwhereΩ, to look at these more specifically within the context of the CS. Before presenting the views 

of the respondents and participants on the ethos of the sector, it is necessary to consider their 

thoughts on the sector itself. 

 

 

 

The Controlled Sector 
 

Complexity 

 

ΧǘƘŜ Controlled Sector ǿƛƭƭ ŀƭǿŀȅǎ ōŜ ǳƴƛǘȅ ŀƴŘ ŘƛǾŜǊǎƛǘȅΣ ǿƛƭƭ ƴŜǾŜǊ ōŜ ǳƴƛŦƻǊƳƛǘȅΧ 

ǘƘŜǊŜΩǎ ǳƴƛǘȅ ƛƴ ŘƛǾŜǊǎƛǘȅ ό/Ƙ9Řмύ. 

 

As the largest sector in NI, the Controlled Sector is broad, mixed, diverseΤ άŀ ǿƛŘŜ ŎƻƭƭŜŎǘƛǾŜ ƻŦ 

institutions, of schools, of individuals, oŦ ŎƻƳƳǳƴƛǘƛŜǎέ όtƻƭмύΦ Lǘ ƛǎΣ άƳǳŎƘ ƳƻǊŜ ŎƻƳǇƭŜȄέ ǘƘŀƴ ǘƘŜ 

two views that it is either Protestant or secular (SEO2), embracing different denominationsΣ άdifferent 

faith backgrounds or non-ŦŀƛǘƘ ōŀŎƪƎǊƻǳƴŘǎέ όtƻƭн) and those from other countries. The sector is also 

comprised of Controlled Integrated primary and secondary schools and Controlled Irish Medium 

schools, those schools which were not historically transferred (with all nursery and special schools 

falling into that category) and new secondary modern ǎŎƘƻƻƭǎΣ ǿƘƛŎƘΣ ǿƘƛƭǎǘ ƴƻǘ ǘǊŀƴǎŦŜǊǊŜŘΣ άǿŜǊŜ 

formed with Transferor Representatives and assumed that mantle, that culture, or that ethos almost 

ƛƳƳŜŘƛŀǘŜƭȅέ ό¢¦hύΦ 

 

¢ƘŜǎŜ ƴŜǿŜǊ ŀŘŘƛǘƛƻƴǎΣ ŘŜǇŜƴŘƛƴƎ ƻƴ ƻƴŜΩǎ ǇƻǎƛǘƛƻƴΣ ǿŜǊŜ ŜƛǘƘŜǊ άǎŜŜƴέ όtƻƭнύ ƻǊ ǿŜǊŜΣ άƛƴ the real 

ǎŜƴǎŜέ ό¢¦hύ Ψ{ǘŀǘŜΩ ǎŎƘƻƻƭǎ ŀƴŘ ƛǘ ǘƘƛǎ ǘŜƴǎƛƻƴ ǿƘƛŎƘΣ ŀŎŎƻǊŘƛƴƎ ǘƻ tƻƭн Ƙŀǎ ŜǾƻƭǾŜŘ ǘƘǊƻǳƎƘ ŀ ƭŀŎƪ ƻŦ 

clear ethos-articulation and has led to the sector becoƳƛƴƎΣ άŀƭƭ ǘƘƛƴƎǎ ǘƻ ŀƭƭ ǇŜƻǇƭŜέ (Pol2). 
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Protestant? 

 

Despite the understanding that ǘƘŜ ǎŜŎǘƻǊ ƛǎ ƻǇŜƴ ǘƻΣ άŀƭƭ ŦŀƛǘƘǎ ŀƴŘ ƴƻƴŜέ ό/Ƙ9ŘмΤ tǊƛƳtмΤ tǊƛƳtнΤ 

PrimP4; SEO1), the binary view of its being either Protestant or secular clearly exists. Although the 

statistics presented during interview (particularly that of 66% Protestants attending Controlled 

schools) ǿŀǎ ǎǳǊǇǊƛǎƛƴƎƭȅ ƭƻǿ ǘƻ ¢¦hΣ ƘŜ ŀƴŘ /Ƙ9Řм ōƻǘƘ ǎǘŀǘŜŘ ǉǳƛǘŜ ŎƭŜŀǊƭȅ ǘƘŀǘΣ ƛǘ ƛǎΣ άƴƻǘ ŀ 

tǊƻǘŜǎǘŀƴǘ ǎŜŎǘƻǊΣέ ŀ Ǉƻƛƴǘ ǇŜǊƘŀǇǎ ŘƛǎǇǳǘŜŘ ōȅ ǘƘŜ ƛƴŘŜŎƛǎƛǾŜƴŜǎǎ ƻŦ ǘƘŜ ƳŜŀƴ ŀƴǎǿŜǊ ƻŦ нΦур ŦƻǊ ǉмо 

(Would you describe your school as Protestant in character?) and 2.63 for q14 (Do you think that the 

parents/ guardians/ carers who send their children to your school consider it to be Protestant in 

character?) with 1=Definitely and 5=No. Unsurprisingly, the Nursery phase which traditionally recruits 

ŀŎǊƻǎǎ ǘƘŜ ǎŜŎǘŀǊƛŀƴ ŘƛǾƛŘŜΣ ƎŀǾŜ ŀ ŘŜŦƛƴƛǘŜ ΨƴƻΩ όрпΦрр҈ όƴҐсύύ ǘƻ ǉмо ŀƴŘ ǘƘƛǎ ǿŀǎ ŀƭǎƻ ǘƘŜ Ƴƻǎǘ 

popular response (40% (n=4)) from the Integrated phase. What was a little more surprising was that, 

although, as expected, the 81.81% (n=9) Nursery principals considered that 4 (Not really) or 5 (No) 

described whether parents felt their schools to be Protestant, 50% (n=5) Integrated principals chose 

2 (Largely) and 3 (Somewhat). 

 

TUO, SEO1, ChEd1 and Pol2 discussed the growing numbers from a traditionally Catholic background, 

with PrimP1 applauding the growing integrated nature of its schools, although the most popular 

selection for q17, replicated across all phases (To what extent would you describe your school as 

ΨƳƛȄŜŘΩ ǿƛǘƘƛƴ ŀ wƻƳŀƴ /ŀǘƘƻƭƛŎκtǊƻǘŜǎǘŀƴǘ ǘǊadition?) was a 6 (36.5% (n=50)) with 1=Completely and 

7=Not at all, and the mean for q18 (Do you think that the parents/ guardians/ carers who send their 

children to your school consider it to be ΨƳƛȄŜŘΩ ǿƛǘƘƛƴ ŀ wƻƳŀƴ /ŀǘƘƻƭƛŎκProtestant tradition?) was 

3.32 with 1=Definitely and 5=No, with no substantive deviation across the phases. SecP questioned 

whether the sector actually wishes itself to be seen as Protestant, especially as that label can be more 

ǘƻ Řƻ ǿƛǘƘΣ άŎƻƳƳǳƴƛǘȅ ōŀŎƪƎǊƻǳƴŘ ǊŀǘƘŜǊ ǘƘŀƴ ǊŜƭƛƎƛƻǳǎ ŀƭƭŜƎƛŀƴŎŜέ όtƻƭнύΦ  

 

So is it secular? 58.1% (n=79) respondents selected 6 or 7 with 1=Completely and 7=Not at all for q21 

(To what extent would you describe your school as secular?). Although 7 was the second most popular 

answer for the Post-primary phase, there was some equivocation in that the highest response was a 

4 (35.3% 9n=3)). Whilst Nursey opted mainly to equally distribute between 5 and 6 (60% (n=6)), it was 

interesting to note that two respondents selected 1 (20%) and one (10%) chose 2. In the Grammar 

phase, there was a marked difference of opinion, with 40% (n=2) choosing 1 and 2, whilst 40% chose 

7, with the remaining one respondent opted for 5. Such a difference of opinion makes it difficult to 

make an informed judgement about general views of the phase. 

 

For q22 (Do you think that the parents/ guardians/ carers who send their children to your school 

consider it to be secular?) the mean was 3.88 with 1=Definitely and 5=Not at all. Interestingly, given 

the answers for the preceding question, this was reflected in the Grammar phase, although in keeping 

with the above, the Post-primary and Nursery sectors had a more equivocal 3.57 and 3.55 mean. 

tǊƛƳtмΣ {9hм ŀƴŘ /Ƙ9Řм ǎǘŀǘŜŘ ŎŀǘŜƎƻǊƛŎŀƭƭȅ ǘƘŀǘ ƛǘ ƛǎƴΩǘΣ ŀƭǘƘƻǳƎƘ tƻƭн ŎŀǳǘƛƻƴŜŘ ǘƘŀǘΣ ǳƴǘƛƭ ǎǳŎƘ 

ǘƛƳŜǎ ŀǎ ǘƘŜ ǎŜŎǘƻǊ ǘŀƪŜǎ ŀ ŎƭŜŀǊ ǇƻǎƛǘƛƻƴΣ ƛǘ ǿƛƭƭ ōŜ ǳƴŀōƭŜ ǘƻΣ άǘŀƪŜ ŀǿŀȅ ŀƴȅ ŎƻƴŦǳǎƛƻƴ ǘƘŀǘ ǎƻƳŜƘƻǿ 

{ǘŀǘŜ ŜŘǳŎŀǘƛƻƴ ƛǎ ǎŜŎǳƭŀǊΦέ 

 

Autonomy 

 

One of the factors, participants believed, which exacerbates this confusion is the autonomous 

democracy which is ŘŜǾƻƭǾŜŘ Řƻǿƴ ǘƻ /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎΦ ¢Ƙƛǎ Ƙŀǎ ƛǘǎ ōŜƴŜŦƛǘǎΣ ōǳǘ ǘƘŜΣ άƭƻƻǎŜƴŜǎǎέ 

ό¢¦hύ ŜƴǎǳǊŜǎ ǘƘŀǘΣ άŜǾŜǊȅ ǎŎƘƻƻƭ ƛǎ ŎƘŀƴƎƛƴƎ ŀǘ ŀ ŘƛŦŦŜǊŜƴǘ ǊŀǘŜέ ό{ŜŎtύ ŀƴŘ ǘƘŀǘ ǎƻƳŜ ŎŀƴΣ άǘŜƴŘ ǘƻ 
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Ǝƻ ƻŦŦ ƻƴ ŀ ǘŀƴƎŜƴǘ ŀƴŘ Ŧƭƻŀǘ ŀōƻǳǘέ όbǳǊtύ ƛƴ ŀ ǾŀŎǳǳƳΦ {ŎƘƻƻƭǎ Ŏŀƴ ǘƘŜrefore feel isolated and can 

feel that it gives educational authorities the excuse to abnegate responsibility to schools and their 

DƻǾŜǊƴƻǊǎΣ άǿƘŜƴŜǾŜǊ ŀ ǎŎƘƻƻƭ Ǌǳƴǎ ƛƴǘƻ ŘƛŦŦƛŎǳƭǘȅέ ƻǊ ƻǾŜǊ ƳŀǘǘŜǊǎ ƻŦ ŜǘƘƻǎΦ ¢Ƙƛǎ ƳŀƪŜǎ ǘƘŜ Ƨƻō ƻŦ 

finding good governors a significant task, and leads to an inevitable struggle in finding people for 

ǿƘƻƳ ǘƘŜ Ƨƻō ƛǎΣ άǘǊŜŀǘŜŘ ŀǎ ŀƴȅǘƘƛƴƎ ƻǘƘŜǊ ǘƘŀƴ ŀ ŎƘƻǊŜέ ό{9hнύΣ ŀƴŘ ƛƴ ƎŜǘǘƛƴƎ ǘƘŜΣ άǊƛƎƘǘ ǇŜƻǇƭŜέ 

(SEO2), especially with regards to Transferors, whom ǎŎƘƻƻƭǎ ƻŦǘŜƴΣ άŦƛƴŘ ƛǘ ŘƛŦŦƛŎǳƭǘ ƴƻǘ ǘƻ ŀǇǇƻƛƴǘέ 

(TUO) to senior positions such as Chair, without them necessarily having the right skills. 

 

This autonomy has ensured that the Controlled Sector ƛǎΣ άǘƘŜ ƭŜŀǎǘ ŎƻƴǘǊƻƭƭŜŘ ƻŦ ŀƴȅ ǎŜŎǘƻǊΤ ǘƘŜ ǿƻǊŘ 

ƛǎ ŀ ŎƻƴǘǊŀŘƛŎǘƛƻƴέ ό/Ƙ9ŘмύΣ ǿƛǘƘ Ƙƛǎ opinion being that the others are much more controlled. So how 

do the participants believe the Controlled Sector compares with these others sectors? 

 

Comparison 

 

Despite what the two main sectors share in common in values and church involvement, a palpable 

envy was evident over ŘƛǎǇŀǊƛǘȅ ƻŦ ŦǳƴŘƛƴƎ ǿƛǘƘ ǘƘŜ L{Σ ǿƘƛŎƘ ƛǎΣ άŀǘ ǘƘŜ ǘƻǇ ƻŦ ǘƘŜ ǇƻƭƛǘƛŎŀƭ ŀƎŜƴŘŀέ 

(PrimP3), in how it and the Maintained Sector ŀǊŜΣ άŦŀǾƻǳǊƛƴƎ ŎƘƛƭŘǊŜƴ ŦǊƻƳ ǿƛǘƘƛƴ ǘƘŜƛǊ ǎŜŎǘƻǊέ ƛƴ 

transfer to post-primary schooling (PrimP1), in the ability of the Maintained Sector ǘƻ ōŜΣ άƻǾŜǊǘέ 

(PrimP4) in matters of faith and in how the Maintained Sector will quickly fall into line with decisions, 

ǎǳŎƘ ŀǎ ǎŎƘƻƻƭ ŀƳŀƭƎŀƳŀǘƛƻƴǎΣ ōŜŎŀǳǎŜΣ άǘƘŜȅ Ŏŀƴ ǎŜŜ ǘƘŜ Ƴǳǘǳŀƭ ōŜƴŜŦƛǘ ŦƻǊ ŀƭƭΦ 5ƻ ǘƘŀǘ ƛƴ ǘƘŜ 

Controlled Sector ŀƴŘ ǿŜ ŀǊŜ ŀƭƭ ƎƻƛƴƎ ǘƻ ŦƛƎƘǘ ŜŀŎƘ ƻǘƘŜǊέ όtǊƛƳtпύΦ  

 

Leadership 

 

This final point was elaborated upon by SEO2 and TUO, who bemoaned the lack of strong, collegiate 

leadership for the Controlled Sector which was apparent in the Maintained Sector. In acknowledging 

ǘƘŀǘ ŀ ǎŎƘƻƻƭΩǎ ǎǳŎŎŜǎǎ ǿŀǎ ŘŜǇŜƴŘŀƴǘ ƻƴ ƛǘǎ ƭŜŀŘŜǊǎƘƛǇ ŀƴŘ ǘƘŀǘ //a{ ƘŀŘ Ŏǳǘ ŀ ǎǿŀǘƘŜ ǘƘǊƻǳƎƘ 

under-performing Maintained Sector ǇǊƛƴŎƛǇŀƭǎ ǘƻ ƎŜǘΣ άǘƘŜ ǊƛƎƘǘ ƭŜŀŘŜǊǎ ƛƴ ǘƘŜ ǊƛƎƘǘ ǇƭŀŎŜǎ ǘƻ ŘŜƭƛǾŜǊ 

ǘƘŜ ǊƛƎƘǘ ǊŜǎǳƭǘǎέΣ ¢¦h ǘŀƭƪŜŘ ƻŦ ƘƻǿΣ άǇƻƻǊ ǇŜǊŦƻǊƳŀƴŎŜ Ƙŀǎ ōŜŜƴ ǇƛŎƪŜŘ ǳǇ ƭŜǎǎέ ƛƴ ǘƘŜ Controlled 

Sector. The lack of performance-management and ƳŀƴŀƎŜƳŜƴǘ ŜǘƘƻǎ Ƙŀǎ ŜƴǎǳǊŜŘ ǘƘŀǘΣ άǎŎƘƻƻƭǎ ƘŀǾŜ 

ōŜŜƴ ƭŜŦǘ ŀƭƻƴŜ ǘƻ ŀ ŘŜƎǊŜŜ ǘƘŀǘ ǿŀǎƴΩǘ ƘŜƭǇŦǳƭΧ ώŀƴŘϐ ǘƘŀǘ ŜȄǇŜŎǘŀǘƛƻƴǎ ŀƴŘ ŀǎǇƛǊŀǘƛƻƴǎ ǿŜǊŜƴΩǘ as 

ŦƻŎǳǎǎŜŘ ƻǊ ŀǎ ƘƛƎƘ ŀǎ ǘƘŜȅ ŎƻǳƭŘ ƘŀǾŜ ōŜŜƴέ ό¢¦hύΦ 

 

Whereas, formerly, principals might have been appointed because of their denomination, or how 

active they were in church or in the local sporting club, the world has changed. Although there might 

be a residue of this left, especially in choosing leaders who promote the values of the Governors, 

ŀǇǇƻƛƴǘƳŜƴǘǎ ŀǊŜΣ άƳƻŘŜǊŀǘŜŘ ōȅ ƭŜƎƛǎƭŀǘƛƻƴέ ό/Ƙ9Řнύ ǘƻ ŜƴǎǳǊŜ ǘƘŀǘ ǇǊƛƴŎƛǇŀƭǎ ŀǊŜ ŀōƭŜ ǘƻ ŦǳƭŦƛƭ ǘƘŜ 

wide range of duties expected of them. The job has become, άŀƳŀȊƛƴƎƭȅ ǎǘǊŜǎǎŦǳƭέ όtǊƛƳtнύΣ ǿƛǘƘ άŀ 

ōŜǿƛƭŘŜǊƛƴƎ ŀƳƻǳƴǘ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴέ ό¢¦hύ ŀƴŘ ŀƴ ƻǾŜǊƭƻŀŘ ƻŦ ǇƻƭƛŎƛŜǎ ŀƴŘ ƛƴƛǘƛŀǘƛǾŜǎ ǘƻ ƳŀǎǘŜǊΦ  

 

Support 

 

¢Ƙƛǎ ŦŜŜƭƛƴƎ ƻŦ ōŜƛƴƎΣ άǎǘǊŜǘŎƘŜŘ ōŜȅƻƴŘ ŎŀǇŀŎƛǘȅέ ƛǎ ǇǳǘǘƛƴƎ ǘƘŜ ŜƴǘƛǊŜ ǎŜŎǘƻǊ ǳƴŘŜǊ ǎǘǊŀƛƴ όbǳǊtύ ŀƴŘ 

is exacerbated by the belief that, whilst the ELBs provided practical support to Controlled schools, they 

ŎƻǳƭŘ ƴƻǘ ōŜΣ άŎƘŜŜǊƭŜŀŘŜǊǎέ ŦƻǊ ǘƘŜ ǎŜŎǘƻǊ ό/Ƙ9ŘмύΣ ƘŀǾƛƴƎ ǘƻ ǊŜƳŀƛƴΣ άƴŜǳǘǊŀƭέ ό/Ƙ9Řнύ ōŜŎŀǳǎŜ ǘƘŜȅ 

had to represent all schools within their geographical area. Whilst, on the surface this seems equitable, 

the Maintained and Integrated sectors also had their own advocacy bodies, whereas Controlled 

schools only had the ELBs to lean on. In particularΣ ǘƘŜΣ άƘƛƎƘƭȅ ŘŜǾŜƭƻǇŜŘ ǎǘǊǳŎǘǳǊŜέ ƻŦ //a{ όtǊƛƳtоύ 
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and itǎΣ άŘƛǊŜŎǘ ƛƴǾƻƭǾŜƳŜƴǘ ǿƛǘƘ ǎŎƘƻƻƭǎέ όtƻƭмύ ŜƴǎǳǊŜŘ ŀ ƎǊŜŀǘŜǊ ƭŜǾŜƭ ƻŦ ǎǳǇǇƻǊǘ ŀƴŘ ŎƻƳƳƻƴŀƭƛǘȅ 

within the Maintained Sector. 

 

This commonality is seen as a great strength within the Maintained Sector and reflects the importance 

of the Catholic culture (which TUO suggests is one of participative democracy rather than the 

Protestant representative democracy) and of the influence of the GAA in local Catholic communities. 

Whilst Controlled schools reflect their own individual communities and these communities are 

ŎǳƭǘǳǊŀƭƭȅΣ ƛŦ ƴƻǘ ǊŜƭƛƎƛƻǳǎƭȅΣ tǊƻǘŜǎǘŀƴǘΣ ǇŀǊǘƛŎƛǇŀƴǘǎ ǿŜǊŜƴΩǘ ǎǳǊŜ ǿƘŜǘƘŜǊ ǘƘŜ Controlled Sector had 

ǘƘŜ ǎŀƳŜΣ άǇŀŎƪŀƎŜέ ŀǎ ǘƘŜ Maintained Sector that parents could buy into (SEO2). Controlled schools 

have always been a looser association of schools, with the only thing bringing them together as a 

ŎƻƭƭŜŎǘƛǾŜ ōŜƛƴƎΣ άgovernance ŀǊǊŀƴƎŜƳŜƴǘǎ ǘƘŀǘ ŀǊŜ ǎŜǘ Řƻǿƴ ƛƴ ƭŀǿέ ό{9hнύΦ 

 

{9hн ǎǳƎƎŜǎǘǎ ǘƘŀǘ ǘƘŜ /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎ ƳŀƪŜǎ ƳƻǊŜ ǎŜƴǎŜΣ άŀǎ ƛƴŘƛǾƛŘǳŀƭ ŜƴǘƛǘƛŜǎέ ŀƴŘ ǘƘŜǊŜ ƛǎ ƴƻ 

doubt among participants that each school is individual, resulting in each having its own ethos that is 

unique to them. Whilst NurP and PrimP2 agree with DE that every school is and should be responsible 

for their own ethos and whilst there are differences between each, SpP, PrimP2 and PrimP4 speak of 

the similarities and commonalities which exist between these ethoi. Different or similar, what is 

evident is that this range of ethoi hasΣ άŘƛƭǳǘŜŘέ όtǊƛƳtпύ ŀƴŘΣ άŦǊŀƎƳŜƴǘŜŘέ όtǊƛƳtмύ ŀƴȅ ǎŜŎǘƻǊ-wide 

ethos with the CS. 

 

 

 

The ethos of the Controlled Sector 
 

Contestation 

 

To say there is no ethos in the Controlled Sector basically says there is no such thing as a 

Controlled Sector: it is just a gathering together of independent schools (ChEd1). 

 

Whilst Pol1 suggests that the very fact that there is a Controlled Sector suggests that an ethos exists, 

Pol2 and Primp3 suggest that it perhaps is yet to be identified or agreed upon. Respondents were 

generally unsure (with a mean of 2.7 (1=Definitely; 5=Not at all) for q32: Does the Controlled Sector 

have an ethos?) about this, with the most popular answer across most of the phases taking the middle 

ƎǊƻǳƴŘ ƻŦ ΨǎƻƳŜǿƘŀǘΩΣ ŀƭǘƘƻǳƎƘ ǘƘŜ ƴƻƴ-integrated PǊƛƳŀǊȅ ǇǊƛƴŎƛǇŀƭǎ Ƴƻǎǘƭȅ ŎƘƻǎŜ ΨƭŀǊƎŜƭȅΩ όопΦлф҈ 

(n=30) and 40% (n=2) Nursery principals opting for Ψ5ŜŦƛƴƛǘŜƭȅΩ. Given that the Primary phase is the 

largest in the Controlled Sector, it could be construed that the larger community of schools which this 

ǇƘŀǎŜ ŎƻƴǎǘƛǘǳǘŜǎ ƳƛƎƘǘ ƎƛǾŜ ƳƻǊŜ ƻŦ ŀ ŦŜŜƭƛƴƎ ƻŦ ǳƴƛǘȅΣ ǿƘƛŎƘ ǘƘŜȅ ƳƛƎƘǘ ǇŜǊŎŜƛǾŜ ŀǎ ΨŜǘƘƻǎΩΦ ²ƛǘƘ ǘhe 

smaller numbers of Nursery respondents, however, it is difficult to make a phase-wide generality from 

the above. The idea of an ethos of the Controlled Sector Ƙŀǎ ōŜŜƴΣ άƘƻǘƭȅ ŘŜōŀǘŜŘΧ ŀǘ ƭŜƴƎǘƘέ όtƻƭмύΣ 

is contested, and it ƘŀǎΣ άƛƴŦǳǊƛŀǘŜŘέ ǘƘŜ tǊƻǘŜǎtant Churches (ChEd2) when DE have either said one 

does not exist, or that it is up to each school (SecP). The hands-off approach to ethos by EA, ELBs and 

DE Ƙŀǎ ǘƘŜǊŜŦƻǊŜ ƭŜŘΣ άǘƻ ƳǳƭŎƘΣ ǘƻ ŎƻƴŦǳǎƛƻƴέ ό¢¦hύΦ 

 

What is the ethos of the CS? 

 

In considering tƘŜ ΨǿƘŀǘΩ ƻŦ ǘƘŜ Controlled Sector ŜǘƘƻǎΣ {9hнΣ ¢¦hΣ {ŜŎt ŘƻƴΩǘ ōŜƭƛŜǾŜ ǘƘŀǘ ǘƘŜǊŜ ƛǎ 

an, άƻǾŜǊŀǊŎƘƛƴƎέ ƻƴŜ ό{ŜŎtύ ǘhat unifies the sector, but rather a fragmented one for a fragmented 
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sector (PrimP1; PrimP4). Although there was one originally (ChEd1), it Ƙŀǎ ōŜŜƴ άǿŜŀƪŜƴŜŘέ ό/Ƙ9ŘмύΣ 

άǘŀǊƴƛǎƘŜŘΧ ŎƻƴŎŜŀƭŜŘέ όtƻƭнύΣ άŦǊŀȅŜŘέ ό¢¦hύΣ άŘƛƭǳǘŜŘΧ ǇǳǎƘŜŘ ǘƻ ǘƘŜ ŦǊƛƴƎŜǎέ ό{ŜŎtύΣ άǿŀǘŜǊŜŘ 

Řƻǿƴέ όtǊƛƳtмύΣ άƭƻǎǘΧ ƛƴ ǘƘŜ Ƴƛǎǘǎ ƻŦ ǘƛƳŜέ όDǊŀƳtύΣ ƻǊΣ άƛƴŎǊŜŘƛōƭȅ ƴƻƴ-ŜȄƛǎǘŜƴǘ ƛƴ ŎŜǊǘŀƛƴ ŀǊŜŀǎέ 

(PrimP1).  

 

However, EdCon, PrimP3 and SpP state categorically that such an ethos exists, with ChEd1 and ChEd2 

agreeing that a collective ethos is in evidence. PrimP4 believed that, fragmented as it is, one is there, 

and GramP also qualified his views to say that there is an ethos, albeit one that is not as clearly 

articulated as the Maintained Sector.  

 

bƻǘǿƛǘƘǎǘŀƴŘƛƴƎ {ǇtΩǎ ǾƛŜǿ ǘƘŀǘ ǘƘŜ ǎŜŎǘƻǊ ǊŜŦƭŜŎǘǎ bLΩǎ ƛƴǎǳƭŀǊƛǘȅΣ ǎƘŜ ŀƭǎƻ ǎǇƻƪŜ ǿƛǘƘ ǇǊƛŘŜ ŀǘ ǘƘŜ 

growing inclusivity ƻŦ ǘƘŜ ǎŜŎǘƻǊΩǎ ŜǘƘƻǎΣ ŀ Ǉƻƛƴǘ ŜŎƘƻŜŘ ōȅ tǊƛƳtнΣ tǊƛƳtо ŀƴŘ tǊimP4. Inclusivity and 

inclusion forms a vital part of ethos in Controlled schools, with 84.73% (n=111) respondents suggesting 

ǘƘŀǘ ǘƘŜƛǊ ǎŎƘƻƻƭΩǎ ethos refers to it (q11) ŀƴŘ ΨƛƴŎƭǳǎƛǾŜΩ ōŜƛƴƎ ǘƘŜ ǘƻǇ ǊŜǎǇƻƴǎŜ όофΦмо҈ όƴҐрпύύ ŦƻǊ 

ǘƘŜ ŜǎǎŜƴŎŜ ƻŦ ǘƘŜ ǎŜŎǘƻǊΩs ethos (q31) across all phases, although 28.57% (n=2) of the Grammar 

ǇǊƛƴŎƛǇŀƭǎ ŜŀŎƘ ƎŀǾŜ ǘƘŜƛǊ ǾƻǘŜ ǘƻ ΨƛƴŎƭǳǎƛǾŜΩΣ Ψƴƻƴ-ŘŜƴƻƳƛƴŀǘƛƻƴŀƭΩ ŀƴŘ ΨƛƴǘŜƎǊŀǘŜŘΩ. The sector is, 

άƻǇŜƴέ ǘƻ ŜǾŜǊȅƻƴŜ ό{9hмΤ tǊƛƳtмύΣ ŀƭƭ ŜƴŎƻƳǇŀǎǎƛƴƎΣ ǊŜŀŘȅ ǘƻ ŀŎŎŜǇǘ ŀƴŘ ƭŜŀǊƴ ŦǊƻƳ those of all 

faiths, but still with a way to go with regards to integration. 

 

So does this integration and inclusivity mean that the sector does not have a Protestant ethos? PrimP4 

ǘƘƛƴƪǎ ǎƻΣ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘΣ άǘƘŜǊŜ ƛǎ ƴƻǘƘƛƴƎ tǊƻǘŜǎǘŀƴǘ ŀǘ ŀƭƭέ ǿƘŜƴ ƻƴŜ Ŝnters a Controlled school. 

SpP assumes that it is there, SecP thinks ǘƘŀǘ ƛǎΣ ŀƴŘ tǊƛƳtн ǎǳƎƎŜǎǘǎ ǘƘŀǘ ǘƘŜ ŜǘƘƻǎ ƛǎΣ άǾŜǊȅ ƭƛƴƪŜŘ 

ǿƛǘƘ ǘǊŀŘƛǘƛƻƴŀƭ /ƘǊƛǎǘƛŀƴ ǾŀƭǳŜǎ ǿƛǘƘƛƴ ǘƘŜ tǊƻǘŜǎǘŀƴǘ ŎƻƳƳǳƴƛǘȅΦέ {ŜŎt ŀƴŘ {Ǉt ŀƭǎƻ ƳŜƴǘƛƻƴ ǘƘƛǎ 

link with the Protestant coƳƳǳƴƛǘȅ ŀƴŘ ōƻǘƘ ǘƘŜƴ ǉǳŀƭƛŦȅ ǘƘƛǎ ōȅ ƭƛƴƪƛƴƎ ǘƘŜ ǿƻǊŘ ΨtǊƻǘŜǎǘŀƴǘΩ ǿƛǘƘ 

Ψ/ƘǊƛǎǘƛŀƴΩ ƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ŎƻƳƳǳƴƛǘȅ ŀƴŘ ƻŦ ŦŀƛǘƘΦ  

 

It is the concept of Christian faith that the participants believe most clearly defines any ethos within 

the sector, with 76.81% (n=106) respondents believing their schools to be definitely or largely 

Christian (q15), ŀǇŀǊǘ ŦǊƻƳ ǘƘŜ bǳǊǎŜǊȅ ǇǊƛƴŎƛǇŀƭǎ прΦпр҈ όƴҐрύ ƻŦ ǿƘƻƳ ǎŜƭŜŎǘŜŘ ΨǎƻƳŜǿƘŀǘΩ ōŜŦƻǊŜ 

ǘƘŜ осΦос҈ όƴҐпύ ǿƘƻ ŎƘƻǎŜ ΨƭŀǊƎŜƭȅΩ ŀǎ ǘƘŜ ǇƘŀǎŜΩǎ ǘƻǇ ŀƴǎǿŜǊǎ. For the majority of respondents, the 

word from the list in q12 (Lƴ ŀƴȅ ǇǳōƭƛŎ ŀǊǘƛŎǳƭŀǘƛƻƴ ƻŦ ȅƻǳǊ ǎŎƘƻƻƭΩǎ ŜǘƘƻǎΣ Řƻ ȅƻǳ ǳǎŜ ŀƴȅ ƻŦ ǘƘŜ 

following words?) that was used most often in the public articulation of their schoolΩǎ ethos was 

Ψ/ƘǊƛǎǘƛŀƴΩ όппΦпп҈ όƴҐслύύ, although tƘŜ DǊŀƳƳŀǊ ǇǊƛƴŎƛǇŀƭǎ Ǉǳǘ Ψƴƻƴ-ŘŜƴƻƳƛƴŀǘƛƻƴŀƭΩ ŀƴŘ ΨƳƻǊŀƭΩ 

ōŜŦƻǊŜ Ψ/ƘǊƛǎǘƛŀƴΩ ŀƴŘ ǘƘŜ ƳŀƧƻǊƛǘȅ ƻŦ bǳǊǎŜǊȅ ŀƴŘ {ǇŜŎƛŀƭ ǇǊƛƴŎƛǇŀƭǎ ǎǳƎƎŜǎǘŜŘ ǘƘŀǘ ƴƻƴŜ ƻŦ ǘƘŜ ǿƻǊŘǎ 

were used.  Echoing the CSSC Vision Statement, EdCon, ChEd2 and TUO suggest that the sector has a 

non-denominational Christian environment, whilst SpP, PrimP2, ChEd1, ChEd2, Pol2, GramP, PrimP4 

and TUO explicitly state that the ethos of the sector is Christian, with the latter 6 using the term, 

ά/ƘǊƛǎǘƛŀƴ ŜǘƘƻǎέΦ ¢Ƙƛǎ /ƘǊƛǎǘƛŀƴ ŜǘƘƻǎ ƛǎΣ άǿŀǊƳΣ ƻǇŜƴέ ό/Ƙ9Řмύ ŀƴŘΣ άǎƻƭƛŘέ όtǊƛƳtпύΣ ƛǘ ƛǎΣ άŎƻǊŜ ǘƻ 

ǘƘŜ ǿƻǊƪ ƻŦ ǘƘŜ ǎŎƘƻƻƭέ ό/Ƙ9ŘнύΣ ƛǘ ǎƘƻǳƭŘΣ άǇŜǊƳŜŀǘŜ ŜǾŜǊȅ ŀǾŜƴǳŜ ƻŦ ƻǳǊ ǎŎƘƻƻƭέ όbǳǊtύ ŀƴŘ ƛǘ ƛǎ 

ŦƛǊƳƭȅΣ άǊƻƻǘŜŘέ ό/Ƙ9Řнύ ƛƴ ǘƘŜ ŎƻǊŜ ǇǊƛƴŎƛǇƭŜǎ ŀƴŘΣ άǾŀƭǳŜǎέ ό/Ƙ9ŘнΤ tƻƭнΤ ¢¦hΤ tǊƛƳtнΤ tǊƛƳtпύ ƻŦ 

Christianity.  

 

The manifestation of this Christian ethos in the Controlled Sector is demonstrated through the 

celebration of the Christian calendar, ǘƘǊƻǳƎƘΣ άŀ ǿƘƻƭŜ ǇƭŜǘƘƻǊŀ ƻŦ ŜȄǇǊŜǎǎƛƻƴǎ ƻŦ ǘƘŀǘ /ƘǊƛǎǘƛŀƴ ŦŀƛǘƘέ 

(ChEd2), whether that be through the messages at assembly, community outreach, after-schools or 

breakfast clubs for disadvantaged children, Scripture Union (SU), or fund-raising and charitable work, 

ǘƘǊƻǳƎƘΣ άŀŎǘǎ ƻŦ /ƘǊƛǎǘƛŀƴ ǿƻǊǎƘƛǇέ ό{9hнύΣ w9 ŀƴŘ ŀǎǎŜƳōƭƛŜǎΣ ŀƴŘ ǘƘǊƻǳƎƘ ǎǘǊƻƴƎ ƭƛƴƪǎ ǿƛǘƘ ǘƘŜ ƭƻŎŀƭ 

churches. These elements will be looked at in more depth later, but it is useful to include here the fact 
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that SEO2, Pol2 and ChEd1 also alluded to the legal basis for a Christian environment through the 

ǎǇŜŎƛŦƛŎ ƭŜƎƛǎƭŀǘƛƻƴ ŀǊƻǳƴŘ ǘƘŜ ŘŜƭƛǾŜǊȅ ƻŦΣ άƴƻƴ-dŜƴƻƳƛƴŀǘƛƻƴŀƭ /ƘǊƛǎǘƛŀƴέ w9 ŀƴŘ ŎƻƭƭŜŎǘƛǾŜ ǿƻǊǎƘƛǇ 

(ChEd1). 

 

²Ƙƛƭǎǘ ¢¦h ƳƛƎƘǘ ōŜƭƛŜǾŜ ǘƘŀǘ ǎǳŎƘ ŀ /ƘǊƛǎǘƛŀƴ ŜǘƘƻǎ ƛǎΣ άǊŜǎƛŘǳŀƭέ ŀƴŘ bǳǊt ǿƻǊǊƛŜǎ ǘƘŀǘ ƛǘ ƛǎ ǘƻƻ ƻŦǘŜƴ 

ǿŀǘŜǊŜŘ Řƻǿƴ ŀƴŘ ǇŀƛŘΣ άƭƛǇ ǎŜǊǾƛŎŜέΣ ƛǘ ƛǎΣ άƛƳǇƻǊǘŀƴǘέ ǘƻ ǘƘŜ Controlled Sector (GramP; PrimP3) and, 

ŀƭǘƘƻǳƎƘ ƛǘΣ άƳŀȅ ōŜ ǎǳōǘƭŜΧ ƛǘ ƛǎ ǊŜŀƭέ ό/Ƙ9ŘнύΦ ¢ƘƛǎΣ άƘƛǎǘƻǊƛŎŀƭέ όtǊƛƳtоύ /ƘǊƛǎǘƛŀƴ ŜǘƘƻǎ ƛǎ ǎǘƛƭƭΣ άǇŀǊǘ 

ŀƴŘ ǇŀǊŎŜƭέ ƻŦ ǘƘŜ ƻǇŜǊŀǘƛƻƴ ƻŦ /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎ ό{9hмύΣ ŜǾŜƴ ǘƘƻǎe which were not historically 

transferred, and is something which is wanted and needed and should be protected. 

 

It was acknowledged that the strength of this Christian ethos may vary across schools and across 

phases. There is greater cross pollination between religions in the nursery and special phases, there is 

more of an academically-ŘǊƛǾŜƴ ŎƻƴǘŜȄǘ ǿƛǘƘƛƴ ǘƘŜ ǎŜŎƻƴŘŀǊȅ ŀƴŘ ƎǊŀƳƳŀǊ ǇƘŀǎŜǎΣ ǿƘƛƭǎǘ ƛƴΣ άŀƭƳƻǎǘ 

ŜǾŜǊȅέ ό/Ƙ9ŘмύΣ άƳƻǎǘ ƛŦ ƴƻǘ ŀƭƭέ όtƻƭнύΣ ƻǊ άŀƭƭέ όtǊƛƳtоύ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎΣ άƛǘ ƛǎ ǊŜŀǎƻƴŀōƭȅ 

ǎǘǊŀƛƎƘǘŦƻǊǿŀǊŘέ ǘƻ ǎee the Christian ethos (ChEd2). 

 

Influence 

 

Pol1 suggests that influence ƛǎ ŀōƻǳǘ ǇƻǿŜǊ ŀƴŘ ŎƻƴǘǊƻƭ ŀƴŘ ǎƻ ǘƘŜ ǉǳŜǎǘƛƻƴ ƻŦ ǿƘƻ ΨŎƻƴǘǊƻƭǎΩ ǘƘŜ 

ethos of the sector and who should was raised with the participants. Whilst EdCon believed that, 

historically, it was the churches, SEO1 and PrimP2 believe that it should be the schools who control 

the ethos of the sector and this should come fromΣ άŀ ǎƘŀǊŜŘ ǾƛŜǿ ōȅ ŀƭƭ ǘƘŜ ƳŜƳōŜǊǎ ƻŦ ǎǘŀŦŦ ŀƴŘ ǘƘŜ 

ƎƻǾŜǊƴƻǊǎέ ό{ǇtύΦ !ǘ ŀ ƳƻǊŜ ǘŀƴƎƛōƭŜ ƭŜǾŜƭΣ participants believed that this control should come 

specifically from the Boards of Governors, although realistically it is principals who assume this 

control. Although GramP questions whether an outside body can be responsible for ethos, Pol2, SEO2, 

PrimP2 and PrimP4 talked of a partnership with CSSC in this regard. 

 

As to who does ΨŎƻƴǘǊƻƭΩ ǘƘŜ ŜǘƘƻǎ ƻŦ ǘƘŜ Controlled Sector currently, opinions were divided and some 

reflected the top four (of 14) choices of the respondents (q33 on who has the most influence on ethos 

in the Controlled Sector): 

1. Principals (33.33% (n=46)) 

2. EA (17.39% (n=24)) 

3. DE (14.49% (n=20)) 

4. Governors (13.77% (n=19)) 

 

(It is noteworthy ǘƘŀǘ ǘƘŜ {ǇŜŎƛŀƭ ǇǊƛƴŎƛǇŀƭǎ ŘƛŘ ƴƻǘ ƛƴŎƭǳŘŜ ΨtǊƛƴŎƛǇŀƭǎΩ ƛƴ ǘƘŜƛǊ ŎƘƻƛŎŜǎ ŀǘ ŀƭƭΣ ƻǇǘƛƴƎ ŦƻǊ 

EA (40% (n=2) as their first choice, with DE, Governors and Stakeholders as the other three choices 

(with 20% (n=1) each). From this is might be construed that Special principals feel they have no 

influence over the sector, an understandable point, given that, although 95% of Special schools are 

legally Controlled schools, until the CSSC recently made this public, few people were aware of it.) 

 

PrimP1 felt that it is DE and EA; PrimP4 that it is every individual in a school; PrimP2 that it is schools; 

and GramP and SpP referred to the community. Whilst PrimP4 referred to principals driving the ethos, 

EdCon, ChEd1, ChEd2, and SecP believed that it is principals who control it, and SEO1, ChEd2 and TUO 

spoke of the key influence that is held in controlling the ethos by the churches. 
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The Protestant Churches 
 

Historical 

 

In this society, education and churches have been intertwined for centuries (Pol1). 

 

tƻƭм ƛǎΣ άŀ ŦƛǊƳ ōŜƭƛŜǾŜǊ ƛƴ ǘƘŜ ǎŜǇŀǊŀǘƛƻƴ ƻŦ ŎƘǳǊŎƘ ŀƴŘ ǎǘŀǘŜέ ŀƴŘ {Ǉt ǘƘŀǘΣ άǘƘŜ ŎƘǳǊŎƘŜǎ ǊŜŀƭƭȅ ǎƘƻǳƭŘ 

ōŜ ǘŀƪŜƴ ƻǳǘ ƻŦ ǘƘŜ ŜǉǳŀǘƛƻƴΦέ /Ƙ9Řм ŀƴŘ /Ƙ9Řн ŘƛǎŀƎǊŜŜΣ ǿƛǘƘ ǘƘŜ ŦƻǊƳŜǊ ŀŘƻǇǘƛƴƎ ŀΣ άŎƻnspiracy 

ƻǳǘƭƻƻƪέ ǿƘƛŎƘ ǎǳǎǇŜŎǘǎ 59 ƻŦ ǿŀƴǘƛƴƎ ǘƻ ǎŜŎǳƭŀǊƛǎŜ ŀƴŘΣ άǎǳŎƪ ƻǳǘ ǘƘŜ ǊŜƭƛƎƛƻƴέ ŦǊƻƳ /ƻƴǘǊƻƭƭŜŘ 

ǎŎƘƻƻƭǎΣ ŀƴŘ ǘƘŜ ƭŀǘǘŜǊ ŎŀǎǘƛƎŀǘƛƴƎΣ άǘƘŜ ƴƻƴǎŜƴǎŜ ǘŀƭƪŜŘ ōȅ ǇŜƻǇƭŜ ǿƘƻ ǿŀƴǘ ǘƻ ǊŜƳƻǾŜ ǘƘŜ /ƘǳǊŎƘ 

ŀƴŘ /ƘǊƛǎǘƛŀƴƛǘȅ ŦǊƻƳ ŀƴȅ ƛƴŦƭǳŜƴŎŜ ƛƴ ǎŎƘƻƻƭǎΦέ !ƭǘhough Controlled schools are no longer 

administered by the churches, PrimP3, PrimP4, SEO1, SEO2, ChEd1, ChEd2, EdCon, TUO, Pol1 and Pol2 

ŀƭƭ ǎǇƻƪŜ ŀǘ ƭŜƴƎǘƘ ŀōƻǳǘ ǘƘŜ ƘƛǎǘƻǊȅ ƻŦ ǘƘŜ /ƘǳǊŎƘŜǎΩ ǊƻƭŜ ƛƴ ǘƘŜ Controlled Sector since Partition.  

 

They also underǎǘƻƻŘ ǘƘŀǘΣ άǘƘŜ ōŀǎƛŎ ŘŜŀƭ ǿŀǎΧ ǿŜ ǿƛƭƭ ǘǊŀƴǎŦŜǊ ǘƘŜǎŜ ǎŎƘƻƻƭǎΣ ǿŜ ǿŀƴǘ ǘƻ Ƴŀƛƴǘŀƛƴ 

ŀ ƭŜǾŜƭ ƻŦ ƛƴǘŜǊŜǎǘέ ό{9hнύΦ ¢ƘŜ ǘǊŀƴǎŦŜǊ ǿŀǎ ŀ legal, quid pro quo arrangement in turn for 

representation and to ensure the, continuing retention, protection, celebration and impact of 

/ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎΩ /ƘǊƛǎǘƛŀƴ ŜǘƘƻǎΦ wŜǎǇƻƴŘŜƴǘǎ ǿŜǊŜ ǎƻƳŜǿƘŀǘ ŀƳōƛǾŀƭŜƴǘ ƻƴ ǿƘŜǘƘŜǊ ǘƘŜȅ ǿŜǊŜ 

ΨŎƘǳǊŎƘ-ǊŜƭŀǘŜŘΩ ǿƛǘƘ ǘƘŜ ƳŜŀƴ ŦƻǊ ǉсл ό²ƻǳƭŘ ȅƻǳ ŘŜǎŎǊƛōŜ ȅƻǳǊ ǎŎƘƻƻƭ ŀǎ ΨŎƘǳǊŎƘ-ǊŜƭŀǘŜŘΩΚ 

(1=Definitely; 5=Not at all)) being 2.62. Whilst the Primary principals opted as their majority selection 

Ψ5ŜŦƛƴƛǘŜƭȅ όосΦту҈ όƴҐонύύΣ ǘƘŜ tƻǎǘ-ǇǊƛƳŀǊȅ ǊŜǎǇƻƴŘŜƴǘǎ ǎŜƭŜŎǘŜŘ Ψ[ŀǊƎŜƭȅΩ όпмΦму҈ όƴҐтύύΣ ǘƘŜ 

LƴǘŜƎǊŀǘŜŘ ǇǊƛƴŎƛǇŀƭǎ ŎƘƻǎŜ ΨǎƻƳŜǿƘŀǘΩ όтл҈ όƴҐтύύΣ ŀƴŘ ǘƘŜ DǊŀƳƳŀǊ and bǳǊǎŜǊȅ ǿŜƴǘ ŦƻǊ ΨbƻΩ 

(42.86% (n=3); 72.73% (n=8)), with Special principals being split at 40% (n=2) each opting for the 

ŜȄǘǊŜƳŜǎ ƻŦ Ψ5ŜŦƛƴƛǘŜƭȅΩ ŀƴŘ ΨbƻΩ. 

 

For q61 the mean of 2.46 reflected this ambivalence (²ƘƛŎƘ ōŜǎǘ ŘŜǎŎǊƛōŜǎ ȅƻǳǊ ǎŎƘƻƻƭΩǎ ƭƛƴƪ ǘƻ ǘƘŜ 

local Protestant churches? (1=Very close; 5=Non-existent)), with the Primary suggesting that the 

ǇƘǊŀǎŜ ǿƘƛŎƘ Ƴƻǎǘ ŘŜǎŎǊƛōŜŘ ǘƘŜƛǊ ƭƛƴƪ ōŜƛƴƎ ΨǾŜǊȅ ŎƭƻǎŜΩ όосΦту҈ όƴҐонύύΣ ǘƘŜ LƴǘŜƎǊŀǘŜŘ ǎǇƭƛǘ ōŜǘǿŜŜƴ 

ΨŎƭƻǎŜΩ ŀƴŘ ΨǉǳƛǘŜ ŎƭƻǎŜΩ όнл҈ όƴҐпύ ŜŀŎƘύΣ ǘƘŜ tƻǎǘ-tǊƛƳŀǊȅ ƻǇǘƛƴƎ ŦƻǊ ΨŎƭƻǎŜΩ όрнΦфп҈ όn=9)), Grammar 

ΨǉǳƛǘŜ ŎƭƻǎŜΩ όртΦмп όƴҐпύύΣ ŀƴŘ ǘƘŜ Ƴƻǎǘ ǇƻǇǳƭŀǊ ŎƘƻƛŎŜǎ ŦƻǊ ōƻǘƘ bǳǊǎŜǊȅ ŀƴŘ {ǇŜŎƛŀƭ ōŜƛƴƎ Ψƴƻƴ-

ŜȄƛǎǘŜƴǘΩ όсоΦсп҈ όƴҐтύ ŀƴŘ пл҈ όƴҐнύ ǊŜǎǇŜŎǘƛǾŜƭȅύΦ 

 

All of the participants except GramP and NurP spoke knowledgeably of the work of the churches 

through boards of governors. This was seen as an opportunity to become involved and to look out for 

the interests of their parishioners, through their legal rights of representation. Very often (but not 

ŀƭǿŀȅǎύ ǘƘŜ ŎƘǳǊŎƘ ǊŜǇΩǎ ŀǊŜ ǘƘŜ ƭƻŎŀƭ Ƴƛƴƛsters, many of whom are elected as chair of the board, often 

ƻǳǘ ƻŦΣ άŘŜŦŜǊŜƴŎŜέ ό¢¦hύ ǘƻ ǘƘŜ ŎƘǳǊŎƘΩǎ ǊƻƭŜ ŀƴŘ ǘƘŜ ƳƛƴƛǎǘŜǊΩǎ ǎǘŀǘǳǎ ǿƛǘƘƛƴ ǘƘŜ ŎƻƳƳǳƴƛǘȅΣ ōǳǘ ǘƘŜ 

/ƘǊƛǎǘƛŀƴ ƛƴŦƭǳŜƴŎŜ ƛǎ ŀƭǎƻ ǎŜŜƴ ǘƘǊƻǳƎƘ ǘƘŜΣ άǎǘǊƻƴƎέ όtǊƛƳtнύ ŀƴŘΣ άŀŎǘƛǾŜέ όtǊƛƳtмύ ŎƘǳǊŎƘ 

connections of many other governors, thus ensuring ŀΣ άǎƛƎƴƛŦƛŎŀƴǘέ /ƘǊƛǎǘƛŀƴ ƛƴŦƭǳŜƴŎŜ ό{9hнΤ /Ƙ9ŘнΤ 

PrimP3).  

 

Despite this, the TRC is a body of which most of the general public have never heard and most schools 

(72.79% (n=99)) have had no interaction with (q67), a trend noted across all phases. Whilst ChEd1 

ǎǳƎƎŜǎǘŜŘ ǘƘŀǘ ¢w/ ƛǎΣ άŀ ǎƛƎƴƛŦƛŎŀƴǘ ǾƻƛŎŜέ ǿƛǘƘƛƴ ǘƘŜ /{Σ ŀƴŘ tƻƭм ǿŀǎ ŀōƭŜ ǘƻ ƛŘŜƴǘƛŦȅ ƛǘǎ governance, 

appointments and advocacy roles, and SEO1 acknowledged its role in the setting up of CSSC, all of the 

principals associated it with simply the provision of governors, and GramP - despite prefixing a 

comment ǿƛǘƘΣ άƛǘ ǿƻǳƭŘ ōŜ Ǝƭƛō ǘƻ ǎŀȅέ - suggested that its role was to pray for the sector. Members 

of TRC are ǾƻƭǳƴǘŜŜǊǎ ǿƛǘƘƻǳǘΣ άǘƘŜ ǘƛƳŜΣ ǊŜǎƻǳǊŎŜǎ ƻǊ ǘƘŜ ŀōƛƭƛǘȅέ ό9Ř/ƻƴύ ǘƻ ŜƛǘƘŜǊ ōŜ ǘƘŜ ŜŀǊ ƻǊ ǘƘŜ 
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voice of the sector, especially in the face of strong lobbies from other sectoral bodies which were given 

greater credence than TRC. 

 

¢ƘŜΣ άƛƴŦƭǳŜƴŎŜ ƻǾŜǊ ǇƻƭƛŎƛŜǎΣ ƻǾŜǊ ǇǊƻŎŜŘǳǊŜǎΣ ƻǾŜǊ ǘƘŜ ǊǳƴƴƛƴƎ ƻŦ ǘƘŜ ǎŎƘƻƻƭέ όtǊƛƳtоύ ŜƴǎǳǊŜǎ ǘƘŀǘ 

ǘƘŜ ŎƘǳǊŎƘŜǎ ƘŀǾŜΣ άŀ ŦƻǊƳ ƻŦ ŎƻƴǘǊƻƭέ ό{ǇtύΦ ¢ƘŜȅ ƘŀǾŜ ǘǊƛŜŘ ǘƻ ƛƴǎǘƛƭ ƛƴ ǘƘŜƛǊ ƎƻǾŜǊƴƻǊǎ ǘƘŀǘ ǘƘŜƛǊ 

contribution is different from the rest of a board (especially given concerns expressed that Transferor 

governors were not always equipped to understand their specific church-representation rather than 

ƎŜƴŜǊŀƭ ƎƻǾŜǊƴŀƴŎŜ ǊƻƭŜύ ŀƴŘ ǘƘŀǘ ǘƘŜȅ ōǊƛƴƎ ŀΣ άǾŜǊȅ ǳƴƛǉǳŜ ƛƴǎƛƎƘǘέ ǘƻ ǘƘŜ ǎǘǊŀǘŜƎƛŎ ŘƛǊŜŎǘƛƻƴ ƻŦ ŀ 

school (PrimP2). Their positions on the boards, their rights to carefully ǎŜƭŜŎǘ ǘƘŜƛǊ ǊŜǇΩǎ ŀƴŘ ǘƘŜ 

representation of a value system is something which PrimP4 argues brings a power to the churches 

which they need to understand, believe in and invest in. 

 

Investment 

 

This investment was investigated and influence over the ethos was identified primarily through the 

ŎƘǳǊŎƘŜǎΩ ǿƻǊƪ ƛƴ ŀǎǎŜƳōƭƛŜǎκcollective worship and RE. Assemblies are seen as a key - although for 

some the only manifestation of the - link between the church and the school, a point reinforced by its 

being the most popular answer (44.44% (n=56)) in q63 on which area of ǎŎƘƻƻƭǎΩ lives are the local 

churches most involved (Governance; Collective Worship; RE; Pastoral). The Primary and Integrated 

principals put Collective Worship slightly ahead of Governance and these two firmly ahead of the 

others, whilst, for the Post-primary phase Governance received 58.82% (n=10) as opposed to 

/ƻƭƭŜŎǘƛǾŜ ²ƻǊǎƘƛǇΩǎ ноΦро҈ όƴҐпύ ǎŜƭŜŎǘƛƻƴΦ ¢ƘŜ DǊŀƳƳŀǊ ǇƘŀǎŜ ƻǇǘŜŘ ŦƻǊ w9 ŀǎ ƛǘǎ ǘƻǇ ŎƘƻƛŎŜ όпл҈ 

(n=2)), whilst Nursery and Special chose Pastoral (both with 50% (n=2)).  

 

The delivery of RE is through the Core Curriculum designed and agreed between the four main 

ŎƘǳǊŎƘŜǎΥ άƛǘ ǿŀǎ ǉǳƛǘŜ ǊŜƳŀǊƪŀōƭŜ ƛǘ ǿŀǎ ŀƎǊŜŜŘΤ ǉǳƛǘŜ ŀƴ ŜŎǳƳŜƴƛŎŀƭ ŀŎƘƛŜǾŜƳŜƴǘέ ό/Ƙ9ŘнύΦ /Ƙ9Řм 

and Pol2 pointed to legislation unŘŜǊ ǿƘƛŎƘ w9 ǎƘƻǳƭŘ ōŜΣ άōŀǎŜŘ ƻƴ ǘƘŜ Iƻƭȅ {ŎǊƛǇǘǳǊŜǎέ ό/Ƙ9ŘмύΣ ōǳǘ 

he was quick to point out that it was neither religious instruction, nor religious formation and ChEd2 

ŜŎƘƻŜŘ ǘƘƛǎΣ ŘŜŦƛƴƛƴƎ ƛǘ ŀǎΣ άŀ .ƛōƭƛŎŀƭ ŀǇǇǊƻŀŎƘ ǘƻ wŜƭƛƎƛƻǳǎ 9ŘǳŎŀǘƛƻƴΦέ tǊƛƳtнΣ tǊimP3 and SecP view 

this as espousing a Protestant Christian faith, albeit a non-denominational one. Churches also have 

ǘƘŜ ǊƛƎƘǘ ǘƻΣ άŘŜƭƛǾŜǊέ ό/Ƙ9ŘнύΣ ŀǎǎŜǎǎ ŀƴŘ ƛƴǎǇŜŎǘ w9Σ ŀƭǘƘƻǳƎƘ ǘƘƛǎ ƛǎ ǎƻƳŜǘƘƛƴƎ ǿƘƛŎƘ ƛǎ ƴƻ ƭƻƴƎŜǊ 

common-place. 

 

RE can be viewed as, άǘƘŜ Ƴƻǎǘ ōƻǊƛƴƎ Ŏƭŀǎǎέ ό/Ƙ9Řмύ ŀƴŘ Ƙŀǎ ǎǳŦŦŜǊŜŘ ŦǊƻƳ ŀ ƭŀŎƪ ƻŦ ǎǘŀǘǳǎΣ ǎǳǇǇƻǊǘΣ 

resources and creative teaching; a confusion over the difference between instruction and education; 

a Biblically- and faith-illiterate generation of pupils; and a Core Curriculum which is narrow and limited 

ŀƴŘ ŘƻŜǎƴΩǘ ǊŜŀƭƭȅ ŀŘŘǊŜǎǎ ŜƳŜǊƎƛƴƎ ǎƻŎƛŀƭ ƛǎǎǳŜǎΦ hƴŜ ƻŦ ǘƘŜ ƳŀƧƻǊ ŎƻƴŎŜǊƴǎ ǿƛǘƘ ƛǘ ƛǎ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ 

ǘƘŜ ǘŜŀŎƘƛƴƎ ƻŦ ƻǘƘŜǊ ŦŀƛǘƘǎ ŀƴŘ ǇŀǊǘƛŎƛǇŀƴǘǎ ǾƻƛŎŜŘ ǘƘŜ ƴŜŜŘ ŦƻǊ ǘƘŜǎŜ ǘƻ ōŜΣ άŜȄǇƭƻǊŜŘέ ό{ǇtύΦ ¢ƘŜǊŜ 

were caveats to tƘƛǎΣ ƘƻǿŜǾŜǊΣ ŀǎ tƻƭн ŦŜƭǘ ǘƘŀǘ ǘƘƛǎ ǿŀǎ ƴƻǘ ŀōƻǳǘΣ άǎŜǘǘƛƴƎ ȅƻǳǊ ŜǘƘƻǎ ƻƴ ŀ ǇŀǊŀƭƭŜƭ 

ǿƛǘƘ ƻǘƘŜǊǎέ ŀƴŘ ǘƘŀǘ ȅƻǳ ƴŜŜŘŜŘ ǘƻ ōŜΣ άǇŜǊǎǳŀŘŜŘ ƛƴ ȅƻǳǊ ƻǿƴ ƳƛƴŘέ ŀōƻǳǘ ȅƻǳǊ ƻǿƴ ōŜƭƛŜŦǎ ōŜŦƻǊŜ 

exploring those of others. SecP also viewed any such study as secondary ǘƻ ǘƘŜ ǎǘǳŘȅƛƴƎ ƻŦΣ άǘƘŜ 

tǊƻǘŜǎǘŀƴǘ ŦŀƛǘƘέ ŀƴŘ tǊƛƳtнΣ ǿƘƛƭǎǘ ōŜƛƴƎ ƘŀǇǇȅ ǘƻΣ άŜƴƎŀƎŜέ ǿƛǘƘ ƻǘƘŜǊ ŦŀƛǘƘǎΣ ǿƻǳƭŘ ōŜ 

ǳƴŎƻƳŦƻǊǘŀōƭŜ ƛŦ ŀǎƪŜŘ ǘƻΣ άǇǊƻƳƻǘŜέ ǘƘŜƳΣ ŀ Ǉƻƛƴǘ ŜŎƘƻŜŘ ōȅ bǳǊt ŀƴŘ tǊƛƳtпΦ /Ƙ9Řм ŀƴŘ DǊŀƳt 

were comfortable that the Core Curriculum shouƭŘ ŎƻƴǎƛŘŜǊ ŦǳǊǘƘŜǊ Ƙƻǿ ǘƻΣ άŜŘǳŎŀǘŜ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ 

ƻǘƘŜǊ ŦŀƛǘƘǎέ όDǊŀƳtύ ŀƴŘ ¢¦h ƭƻƻƪŜŘ ŀǘ ƛǘ ŀǎΣ άŀƴ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ ŜƴǊƛŎƘ ǘƘŜ ǿƘƻƭŜ ōƻŘȅ ƻŦ ǘƘŜ ǎŎƘƻƻƭΦέ  

 

{9hн ōŜƭƛŜǾŜǎ ǘƘŀǘ ǘƘŜ ŎƘǳǊŎƘŜǎ ŀǊŜΣ άǘƘŜ ƎǳŀǊŘƛŀƴǎ ƻŦ ǘƘŜ ǾŀƭǳŜ ǎȅǎǘŜƳέ ǿƛǘƘƛƴ ǘƘŜ /{Τ ƴƻǘ ƻƴƭȅ Řo 

ǘƘŜȅ ǊŜǇǊŜǎŜƴǘ ǘƘƛǎ ǎȅǎǘŜƳΣ ōǳǘ ǘƘŜȅ ŀǊŜ ŀ ǎǘŜŀŘȅƛƴƎ ƛƴŦƭǳŜƴŎŜ ŀƴŘΣ άƳƻǊŀƭ ŎƻƳǇŀǎǎέ όtǊƛƳtпΤ bǳǊtύΣ 
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steering people through society; ǘƘŜΣ άǎŀƭǘ ŀƴŘ ƭƛƎƘǘέ ό/Ƙ9Řнύ ǘƻ ǇǳǇƛƭǎΣ ǘŜŀŎƘŜǊǎ ŀƴŘ ǇŀǊŜƴǘǎΣ 

ŘŜƳƻƴǎǘǊŀǘƛƴƎΣ άƛƴǘŜƎǊƛǘȅΣ ƘƻƴŜǎǘȅΣ ǘƻƭŜǊŀƴŎŜΣ ǳƴŘŜǊǎǘŀƴŘƛƴƎΣ ŎƻƳǇŀǎǎƛƻƴέ ό9Ř/ƻƴύΦ  

 

Influence 

 

Throughout the research, there was constant comparison with the Maintained Sector and this was 

apparent in considering the role of the churches. SEO2 spoke of the influence of the Catholic Trustees, 

ǿƘƻ ŀǊŜΣ άƳǳŎƘ ƳƻǊŜ ǇƻǿŜǊŦǳƭέ ό/Ƙ9Řнύ. Although Pol1 suggests that this influence is waning, 

ǊŜǎǇƻƴŘŜƴǘǎ ŎƭŜŀǊƭȅ ŘƛŘƴΩǘ ǘƘƛƴƪ ǎƻΣ ǿƛǘƘ ǘƘŜ ƳŜŀƴ ŀƴǎǿŜǊ ŦƻǊ ǉсф όTo what extent do you think the 

Roman Catholic church has influence over education in NI?) being 1.85 as opposed to 4.54 for q70 (To 

what extent do you think the Protestant churches have influence over education in NI?) and 4.35 for 

q72 (To what extent do you think the Protestant churches have influence over the CS?), with 1=High 

degree and 7=none in each question, and, although the only statistical anomaly was the Post-primary 

phase, with a mean of 3.88 and 3.76 for qq70 and 72, this represented a reasonably even spread across 

the choices from its 17 respondents. !ŎƪƴƻǿƭŜŘƎƛƴƎ ǘƘŀǘ ǘƘŜ Ǉŀǎǘ ƛƴŦƭǳŜƴŎŜ ǿŀǎΣ άǳƴŘǳƭȅ ǎǘǊƻƴƎέ 

(ChEd2), Pol1, GramP and SpP suggest that the churches should have less influence. However, NurP 

and PrimP4 believes that they do not have enough influence, and PrimP2, PrimP3, SecP, Pol2 and SEO1 

suggest the balance is right, with the respondents opting for a middle course (mean = 3.99) for q71 

(To what extent do you believe the churches (RC and Protestant) should have influence over education 

in NI?) and a mean of 4.01 for q73 (To what extent do you think the Protestant churches should have 

influence over the CS?), with 1=High degree and 7=None. For these two questions, it is noteworthy 

that the Primary, Integrated and Post-primary principals (who account for 83.33% of the respondents) 

made choices which resulted in their collective mean staying below 3.75, whereas the Nursery, Special 

ŀƴŘ ŜǎǇŜŎƛŀƭƭȅ ǘƘŜ DǊŀƳƳŀǊ ǇǊƛƴŎƛǇŀƭǎ ǿŜǊŜ ƳǳŎƘ ƭŜǎǎ ƪŜŜƴ ǘƻ ǎŜŜ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ƛƴŦƭǳŜƴŎŜ ǿƛǘƘƛƴ 

education, with means close to and, at times, above 5, and the most popular answer for each question 

ŦǊƻƳ ŜŀŎƘ ǇƘŀǎŜ ōŜƛƴƎ Ψbƻ ƛƴŦƭǳŜƴŎŜΩΦ  

 

Participants suggested that the influence of the churches depends on geography, with a stronger 

influence in rural areas, and also on the individual minister, congregation, church member or 

denomination as well as the individual school itself. This was apparent in the answers for q62 (Which 

word best describes your relationship with the local Protestant churches?), with the overall mean being 

3.37 (1=Non-ŜȄƛǎǘŜƴǘΤ рҐtŀǊǘƴŜǊǎƘƛǇύ ŀƴŘ ǘƘŜ Ƴƻǎǘ ǇƻǇǳƭŀǊ ŀƴǎǿŜǊǎ ΨǳǎŜŦǳƭΩ όонΦор҈ όƴҐппύύΣ ΨŎƭƻǎŜΩ 

(нфΦпм҈ όƴҐплύύ ŀƴŘ ΨǇŀǊǘƴŜǊǎƘƛǇΩ όмтΦср҈ όƴҐнпύύΦ ²Ƙƛƭǎǘ ǘƘŜǎŜ ǿŜǊŜ ōǊƻŀŘƭȅ ǊŜŦƭŜŎǘŜŘ ƛƴ ǘƘŜ ǇǊƛƳŀǊȅ 

ǇƘŀǎŜ όǿƛǘƘ ΨŎƭƻǎŜΩ ƴǳŘƎƛƴƎ ŀƘŜŀŘ ƻŦ ΨǳǎŜŦǳƭΩ ōȅ нΦоо҈ όƴҐнύ, although 60% (n=6) of Integrated 

ǇǊƛƴŎƛǇŀƭǎ ǎŜƭŜŎǘŜŘ ΨǳǎŜŦǳƭΩ), and in the post-primary phase όŀƭǘƘƻǳƎƘ ΨǇŀǊǘƴŜǊǎƘƛǇΩ ƻƴƭȅ ǊŜŎŜƛǾŜŘ 

ммΦтс҈ όƴҐнύ ƻŦ ǘƘŜ ǎƘŀǊŜύΣ ƛƴ ǘƘŜ DǊŀƳƳŀǊ ǇƘŀǎŜ ƻƴƭȅ ΨŦƻǊƳŀƭΩ όртΦмп҈ όƴҐпύύ ŀƴŘ ΨǳǎŜŦǳƭΩ όпнΦус҈ 

όƴҐоύύ ǿŜǊŜ ǎŜƭŜŎǘŜŘΣ ƛƴ ǘƘŜ bǳǊǎŜǊȅ ǇƘŀǎŜ т ǇŜƻǇƭŜ όсоΦсп҈ύ ƻǇǘŜŘ ŦƻǊ Ψƴƻƴ-ŜȄƛǎǘŜƴǘΩΣ н όмуΦму҈ύ ŦƻǊ 

ΨǳǎŜŦǳƭΩ ŀƴŘ м όфΦлф҈ύ ŦƻǊ ΨŦƻǊƳŀƭΩΣ ŀƴŘ ƛƴ ǘƘŜ {ǇŜŎƛŀƭ ǇƘŀǎŜ ǘƘŜ ǊŜǎǳƭǘǎ ǿŜǊŜ пл҈ όƴҐнύ ŜŀŎƘ ŦƻǊ Ψƴƻƴ-

ŜȄƛǎǘŜƴǘΩ ŀƴŘ ΨŎƭƻǎŜΩ ǿƛǘƘ ΨǳǎŜŦǳƭΩ ǊŜŎŜƛǾƛƴƎ ǘƘŜ Ŧƛƴŀƭ нл҈ όƴҐмύ.  

 

¢ƘŜǊŜ ǿŀǎ ŀ ǊŜŎƻƎƴƛǘƛƻƴ ǘƘŀǘ ŎƘǳǊŎƘŜǎ ƘŀǾŜΣ άƎǊŜŀǘŜǊ ƛƴŦƭǳŜƴŎŜ ǘƘŀƴ ƛƴ ƻǘƘŜǊ ǇŀǊǘǎ ƻŦ ǘƘŜ ¦Yέ ό9Ř/ƻƴ), 

but a concern that the churches have ōŜŎƻƳŜΣ άǘƻƻ ŎƻƳŦƻǊǘŀōƭŜέ ό/Ƙ9Řмύ ŀƴŘΣ άƭŀȊȅέ όtǊƛƳtпύΦ Wǳǎǘ 

ǎƛǘǘƛƴƎ ƻƴ ŎƻƳƳƛǘǘŜŜǎ ŀƴŘ ōƻŀǊŘǎ ƛǎ ƴƻǘ ŜƴƻǳƎƘΣ ŜǎǇŜŎƛŀƭƭȅ ŀǎ ǘƘŜƛǊ ƴƻƳƛƴŜŜǎΣ άƘŀǾŜ ƴƻǘ ŀƭǿŀȅǎ ōŜŜƴ 

ǊŜǇǊŜǎŜƴǘƛƴƎ ǘƘŜƛǊ ŎƘǳǊŎƘ ƛƴǘŜǊŜǎǘǎέ όtǊƛƳtмύΦ ¢ƘŜ ŎƘǳǊŎƘ ŜƴƧƻȅǎ ƭŜǎǎ ƛƴŦƭǳŜƴŎŜ ŀƴŘ ƴŜŜŘǎ ǘƻΣ άǳǎŜ ƛǘ 

ƻǊ ƭƻǎŜ ƛǘέ ό/Ƙ9ŘмύΣ ōŜŎƻƳƛƴƎ ƭŜǎǎ ŦƻŎǳǎǎŜŘ ƻƴ ǿƘŀǘ ƘŀǇǇŜƴǎ ƛƴ ǘƘŜƛǊ ƻǿƴ ōǳƛƭŘƛƴƎǎΥ άǘƘŜ ǇŜƻǇƭŜ ŀǊŜ 

ƴƻǘ ŎƻƳƛƴƎ ǘƻ ŎƘǳǊŎƘΤ ǘƘŜ ŎƘǳǊŎƘ Ƙŀǎ ǘƻ Ǝƻ ǘƻ ǘƘŜ ǇŜƻǇƭŜέ ό{9hнύΤ άǘƘŜȅ ƘŀǾŜ ǘƻ ƎŜǘ ƻǳǘ ǘƘŜǊŜ ƛƴ 

ǎƻŎƛŜǘȅέ όtǊimP4). 
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Involvement 

 

ά/ƘǳǊŎƘŜǎ ŀǊŜ ŀ ōƛƎ ǇŀǊǘ ƻŦ ǘƘƛǎ ǎƻŎƛŜǘȅ ǿƘŜǘƘŜǊ ǿŜ ƭƛƪŜ ƛǘ ƻǊ ƴƻǘέ ό/Ƙ9Řмύ 

 

¢ƘŜǊŜ ǿŀǎ ŀƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ƘƛǎǘƻǊƛŎ ǊƻƭŜ ƛƴ άŜŘǳŎŀǘƛƴƎ ƻǳǘ ƻŦ ǇƻǾŜǊǘȅέ όtƻƭмύ ŀƴŘ 

ǇǊƻǾƛŘƛƴƎ ǘƘŜΣ άǎƻŎƛŀƭ ŎƻƘŜǎƛƻƴΧ ǘƘŜ ǎƻŎƛŀƭ ƎƭǳŜέ ό¢¦hύ ŜǎǇŜŎƛŀƭƭȅ ŘǳǊƛƴƎ bLΩǎ ŘŀǊƪ ǇŀǎǘΦ Involvement 

also benefits the church, through enabling the minister to meet with the local children, keep up to 

date with what is going on, maintain the link between church and school and understand cultural 

diversity, especially through cooperation with the other denominations and the Catholic. The benefits 

were clearly felt at school level, however, with schools valuing the input at governor level and through 

the support mobilised and given. This support has manifested itself in encouragement, mentoring, 

suicide awareness training, pastoral work, running after-school clubs, praying and in relationships 

forged with the school community.  

 

To do this though takes commitment, presence, friendship, availability, regularity and time, especially 

ƛƴ ǘƘŜ ŦŀŎŜ ƻŦ ƎǊƻǿƛƴƎΣ άǇƻƛƴǘǎ ƻŦ ŎƻƴǘŜƴǘƛƻƴ ƛƴ ǘƘŜ ŦǳǘǳǊŜέ ό/Ƙ9ŘнύΦ ¢ƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ǘƘŜ ŎƻƴǘƛƴǳƛƴƎ 

link will be especially relevant for the churches given the prevalence of independent denominations, 

other faiths and secular groups, many of whom might wish to have an input into education.  

 

²Ƙƛƭǎǘ ǘƘŜǊŜ Ƙŀǎ ōŜŜƴΣ άŀƴ ŀǎǎǳƳǇǘƛƻƴέ ό{9hмύ ǘƘŀǘ ǘƘŜ Controlled Sector ethos is Christian, this 

ŎƘŀƴƎƛƴƎ ŦŀŎŜ ƻŦ ǎƻŎƛŜǘȅ ŀƴŘ ƻŦ ŜŘǳŎŀǘƛƻƴ Ƙŀǎ ƭŜŘ ǘƻ ŀ ǊŜƭǳŎǘŀƴŎŜΣ ǿƻǊǊȅΣ ƻǊ ŜǾŜƴΣ άŦŜŀǊέ όtǊƛƳtпΤ 

ChEdмύ ǘƻ ǘŀƭƪ ŀōƻǳǘ ŀ ŎƻƳƳƻƴ ŜǘƘƻǎ ƻǾŜǊ ǘƘŜ ȅŜŀǊǎΣ ƭŜǎǘ ǎŎƘƻƻƭǎ ǿƻǳƭŘ ōŜ ǎŜŜƴ ŀǎΣ άƛƴ some way 

ǇǊƻǎŜƭȅǘƛǎƛƴƎέ ό{9hмύ ŀƴŘ ǘƘŜ ŦǊŜǎƘ ŜȄǇƭƻǊŀǘƛƻƴ ƻŦ ƛǘ ǿŀǎ ǿŜƭŎƻƳŜŘ ǿŀǊƳƭȅ ōȅ ǇŀǊǘƛŎƛǇŀƴǘǎΦ There is a 

feeling that the fear-ŦŀŎǘƻǊ ƴŜŜŘǎ ǘƻΣ άōŜ ōǊƻǳƎƘǘ ǘƻ ŀƴ ŜƴŘέ (Pol2) and that the time is here to be able 

ǘƻ ǎŀȅΣ άǘƘƛǎ ƛǎ ǿƘŀǘ ǿŜ ǎǘŀƴŘ ŦƻǊ ŀƴŘ ǘƘƛǎ ƛǎ ǿƘŀǘ ǿŜ ŀǊŜ ŀƛƳƛƴƎ ŦƻǊέ όtǊƛƳtпύΣ ǘƻ ōŜƎƛƴ ǘƻ ŎŜƭŜōǊŀǘŜ ŀ 

single, coherent, unified Controlled Sector ethos (SEO1). 

 

 

 

 

A single ethos 
 

Desirable? 

 

ΧǘƘƛǎ ƛǎ ǿƘƻ ǿŜ ŀǊŜ ŀƴŘ ǘƘƛǎ ƛǎ ǿƘŀǘ ǿŜΩǊŜ ŀōƻǳǘ όtƻƭнύΦ 

 

Respondents were divided on the need for a single ethos, with the mean for q35 (Do you think it is 

necessary to have a single ethos for the CS?) being 2.91, with 1=Definitely and 5=No. Notwithstanding 

the lack of certainty of SEO2 and PrimP2, participants feel that the Controlled Sector ƴŜŜŘǎΣ άƻƴŜ 

ŘŜŦƛƴƛǘƛƻƴέ ό9Ř/ƻƴύΣ άŀ ǎƛƴƎƭŜ ƎŜƴŜǊŀƭƛǎŜŘ ŜǘƘƻǎέ ό¢¦hύΣ άŀ ŦǊŀƳŜǿƻǊƪέ όtƻƭнύΣ άŀƴ ƻǾŜǊǾƛŜǿέ όtǊƛƳtмύΣ 

άŀ ǎŜǘ ƻŦ ƎǳƛŘƛƴƎ ǇǊƛƴŎƛǇƭŜǎέ ό¢¦hύΦ In order that the sector has a, άǳƴƛŦƛŜŘ ǾƻƛŎŜέ όtǊƛƳtоύΣ ǘƘŜǊŜ ǎƘƻǳƭŘ 

ōŜΣ άǘƘŜ ǎŀƳŜ ŜǘƘƻǎ ǳƴŘŜǊǇƛƴƴƛƴƎ ŀƭƭ ǘƘŜ ǎŎƘƻƻƭǎέ ό9Ř/ƻƴύΦ {ǳŎƘ ŀΣ άǎǘŜǇ ŦƻǊǿŀǊŘέ ό9Ř/ƻƴύ ǿƻǳƭŘ ōŜΣ 

άƛƳǇƻǊǘŀƴǘέ όDǊŀƳtΤ {ǇtύΣ άǾŜǊȅ ǇƻǎƛǘƛǾŜέ ό{ǇtύΣ άƘǳƎŜƭȅ ŘŜǎƛǊŀōƭŜέ όtǊƛƳtпύ ŀƴŘΣ άŀōǎƻƭǳǘŜƭȅ 

ŜǎǎŜƴǘƛŀƭέ όtǊƛƳtоύ ƛƴ ŜƴƘŀƴŎƛƴƎ ŎƻƘŜǊŜƴŎŜ ŀƴŘ ƳƻǾƛƴƎ ŀǿŀȅ ŦǊƻƳ ǘƘŜΣ άŘƻƭƭȅ ƳƛȄǘǳǊŜǎέ ό¢¦hύ ƻŦ рру 

different interpretations of ethos. To highlight this, ChEd1 and TUO compared the explicit nature of 

the Maintained Sector, which isΣ άŜŀǎȅ ǘƻ ǎŜŜέ όtƻƭнύΣ ŎƭŜŀǊƭȅ ŘŜŦƛƴŜŘ ŀƴŘ ŀǊǘƛŎǳƭŀǘŜŘΣ άƘƛƎƘƭȅ 
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ŘŜǾŜƭƻǇŜŘέ όtǊƛƳtоύ ŀƴŘ ǎƘŀǊŜŘ ŀŎǊƻǎǎ ƛǘǎ ǎŎƘƻƻƭǎΦ ¢ƘŜ ŦŀƛǘƘ ŜƭŜƳŜƴǘ ƛǎΣ άǳƴŀǇƻƭƻƎŜǘƛŎŀƭƭȅ 

ǳƴǊŜǎŜǊǾŜŘέ όtƻƭнύ ŀƴŘΣ άǘƻǘŀƭƭȅ ŀŎŎŜǇǘŀōƭŜέ (PrimP4) to and promoted amongst its stakeholders. 

 

Attributes? 

 

Such an ethos needs to recognise that one size does not fit all and that it has to reflect the breadth of 

the sector and the differences between schools, giving room for them to retain their individual 

ƛŘŜƴǘƛǘƛŜǎ ŀƴŘ ǘƻΣ άŘŜƭƛǾŜǊ ƛǘ ƛƴ ǘƘŜƛǊ ǿŀȅέ ό9Ř/ƻƴύΦ Lǘ ǎƘƻǳƭŘ ƘƛƎƘƭƛƎƘǘ ǘƘŜ ƳƻǊŀƭ ǊŜǎǇƻƴǎibility of schools 

to get the best outcomes for their pupils, it should strengthen the vision of the Controlled Sector for 

caring, sharing and integration and provide cohesion to staff, expectations and the sector as a whole, 

άǊŀǘƘŜǊ ǘƘŀƴ ŜǾŜǊȅƻƴŜ ǇŀŘŘƭing ǘƘŜƛǊ ƻǿƴ ŎŀƴƻŜέ όtǊƛƳtмύΦ hǾŜǊŀƭƭΣ Ǌespondents believed that the 

purpose of such an ethos would be, in order of importance, to articulate Controlled Sector values; to 

give a sense of collective purpose; to give a collective identity; and to provide a benchmark against 

which to judge compatibility of policy (q36). Whilst each phase put the benchmarking as their final 

choice, it was interesting to note the differing order of the other three: The Primary, Integrated and 

Post-primary phases reflected the overall order; Special too put Values first, but then chose Identity 

as more important than Purpose; Nursery put Values third, with Identity and Purpose topping their 

choices; whilst Grammar began with Purpose, followed by Values and then Identity.  

 

A single ŜǘƘƻǎ ǎƘƻǳƭŘ ǘƘŜǊŜŦƻǊŜ ōŜ ŀΣ άǎƘŀǊŜŘ ŜǘƘƻǎέ ό/Ƙ9ŘмύΣ ǿƘƛŎƘ ōǊƛƴƎǎ ŀ ǎŜƴǎŜ ƻŦ ǎƘŀǊŜŘ ƛŘŜƴǘƛǘȅΣ 

ƻŦ ŦŜŜƭƛƴƎ ǇŀǊǘ ƻŦ ǎƻƳŜǘƘƛƴƎ ƎǊŜŀǘŜǊΣ ƻŦ ƪƴƻǿƛƴƎ ŀƴŘ ŀƭƭƻǿƛƴƎ ǎǘŀƪŜƘƻƭŘŜǊǎ ǘƻ ƪƴƻǿύ ǘƘŀǘΣ άǿŜ ŀǊŜ ŀ 

Controlled school, under the umbrella of the Controlled SectorΣ ǘƘƛǎ ƛǎ ǿƘŀǘ ǿŜ ǎǘŀƴŘ ŦƻǊέ ό{ŜŎtύΦ It 

ǎƘƻǳƭŘ ŦƻǊƳ ŀƴΣ άƻǾŜǊŀǊŎƘƛƴƎέ ǎǘŀǘŜƳŜƴǘ ό{ŜŎtΤ tǊƛƳtнύ ǿƘƛŎƘ ǿƻǳƭŘ ōŜ ΨƭŀǊƎŜƭȅΩ ǿŜƭŎƻƳŜŘ ōȅ 

38.69% (n=53) respondents, with the only phase variation being from Nursery, 54.55% (n=6) of which 

ǎŜƭŜŎǘŜŘ ΨǎƻƳŜǿƘŀǘΩ (q37: If a formal statement of ethos was articulated for the CS, would you 

welcome it?), ŀƴŘ ǿƘƛŎƘ ǎŎƘƻƻƭǎ ŎƻǳƭŘ ŀŘƻǇǘΣ ǎǳōǎŎǊƛōŜ ǘƻΣ ƻǊΣ άōǳȅ ƛƴǘƻέ ό{ŜŎtύ ŀǎ ǘƘŜ ŜǘƘƻǎ ƻŦ ǘƘŜ 

sectorΦ трΦфм҈ όƴҐмлпύ ǊŜǎǇƻƴŘŜƴǘǎ ŎƘƻǎŜ Ψ¸ŜǎΩ όŦǊƻƳ Ψ¸ŜǎΩΣ Ψbƻǘ ǎǳǊŜΩΣ ΨbƻΩύ ǿƘŜƴ ŀǎked if they would 

contextualise for their own schools a formal statement of ethos for the Controlled Sector (q40), with 

principals from the Post-primary, Grammar and Special phases being even more emphatic (82.35% 

(n=14); 85.71% (n=6) and 100% (n=5) respectively). The participants agreed that, under this sectoral 

ethos, each school could then add to, elaborate upon, and express their ethos in their own way 

dependent on the identity of the school. 

 

Logistics? 

 

The logistics of a single ethos were considered by participants with EdCon acknowledging that the 

delivery of it may well vary according to area, catchment and leadership, SEO2 questioning its 

practicality due to how much more diverse in nature is the Controlled Sector than the Maintained 

Sector, and GrŀƳt ŀƴŘ {ŜŎt ǎǇŜŀƪƛƴƎ ƻŦ ƘƻǿΣ άŘƛŦŦƛŎǳƭǘέ ƛǘ ǿƻǳƭŘ ōŜΦ DǊŀƳtΣ /Ƙ9Řм ŀƴŘ tǊƛƳtм 

bemoaned the fact that, unlike the other sectors, there was a lack of support for the Controlled Sector 

over ethos development, and ChEd1, ChEd2, GramP, PrimP1 and PrimP2 spoke of the need for time 

and direction in considering the concept, with both PrimP1 and GramP attesting to the need for an 

organisation to guide, support and mediate the process. 
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¢ƘŜ /ƻƴǘǊƻƭƭŜŘ {ŎƘƻƻƭǎΩ {ǳǇǇƻǊǘ /ƻǳƴŎƛƭ 
 

Context: DE and EA 

 

While Controlled schools have no desire to be micro-managed they do need representation and there 

ǿŀǎ ŀ ŦŜŜƭƛƴƎ ǘƘŀǘ ǘƘƛǎ ǎǳǇǇƻǊǘ ǿŀǎ ƴƻǘ ŦƻǊǘƘŎƻƳƛƴƎ ŦǊƻƳ 59 ǿƘƻ ƘŀǾŜ ŀΣ άǇƻƭƛǘƛŎŀƭ ŀƎŜƴŘŀέ όtǊƛƳtоύΣ 

ǳǎƛƴƎ ŀ ƴŀǊǊŀǘƛǾŜ ǘƻΣ άǎǳƛǘ ǘƘŜ ǇŜǊǎǇŜŎǘƛǾŜ ŦǊƻƳ ǿƘƛŎƘ ǘƘŜȅ ŀǊŜ ŎƻƳƛƴƎέ όChEd2). ChEd1 and PrimP4 

spoke about how DE has, άƭƻǘǎ ƻŦ ǿŀȅǎ ƻŦ ōŀǘǘƛƴƎ ǘƘŜ ōŀƭƭ ōŀŎƪέ ǘƻ ǎŎƘƻƻƭǎ (PrimP4), PrimP3 bemoaned 

ǘƘŜ ŀƳƻǳƴǘ ƻŦ Ǝƭƻǎǎȅ ōƻƻƪƭŜǘǎ ŀƴŘ tƻƭн ǘƘŜ ŀƳƻǳƴǘ ƻŦ ŘƛǊŜŎǘƛǾŜǎΣ άǿƘƛŎƘ Ƨǳǎǘ ǎŜƴŘǎ ǎŎƘƻƻƭǎ ƛƴǘƻ ŀ 

ǎǇƛƴέΣ ǿƘƛƭǎǘ bǳǊt ǎǳƳƳŜŘ ǳǇ ǾƛŜǿǎ ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΥ άŜǾŜǊȅƻƴŜ Ŏŀƴ ǘŀƭƪ ŀ ƎƻƻŘ ǎǘƻǊȅΦέ /Ƙ9Řм ŀƴŘ 

ChEd2 also suggested how aggravated they became over the DE position that the Controlled Sector is, 

άŀ ǎŜŎǘƻǊ ǿƛǘƘ ƴƻ ǾŀƭǳŜǎ ŀƴŘ ƴƻ ŜǘƘƻǎέ ό/Ƙ9ŘмύΦ 

 

EA did not fare much better from the participants. Participants spoke of an organisation which has 

had its staffing complement reduced and appears unable to provide answers or effective support. 

Principals compared the mechanisms provided under the Education and Library Boards, especially the 

human face of having someone to talk to, ǿƘƛŎƘ Ƙŀǎ ƴƻǿ ƎƻƴŜ ŀǎ ǘƘŜ ƻǊƎŀƴƛǎŀǘƛƻƴ Ƙŀǎ ōŜŜƴΣ άǎǘǊƛǇǇŜŘ 

ƻŦ ǎƻ ƳǳŎƘ ŎŀǇŀŎƛǘȅΣ ǎƻ ƳǳŎƘ ŜȄǇŜǊƛŜƴŎŜέ ό¢¦hύΦ ¢ƘŜ Ƴƻǎǘ ǇŀǎǎƛƻƴŀǘŜ ƻǳǘōǳǊǎǘǎ ŎŀƳŜ ŦǊƻƳ bǳǊt ŀƴŘ 

tǊƛƳtп ǿƘƻΣ ǊŜǎǇŜŎǘƛǾŜƭȅΣ ǎǳƎƎŜǎǘŜŘ ǘƘŀǘ 9!Σ άŀǊŜ ŜȄǇŜŎǘƛƴƎ ƳƛǊŀŎƭŜǎΧ ōǳǘ ǘƘŜȅ ŘƻƴΩǘ ŎŀǊŜ Ƙƻǿ ǘƘŜȅ 

ƎŜǘ ǘƘŜǊŜέ ŀƴŘ ǘƘŀǘ ƛǘΣ άƛǎ Ŧǳƭƭ ƻŦ ŘƛǊŜŎǘƛǾŜǎ ŀƴŘΧ ŜȄǇŜŎǘŀǘƛƻƴ ŀƴŘ ƴƻ ǎǳǇǇƻǊǘΦέ 

 

Context: inequity 

 

Iǘ ƛǎ ǘƘƛǎ ǎǳǇǇƻǊǘ ǿƘƛŎƘ ǇǊƛƴŎƛǇŀƭǎ ŀǊŜΣ άŎǊŀǾƛƴƎέ όtǊƛƳtпύ ŀƴŘ ƛƴǘƻ ǘƘƛǎ ǎǳǇǇƻǊǘ-άŎƘŀǎƳέ όtǊƛƳtнύ ǘƘŀǘ 

the CSSC has ǎǘŜǇǇŜŘΦ !ǘ ƭŀǎǘ όbǳǊtύΣ άǘƘŜ ŦŀƳƛƭȅ ƻŦ /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎέ ό/Ƙ9Řнύ Ŏŀƴ ǇƛŎƪ ǳǇ ǘƘŜ ǇƘƻƴŜ 

and find that, through the collation and dissemination of good practice, problems can be approached, 

ǎƘŀǊŜŘ ŀƴŘ ǎƻƭǾŜŘΣ άƛƴ ŀ ŎƻƳƳƻƴ ǿŀȅέ ό/Ƙ9Řнύ through the network of Controlled schools throughout 

N. IrelandΣ ŀΣ άǎǳǇǇƻǊǘ ƳŜŎƘŀƴƛǎƳέ όtǊƛƳtпύ ǿƘƛŎƘ ǿŀǎ ŀƭǊŜŀŘȅ ƛƴ ŜǾƛŘŜƴŎŜ ƛƴ ǘƘŜ ƻǘƘŜǊ ǎŜŎǘƻǊǎ 

througƘ ǘƘŜƛǊ ǎŜŎǘƻǊŀƭ ōƻŘƛŜǎΦ  ά¢he Controlled Sector had a valid argument of being felt that they 

ǿŜǊŜ ōŜƛƴƎ ƭŜŦǘ ōŜƘƛƴŘέ (Pol1) in comparison to the Maintained, Integrated and Irish Medium sectors 

and tƘŜǊŜ ǿŀǎΣ άǉǳƛǘŜ ŘŜŦƛƴƛǘŜƭȅ ŀ ŘŜŦƛŎƛǘέ ό9Ř/ƻƴύ ǿƛǘƘ ƴƻ ƻƴŜ ǘƻ ōŜ ǘƘŜΣ άǾƻƛŎŜέ ό/Ƙ9ŘмΤ bǳǊtΤ tƻƭнΤ 

SecP) for the sector.  

 

Provenance 

 

EdCon proposes that the introduction of CSSC was, however, for more reasons than simply inequity, 

with Pol1 suggesting that it was a political compromise but SEO2 that it was a political necessity. There 

ǿŀǎ ŀ ŎƻƴŎŜǊǘŜŘ ŜŦŦƻǊǘΣ άōȅ ŀ ǎƳŀƭƭ ƴǳƳōŜǊ ƻŦ ǇŜƻǇƭŜέ όtƻƭнύΣ ƴƻǘŀōƭȅ ǘƘŜ ¢w/, to get the organisation 

up and running. It is seen by some as the exploitation of an opportunity by the churches to retain 

control or influence of Controlled schools, with a Board which could be deemed to be neither 

representative, nor diverse and rather disparagingly descǊƛōŜŘ ŀǎΣ άǿƘƛǘŜΣ male ŀƴŘΧ ǎǘŀƭŜέ όtƻƭмύΣ 

ŀƭǘƘƻǳƎƘ 9Ř/ƻƴ ŘƛǎǇǳǘŜǎ ǘƘƛǎΣ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘ ƛǘ ƛǎ ƭŜŘ ōȅΣ άǾŀǊƛƻǳǎ ŜƳƛƴŜƴǘ ŜŘǳŎŀǘƛƻƴŀƭƛǎǘǎΦέ ! ŦƭŜŘƎƭƛƴƎ 

ƻǊƎŀƴƛǎŀǘƛƻƴΣ ǿƛǘƘ ŀ ƭƻǘ ǘƻ Řƻ ǘƻ ǇǊƻǾŜ ƛǘǎŜƭŦΣ ƛǘ ǿƛƭƭ ǘŀƪŜ ǘƛƳŜ ŦƻǊ ǎŎƘƻƻƭǎ ǘƻ ǎŜŜ ƧǳǎǘΣ άƘƻǿ ǳǎŜŦǳƭ ǘƘŜy 

Ŏŀƴ ōŜέ όtǊƛƳtпύΦ  
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Necessity 

 

In financially-constrained times some may consider CSSCΣ άŀƴƻǘƘŜǊ ǉǳŀƴƎƻ ǘƻ ǘŀƪŜ ŀǿŀy money from 

ǎŎƘƻƻƭǎέ όtǊƛƳtоύΦ IƻǿŜǾŜǊΣ άǘƘŜ ƴŜŎŜǎǎƛǘȅ ƻŦ ǘƘŜ /{{/ ƻǾŜǊǊƛŘŜǎ ǘƘŀǘέ (PrimP3), with 77.38% (n=106) 

ǊŜǎǇƻƴŘŜƴǘǎ ΨŘŜŦƛƴƛǘŜƭȅΩ ƻǊ ΨƭŀǊƎŜƭȅΩ ǿŜƭŎƻƳƛƴƎ ƛǘǎ ƛƴǘǊƻŘǳŎǘƛƻƴ (q47), choices reflected across all 

sectors, ŀƴŘ мн ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ŎƭŜŀǊƭȅ ŀŦŦƛǊƳƛƴƎ ƛǘǎ ƴŜŎŜǎǎƛǘȅΥ άȅŜǎέ ό9Ř/ƻƴΤ /Ƙ9ŘмΤ {ŜŎtΤ tǊƛƳtнύΤ 

άǾŜǊȅ ƳǳŎƘ ǎƻέ όtǊƛƳtоύΤ άŘŜŦƛƴƛǘŜƭȅέ όbǳǊtύΤ άŀōǎƻƭǳǘŜƭȅέ ό{9hмΤ tǊƛƳtп). GramP welcomed the, 

άƘŜƭǇŦǳƭ ǎǘŜǇέΣ ǿƘƛŎƘ ƛǎ ǎŜŜƴ ŀǎΣ άǾŀƭǳŀōƭŜέ όtǊƛƳtнύΣ άƎǊŜŀǘέ όtǊƛƳtпύ ŀƴŘΣ άǾƛǘŀƭέ όbǳǊtύΦ ¢Ƙƛǎ 

ŜƴǘƘǳǎƛŀǎƳ ƛǎ ōƻǊƴŜ ƻǳǘ ƛƴ ǘƘŜ ƴǳƳōŜǊǎ ǿƘƻ ǉǳƛŎƪƭȅ ƧƻƛƴŜŘ ŦǊƻƳ ŀ ǎŜŎǘƻǊΣ άŎǊȅƛƴƎ ƻǳǘέ ό9Ř/ƻƴύ ŦƻǊ ǘƘŜ 

body.  

 

Role 

 

ChEd2 discussed CSS/Ωǎ role in terms of area planning and the amelioration and implementation of 

policy, PrimP4 talked of its work on raising standards and SpP spoke with pleasure of Special schools 

ƴƻǿ ƘŀǾƛƴƎ ŀ ǾƻƛŎŜΦ /Ƙ9Řн ŀƭǎƻ ǘŀƭƪŜŘ ŀōƻǳǘ ǎƘƻǿŎŀǎƛƴƎ ŀƴŘ ŎŜƭŜōǊŀǘƛƴƎΣ άƎƻƻŘ ǎǘƻǊƛŜǎ ŀōƻǳǘ ǘƘŜ /{έΣ 

tǊƛƳtп ƳŜƴǘƛƻƴŜŘ ǘƘŜΣ άǎǳǇǇƻǊǘ ƴŜǘǿƻǊƪέ ǿƘƛŎƘ ǿƛƭƭ ǊŜǎǳƭǘ ƛƴ ŎƻƳƳǳƴƛŎŀǘƛƻƴǎ ŀƴŘ ŜǾŜƴǘǎ ŦƻǊ 

Controlled Sector principals and staff to meet to discuss common issues and 7 of the participants 

ƳŜƴǘƛƻƴŜŘ ƘƻǿΣ άƛƳǇǊŜǎǎŜŘέ ό¢¦hύ ǘƘŜȅ ŀǊŜ with the staff of the organisation. 

 

It is, however, in the area of Representation and Advocacy that the role of the CSSC is seen as most 

important, with the two topping the responses in the questionnaire (q46) above Standards and Ethos 

Development. Although 100% (n=5) of Special school respondents and 57.14% (n=4) Grammar 

principals selected Advocacy as the most important, the overall response (which was mirrored in the 

other phase-specific analyses) put Representation ahead, with the total being 55.47% (n=76) against 

37.235 (n=51) for Advocacy. 

 

Having somebody who is an influencer on your behalf is really necessary because 

ƻǘƘŜǊǿƛǎŜ ȅƻǳΩǊŜ ǿƻǊƪƛƴƎ ƛƴ ŀƴ ŜƴǾƛǊƻƴƳŜƴǘ ǿƘŜǊŜ ǎƻƳŜƻƴŜ ŜƭǎŜΩǎ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴ ƻŦ 

policy could have huge impacts on your school, on the pupils in your school and on your 

staff (GramP).  

 

Pol2 and SpP stated the importance of CSSC representing the sector, with ChEd1, Pol2, SecP, PrimP3 

and SpP speaking of CSSC as itsΣ άǾƻƛŎŜ.έ {ŜŎt ŀƴŘ /Ƙ9Řм ōƻǘƘ ƳŜƴǘƛƻƴŜŘ ǘƘŜ ƳŜŘƛŀ ŀƴŘ ǘƘŜ 

opportunity for this voice to be present alongside CCMS and NICIE, rather than the former practice of, 

άŀ ǊŀƴŘƻƳ ǇǊƛƴŎƛǇŀƭέ ό{ŜŎtύ ǇǳǊǇƻǊǘƛƴƎ ǘƻ ōŜ ǎǇŜŀƪƛƴƎ ƻƴ ōŜƘŀƭŦ ƻŦ ǘƘŜ ǎŜŎǘƻǊ. 

 

Ethos 

 

Although only 3 respondents (2.19%) suggested that the most important role of CSSC is in ethos 
ŘŜǾŜƭƻǇƳŜƴǘΣ ǇŀǊǘƛŎƛǇŀƴǘǎ ǎǇƻƪŜ ŀōƻǳǘ ƘƻǿΣ άƻƴŜ ƻŦ ƛǘǎ ƪŜȅ ǇƛŜŎŜǎ ƻŦ ǿƻǊƪ ƛǎ ǘƻ ŘŜŦƛƴŜέ όtƻƭнύ ǘƘŜ 
Controlled Sector ŜǘƘƻǎ ŀƴŘ ǘƻ ƳŀƪŜ ƛǘΣ άǊŜƭŜǾŀƴǘΧ ώŀƴŘϐ ŎƻƳǇŜƭƭƛƴƎέ όDǊŀƳtύΦ !ŎŎƻǊŘƛƴƎ ǘƻ /Ƙ9ŘмΣ ƛǘ 
is part of its remit and it seems clear that this work, based upon a common and shared understanding 
was to begin through a clear and defined Vision Statement under which schools could rally. 
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The Vision Statement  
 

"The CSSC supports Controlled schools in providing high-quality education for children and young 
people to enable them to learn, develop and grow together within the values of a non-denominational 
Christian environment." 
 
 
Provenance 
 
56.93% (n=78) respondents were previously aware of the Vision Statement (q48) and 45.99% (n=63) 
had had it formally articulated to them (q49), with 32.85% (n=45) not sure about this. Variations to 
the overall results included the Integrated and Special sectors being unaware of the statement (60% 
(n=6) and 80% (n=4)) and the Special phase being equally split at 40% (n=2) over recalling or not 
recalling it being formally articulated to them. Could it be argued that this lack of recall might be down 
to these three phases not previously having much of an affinity with the sector and, perhaps, not really 
engaging with the initial discussions over the CSSC? This uncertainty is refleŎǘŜŘ ƛƴ ǇŀǊǘƛŎƛǇŀƴǘǎΩ 
responses: tƻƭм ŀƴŘ tǊƛƳtпΣ άŘƻƴΩǘ ƪƴƻǿέ ǿƘƻ ǘƘŜ ŀǳǘƘƻǊǎ ŀǊŜ ŀƴŘ tǊƛƳtм ǿŀǎΣ άƴƻǘ ŀǿŀǊŜέ ƻŦ ǿƘŜǊŜ 
the Vision Statement came from. Pol1, PrimP2 and ChEd1 believe that the authors were the CSSC 
Board, whilst PrimP1 assumed that it was from the churches, a point clarified by ChEd2 who spoke of 
TRC ǘǊȅƛƴƎ ǘƻΣ άŦƛƴŘ ŀƴ ŜǘƘƻǎ ǎǘŀǘŜƳŜƴǘ ǿƘƛŎƘ ŜƴŎŀǇǎǳƭŀǘŜŘ ǎƻƳŜǘƘƛƴƎ ƻŦ ǿƘŀǘ we felt Controlled 
ǎŎƘƻƻƭǎ ǎƘƻǳƭŘ ōŜ ŀōƻǳǘέ (my italics)Φ tƻƭн ǇǊŜǎǳƳŜǎ ǘƘŀǘΣ άŀ ǇŀǇŜǊ ǿŀǎ ŘƻƴŜέ ŀƴŘ bǳǊt ƘƻǇŜŘ ǘƘŀǘ ƛǘ 
ǿŀǎΣ άŀ ŎƻƭƭŜŎǘƛǾŜ ǎǘŀǘŜƳŜƴǘέ ǿƘƛŎƘ ƛƴŎƭǳŘŜŘ ƛƴǇǳǘ ŦǊƻƳΣ άŀ ƭƻǘ ƻŦ ǇǊŀŎǘƛǘƛƻƴŜǊǎΦέ 
 
5ŜǎǇƛǘŜ bǳǊtΩǎ ƘƻǇŜ ƻŦ ǘƘŜ Vision Statement ŎƻƳƛƴƎ ŦǊƻƳΣ άŀ ŘŜƳƻŎǊŀǘƛŎΣ ŀŎŎƻǳƴǘŀōƭŜ ŜƴƎŀƎŜƳŜƴǘ 
with ǘƘŜ ǎŜŎǘƻǊέ όtƻƭмύ ŀƴŘ {9hмΩǎ ŀǎǎǳǊŀƴŎŜ ǘƘŀǘ /{{/ ƘŀŘΣ άƘŀŘ ŘƛǎŎǳǎǎƛƻƴǎ ǿƛǘƘ ƭƛǘŜǊŀƭƭȅ ƘǳƴŘǊŜŘǎ 
ƻŦ ǇŜƻǇƭŜΣέ ǘƘŜǊŜ ǿŀǎ ŀ ǾŀƎǳŜƴŜǎǎ ƻƴ ǘƘŜ ǇŀǊǘ ƻŦ ǎƻƳŜ ǇŀǊǘƛŎƛǇŀƴǘǎΥ {ŜŎtΣ bǳǊtΣ tǊƛƳtнΣ ŀƴŘ {Ǉt ǎǇƻƪŜ 
of assuming, presuming and supposing that there was discussion and consultation; SpP remembers 
feeding into these, but SecP, PrimP1, PrimP2, PrimP4 and NurP cannot recall being consulted. It was 
ChEd1, ChEd2, SEO1 and Pol2 who all spoke of engagement with principals, governors, other faith 
groups and other interests and groups within the sector. 
 
Attributes 
 
The Vision Statement ŀŎƪƴƻǿƭŜŘƎŜǎΣ άǘƘŜ ƘŜǊƛǘŀƎŜέ όDǊŀƳtύ ƻŦ ǘƘŜ /ƘǊƛǎǘƛŀƴ ǾŀƭǳŜǎ ǿƘƛŎƘ Ƙŀǎ 
ƘƛǎǘƻǊƛŎŀƭƭȅ ǎƘŀǇŜŘ ǘƘŜ ǎŜŎǘƻǊ ŀƴŘ ǊŜŦƭŜŎǘǎ ǘƘŜΣ άƻōƧŜŎǘƛǾŜǎέ ό{9hнύΣ άǊŜǎƛŘǳŀƭ ƛƴŦƭǳŜƴŎŜέ ό¢¦hύΣ άƛƴǇǳǘέ 
(PrimP1) aƴŘΣ άŎƻƴǘǊƛōǳǘƛƻƴέ ό/Ƙ9Řнύ ƻŦ ǘƘŜ ¢w/Φ ¢Ƙƛǎ ǊŀƛǎŜǎ ǘƘŜ ǉǳŜǎǘƛƻƴ ƻŦ ǿƘŜǘƘŜǊ ǘƘŜ ¢w/ ŦƻƻǘǇǊƛƴǘ 
on the Vision Statement therefore means that the statement will be divisive and there was some 
concern from participants about the potential for this due to the more diverse population in 
Controlled schools, those of different or no faiths, beliefs, sexual preference, ethnicity, values, views, 
and those within the sector who may not subscribe to the Vision Statement and may be antagonised 
by it. However, 81.02% (n=111) respondents across all of the phases ǎǘŀǘŜŘ ǘƘŀǘ ǘƘŜȅ ΨŘŜŦƛƴƛǘŜƭȅΩ ƻǊ 
ƭŀǊƎŜƭȅΩ ǎƘŀǊŜ ǘƘŜ Ǿƛǎƛƻƴ όǉррύΣ ŀƴŘ ссΦп҈ όƴҐфмύ ŀƴŘ соΦн҈ όƴҐусύ ǎŎƻǊŜŘ м ŀƴŘ н ŦƻǊ Ƙƻǿ ǇŜǊǎƻƴŀƭƭȅ 
(q56) and professionally (q57) comfortable they would be in articulating it (1=Completely; 7=Not at 
all). Pol1, ChEd1 and PrimP2 believed that the Vision Statement would be acceptable to both 
tǊƻǘŜǎǘŀƴǘǎ ŀƴŘ /ŀǘƘƻƭƛŎǎΣ ǿƘƛƭŜ /Ƙ9ŘмΣ 9Ř/ƻƴ ŀƴŘ tǊƛƳtм ǎǳƎƎŜǎǘ ǘƘŀǘ ǘƘƻǎŜ ƻŦ ƻǘƘŜǊ ŦŀƛǘƘǎΣ άƘŀǾŜ ŀ 
really strong value-ōŀǎŜέ όtǊƛƳtмύ ŀƴŘ ǎǳǇǇƻrt and value a faith-based ethos.  
 
There were questions, however, over the term Ψƴƻƴ-ŘŜƴƻƳƛƴŀǘƛƻƴŀƭΩ, with SecP and PrimP4 

questioning its use, GramP and NurP suggesting that it is confusing, and SecP, PrimP4 and SEO2 

believing ǘƘŀǘ ǘƘŜ ǘŜǊƳ Ψ/ƘǊƛǎǘƛŀƴΩ ƻn its own would have sufficed. However, given the traditional view 

that the Controlled Sector espouses a Protestant version of Christianity, there was a feeling that the 
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Vision Statement ǿƛƭƭ ŜƴǎǳǊŜ ǘƘŀǘ ǘƘŜǎŜ ǾŀƭǳŜǎ ǿƛƭƭ ƴƻǘ ōŜΣ άŎƻƭƻǳǊŜŘέ ό/Ƙ9Řнύ ōȅ ŀΣ άŘƻƳƛƴŀƴǘέ 

(EdCon; PrimP2) church or denomination.  

 

That said, there was some feeling that the Vision StatementΣ άƳŀȅōŜ ǊŜŀŘǎ ŀ ƭƛǘǘƭŜ ōƭŀƴŘƭȅέ ό/Ƙ9ŘнύΣ 

ƛǎΣ άōǊƻŀŘέ ό{9hмύΣ άƎŜƴŜǊŀƭƛǎŜŘέ ό¢¦hύ ŀƴŘΣ άǳƴŎƻƴǘŜƴǘƛƻǳǎέ ό¢¦hύΣ ŀƭǘƘƻǳƎƘ tƻƭм ŎŀǳǘƛƻƴŜŘ ǘƘŀǘ ƛǘ 

couƭŘ ōŜΣ άƻǇŜƴ ǘƻ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴ ŦƻǊ ƎƻƻŘ ŀƴŘ ōŀŘέ όtƻƭмύΣ ŜǎǇŜŎƛŀƭƭȅ ŀǊƻǳƴŘ ǿƘŀǘ ŀƴŘ ǿƘƻǎŜ ǾŀƭǳŜǎ 

are being espoused and the reasons behind them (GramP). It therefore ƴŜŜŘǎΣ άŜȄǇŀƴŘŜŘέ ό9Ř/ƻƴύΣ 

άŀƳǇƭƛŦƛŜŘέ ό/Ƙ9ŘнύΣ άǘŜŀǎŜŘ ƻǳǘέ ŀƴŘ ǳƴǇƛŎƪŜŘΣ Ŝǎpecially with regards to values. 

 

Purpose 

 

Despite these issues, participants acknowledged the Vision Statement as a useful framework or, 

άƎǳƛŘƛƴƎ ŦƻǊŎŜέ ό{Ǉtύ ǿƘƛŎƘ affirms and coheres Controlled Sector practice, gives a refined 

understanding of the sector and through ǿƘƛŎƘ ŀƭƭ ǇǳǇƛƭǎ Ŏŀƴ ŦŜŜƭΣ άǾŀƭǳŜŘέ ό{9hмΤ bǳǊtΤ DǊŀƳtύΦ Lǘ ƛǎ 

about the celebration and sharing of what is good about the sector, both to its staff and to the wider 

public. 

 

The Vision Statement also clarifies the ethos already in existence in the Controlled Sector, safe-

ƎǳŀǊŘƛƴƎ ƛǘǎ Ǉƻǎƛǘƛƻƴ ŀƴŘ ŦƻŎǳǎƛƴƎ ǇŜƻǇƭŜΩǎ ƳƛƴŘǎΣ ŜƭŜǾŀǘƛƴƎ ǘƘŜƛǊ ǘƘƛƴƪƛƴƎ ŀƴŘ ǎǘƛƳǳƭŀǘƛƴƎ ŘŜōŀǘŜ 

ŀǊƻǳƴŘ ǘƘŜΣ άƻǿƴŜǊǎƘƛǇέ ό/Ƙ9Řмύ ŀƴŘ ǾŜǊōŀƭƛǎƛƴƎ ƻŦ ǘƘŀǘ ǿƘƛŎƘ ǘƘŜȅ ƘŀǾŜ ǇǊŜǾƛƻusly felt afraid to 

articulate. Given the tendency of Controlled schools to go ofŦ ƻƴ ŀ ǘŀƴƎŜƴǘΣ άǇŀŘŘƭƛƴƎ ǘƘŜƛǊ ƻǿƴ ŎŀƴƻŜέ 

(PrimP4), participants felt that the Vision Statement unites the Controlled SectorΣ άōŜƘƛƴŘ ƻƴŜ 

ōŀƴƴŜǊέ όtǊƛƳtоύΣ άŘŜǎŎǊƛōŜǎ ǿƘƻ ǿŜ ŀǊŜέ ό/Ƙ9Řмύ ŀƴŘ ǇǊŜǾŜƴǘǎ ǘƘŜ ǎŜŎǘƻǊΣ άŦǊƻƳ ōŜŎƻƳƛƴƎ 

disjointŜŘέ όtǊƛƳtпύΦ  

 

Policy Directive? 

 

If the Vision Statement ƛǎ ǘƻ ōŜ ǘƘŜ ΨōŀƴƴŜǊΩ ōŜƘƛƴŘ ǿƘƛŎƘ ŀƭƭ /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎ ǿƛƭƭ ǳƴƛǘŜΣ ǿƛƭƭ 

everyone have to march to the same beat and will schools feel that this is yet another policy directive? 

Although SEO2, PrƛƳtо ŀƴŘ tǊƛƳtн ŘƛŘƴΩǘ ǘƘƛƴƪ ǘƘŀǘ ƛǘ ǿƻǳƭŘ ŀƴŘ tƻƭмΣ tƻƭнΣ {ŜŎtΣ DǊŀƳt ŀƴŘ {Ǉt 

ƎŀǾŜ ŀ ŘŜŦƛƴƛǘŜΣ άƴƻέΣ ƻƴƭȅ мрΦтф҈ όƴҐнмύ ǊŜǎǇƻƴŘŜƴǘǎ ŜŎƘƻŜŘ ǘƘƛǎ ΨƴƻΩ όǉоуΥ If a formal statement of 

ethos was articulated for the CS, would you view this as a policy directive which you need to comply 

with?) and only 6.57% (n=9) definitely stated they would not respond to it in the same way as other 

policy directives (q39), with the Integrated, Grammar and Special phases demonstrating that none of 

the respondents agree with thoǎŜ ǇŀǊǘƛŎƛǇŀƴǘǎΣ ƛƴ ǘƘŀǘ ƴƻƴŜ ƻŦ ǘƘŜƳ ǎŜƭŜŎǘŜŘ ΨƴƻΩ ƛƴ ǉǉоу ŀƴŘ оф ŦǊƻƳ 

ΨȅŜǎΩΣ Ψƴƻǘ ǎǳǊŜ ŀƴŘ ΨƴƻΩΦ Pol1 suggested that schools will accept it or not if they want, although PrimP3 

and PrimP4 believe that, if you sign up to the CSSC, you should accept the statement. Rather than a 

directive, PrimP4 sees the Vision Statement ŀǎΣ άŀ ŎƻƳƳƻƴ ŎƻǊŜ ōŜƭƛŜŦέΣ DǊŀƳt ŀǎΣ άŀ ƪƛƴŘ ƻŦ ƎǳƛŘƛƴƎ 

ǇǊƛƴŎƛǇƭŜέΣ {ŜŎt ŀǎΣ άŀƴ ŀƛŘέ ǿƘƛŎƘ ǿƛƭƭ ōŜ ǊŜŀŘΣ άǿƛǘƘ ŀ ŘƛŦŦŜǊŜƴǘ ǇŜǊǎǇŜŎǘƛǾŜ ōŜŎŀǳǎŜ ƻŦ ǿƘƻ ǘƘŜ 

ƳŜǎǎŜƴƎŜǊ ƛǎέ όtƻƭнύΦ 

 

Given that SEO2, ChEd1, ChEd2, SecP and PrimP1 contend that CSSC is not in a position to implement 

or enforce policies, there was a view therefore that, as it is far better for schools to embrace rather 

than have an ethos imposed upon them, any dictating or enforcing will be met with suspicion, 

ǊŜǎƛǎǘŀƴŎŜ ŀƴŘ ǊŜǎŜƴǘƳŜƴǘ ŀƴŘ ǘƘŀǘ ƛǘ ƛǎ ōŜǘǘŜǊ ǘƻ Řƻ ƛǘ ǿƛǘƘ ǎŎƘƻƻƭǎΣ ŜƴǎǳǊƛƴƎ ǘƘŀǘ ǘƘŜȅ ŎŀƴΣ άōǳȅ ƛƴǘƻέ 

(SecP) the vision.  
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¢Ƙƛǎ ƛǎ ŜǎǇŜŎƛŀƭƭȅ ǊŜƭŜǾŀƴǘ ƎƛǾŜƴ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǾƛŜǿǎ ǘƘŀǘ Ƴŀƴȅ ǎŎƘƻƻƭǎΣ άŀǊŜ ŀƭǊŜŀŘȅ ƻǇŜǊŀǘƛƴƎ 

withƛƴέ ǘƘŜ ŜƴǾƛǊƻƴƳŜƴǘ of the Vision Statement (SEO1). SecP, EdCon, Pol2, SEO1, PrimP1, PrimP2, 

SpP and NurP echoed this, suggesting that for the schools they are most acquainted with, and indeed, 

άƳƻǎǘ ǎŎƘƻƻƭǎέ ό{ŜŎtύΣ άǘƘŀǘΩǎ ǿƘŀǘ ǘƘŜȅ Řƻ ŀƴȅǿŀȅ ŀƴŘ ǘƘŜȅ Ƨǳǎǘ ƎŜǘ ƻƴ ǿƛǘƘ ƛǘέ όtƻƭнύΦ  

 

Implementation 

 

So will the Vision Statement ƳŀƪŜ ŀƴȅ ŘƛŦŦŜǊŜƴŎŜΚ {9hнΣ 9Ř/ƻƴΣ tƻƭн ŀƴŘ {Ǉt ōŜƭƛŜǾŜ ǘƘŀǘ ƛǘ ǿƻƴΩǘ 

make a clear difference to the sector, whilst ChEd1 and GramP think that it would and the largest 

response tƻ ǉрф ŦǊƻƳ ррΦмр҈ όƴҐтрύ ǿŀǎ ǘƘŀǘ ƛǘǎ ƛƳǇŀŎǘ ƻƴ ǘƘŜ ǎŜŎǘƻǊ ǿƻǳƭŘ ōŜ ΨнΥ Ƴŀƛƴƭȅ ǇƻǎƛǘƛǾŜΩ 

(1=Positive; 5=Negative), however, the proof will be in what schools do with it (PrimP2).  

 

SŎƘƻƻƭǎΣ άǿƛƭƭ ǳƴŘƻǳōǘŜŘƭȅ ǇŜǊŎŜƛǾe and adapt it in their own wayέ (TUO), as ƛǘ ƛǎΣ άŜŀǎƛŜǊ ǘƻ ŀǊǘƛculate 

at school levelέ (SEO2). SpP opined that schools will view it as a positive (indeed, the largest response 

to q51 on school impact was again ΨƳŀƛƴƭȅ ǇƻǎƛǘƛǾŜΩ όпсΦтн҈ όƴҐспύύ, apart from the Grammar and 

Nursery phases, which cƘƻǎŜ ǘƘŜ ƳƛŘŘƭŜ ƎǊƻǳƴŘ ƻŦ ΨƴƻƴŜΩ ŀǎ ǘƘŜƛǊ Ƴƻǎǘ ǇƻǇǳƭŀǊ ŀƴǎǿŜǊǎ όртΦмп҈ όƴҐпύ 

and 60% (n=3) respectively), with PrimP4 suggesting that it will take away uncertainty as to what a 

school can stand for. SEO2, ChEd2, Pol2, SecP, PrimP2, SpP and NurP could not see the implementation 

of the Vision Statement as being divisive, although GramP and PrimP3 suggest that it will depend 

somewhat on the interpretation of it by governors. So long as it is managed well and the expectations 

and context of being a Controlled sŎƘƻƻƭ ŀǊŜΣ άŎƭŜŀǊƭȅ ŀǊǘƛŎǳƭŀǘŜŘ ōŜŦƻǊŜ ŀƴȅƻƴŜ ŜƴǘŜǊǎ ǘƘŜ ǎŎƘƻƻƭέ 

then any potential division should be mitigated (PrimP1). 

 

Participants believed that the Vision Statement should be a supplement ǘƘŀǘΣ άƎƻŜǎ ŀƭƻƴƎǎƛŘŜέ ό/Ƙ9Řмύ 

ŀ ǎŎƘƻƻƭΩǎ ŜȄƛǎǘƛƴƎ ŜǘƘƻǎΣ Ǿƛǎion or mission statement, perhaps on the school letterhead or on a pop-

ǳǇ ǎǘŀƴŘΦ Lǘ ǎƘƻǳƭŘ ŀŎǘ ŀǎ ŀ ƎǳƛŘŜΣ ǿƘƛŎƘ ŀŎƪƴƻǿƭŜŘƎŜǎ ǎŎƘƻƻƭǎΩ ŘŜǎƛǊŜ ǘƻ ŜȄǇǊŜǎǎ ƛǘΣ άƛƴ ǘƘŜƛǊ ƻǿƴ ǿŀȅέ 

(ChEd2), giving them the flexibility to say, ά¢Ƙƛǎ ƛǎ ǘƘŜ ŜǘƘƻǎ ƻŦ ƻǳǊ ǎŜŎǘƻǊ ŀƴd this is the ethos of our 

ǎŎƘƻƻƭέ όtǊƛƳtнύΦ  

 

CSSC needs to be sensitive, thoughtful and persuasive about how they share, sell and promote the 

Vision StatementΦ Lǘ ƴŜŜŘǎ ǘƻ ōŜ ŀΣ άŎƻƴǾŜǊǎŀǘƛƻƴέ ǿƛǘƘ ǎŎƘƻƻƭǎ όtƻƭнύΣ ǇǊŜŦŜǊŀōƭȅ ŦŀŎŜ-to-face and 

certainly not through email, but perhaps exploiting social media and with some kind of follow-up 

support programme with principal groups. This sensitive conversation is especially important given 

the changing and different face of N. Ireland society which could be viewed as aggressively secular 

and has little time for Christian beliefs (TUO; GramP; Pol1).  

 

 

 

{ƻŎƛŜǘȅΩǎ ±ƛǎƛƻƴΚ 
 

Faith-based education 

 
άLǘ ƛǎ ǳǇ ǘƻ ǘƘŜ ǎŎƘƻƻƭǎ ǘƻ ŜŘǳŎŀǘŜ ŀƴŘ ǘƻ ƻǇŜƴ ƳƛƴŘǎΣ ƴƻǘ ǘƻ ŎƭƻǎŜ ǘƘŜƳέ ό{Ǉtύ. 

 

 

Although SEO disputes the fact that wŜ ŀǊŜ ƴƻǿ ƭƛǾƛƴƎ ƛƴ ŀΣ άǇƻǎǘ-/ƘǊƛǎǘƛŀƴ ǎƻŎƛŜǘȅΣέ participants 

acknowledged that 2018 is a different world to that of a couple of generations ago, with fewer church-
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goers in society and amongst parents and teachers. ¢ƘŜ ǿƻǊƭŘ ƘŀǎΣ άŎƘŀƴƎŜŘ ŦŀƛǊƭȅ ŘǊŀƳŀǘƛŎŀƭƭȅέ 

(SEO2) and has become much more secular, with denominational adherence being for many a cultural 

rather than religious phenomenon.   

 

bƻǘǿƛǘƘǎǘŀƴŘƛƴƎ ǘƘŜ ŀŎƪƴƻǿƭŜŘƎŜƳŜƴǘ ƻŦ /ƘǊƛǎǘƛŀƴƛǘȅΩǎ ƛƳǇŀŎǘ ǳǇƻƴ ǎƻŎƛŜǘȅΣ ǘƘŜ ǘŜǊƳ Ψ/ƘǊƛǎǘƛŀƴΩ ƛƴ 

the Vision Statement ŘƛǾƛŘŜŘ ǇŀǊǘƛŎƛǇŀƴǘǎΦ !ƭǘƘƻǳƎƘ {ŜŎt ǿƻǳƭŘ ƘŀǾŜ ǇǊŜŦŜǊǊŜŘ ǘƘŜ ǘŜǊƳ ǘƻ Ψƴƻƴ-

ŘŜƴƻƳƛƴŀǘƛƻƴŀƭ /ƘǊƛǎǘƛŀƴΩΣ tƻƭм ŦŜƭǘ ǘƘŀǘ ǘƘŜ /ƘǊƛǎǘƛŀƴ ƭŀōŜƭ ƳŀŘŜ ƛǘΣ άǊŜǎǘǊƛŎǘƛǾŜέΦ {9hнΣ 9Ř/ƻƴ ŀƴŘ 

ChEd2 acknowledged that its use would be problematic for humanists, although TUO suggested that 

ǘƘƻǎŜ ǿƘƻ ƘŀǾŜΣ άƘǳƳŀƴƛǎǘ ƻǊ ŀǘƘŜƛǎǘ ƻǊ ŀƎƴƻǎǘƛŎ ǾƛŜǿǎέ ŀǊŜ ŀΣ άǾŜǊȅ ǎƳŀƭƭ ƳƛƴƻǊƛǘȅέ ƛƴ N. Ireland. 

DǊŀƳt ŀƴŘ tǊƛƳtн ǎǳƎƎŜǎǘŜŘ ǘƘŀǘ ƛǘ ǿŀǎ ǇǊŜŦŜǊŀōƭŜ ǘƻ ǘƘŜ ǿƻǊŘ ΨtǊƻǘŜǎǘŀƴǘΩΣ ŜǎǇŜŎƛŀƭƭȅ ŀǎ 9Ř/ƻƴΣ 

SEO2 and PrimP4 questioned the very existŜƴŎŜ ƻŦ ŀΣ άtǊƻǘŜǎǘŀƴǘ ŦŀƛǘƘέ ƎƛǾŜƴ ǘƘŜ ǾŀǊƛŀǘƛƻƴǎ ǿƛǘƘƛƴ ƛǘ 

ŎƻƳǇŀǊŜŘ ǘƻ ǘƘŜ ŎƭŜŀǊ ŀƴŘΣ άƻǾŜǊǘΧ ŘŜŜǇƭȅ ŜƳōŜŘŘŜŘέ ƴŀǘǳǊŜ όtǊƛƳtпύ ƻŦ ǘƘŜ Roman Catholic faith 

within the Maintained Sector. 

 

This overt faith element to the Maintained Sector Ŏŀƴ ōŜ ǎŜŜƴ ŀǎΣ άǘhere to ensure the continuation 

ƻŦ ǘƘŜ /ŀǘƘƻƭƛŎ ŦŀƛǘƘ ǘƘǊƻǳƎƘ ŜŘǳŎŀǘƛƻƴέ ό9Ř/ƻƴύ ŀƴŘ ǇŀǊǘƛŎƛǇŀƴǘǎ ŦŜƭǘ ǘƘŀǘ ǎǳŎƘΣ άƛƴŘƻŎǘǊƛƴŀǘƛƴƎέ όtƻƭмΤ 

/Ƙ9Řнύ ŀƴŘ άƛƴŘƻŎǘǊƛƴŀǘƛƻƴέ ό9Ř/ƻƴΤ /Ƙ9ŘмΤ tƻƭнΤ tǊƛƳtнύ ƛǎ ǎƻƳŜǘƘƛƴƎ ǘƻ ōŜ ŀǾƻƛŘŜŘ ƛƴ ǘƘŜ 

Controlled SectorΥ άŜŘǳŎŀǘƛƻƴ ŦƻǊ ƳŜ ƛǎ ŀōƻǳǘ ǘƘŜ ƳƛƴŘ ŀƴŘ ōƻŘȅΤ ǘƘŜ ǎƻǳƭ ƛǎ ŦƻǊ ǎƻƳŜōƻŘȅ ŜƭǎŜέ όtƻƭмύΦ 

Although this view was not shared by the majority of participants, EdCon and SecP understood that it 

is one which is held by some parents and PrimP1 questioned the role of the Controlled Sector in 

ŀŎǘƛǾŜƭȅ ǇǊƻƳƻǘƛƴƎ ŀ /ƘǊƛǎǘƛŀƴ ŜƴǾƛǊƻƴƳŜƴǘΦ tƻƭм ŘƛŘ ŀŎƪƴƻǿƭŜŘƎŜΣ άǘƘŜ ǊƛƎƘǘǎ ŀƴŘ ŜƴǘƛǘƭŜƳŜƴǘ ŦƻǊ 

faith-ōŀǎŜŘ ŜŘǳŎŀǘƛƻƴέ ŀƴŘ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ŦŀƛǘƘ ŦƻǊΣ άŀ ǎƛƎƴƛŦƛŎŀƴǘ ƎǊƻǳǇ ƻŦ ǇŜƻǇƭŜ ƛƴ bLέ όDǊŀƳtύΦ 

Maintaining a link between faith and ŜŘǳŎŀǘƛƻƴ ƛǎΣ άǾŀƭǳŀōƭŜέ όDǊŀƳtύ ŀƴŘ ǎŎƘƻƻƭǎ ǎƘƻǳƭŘ ŎŜƭŜōǊŀǘŜ 

faith to benefit society and enhance educational experiences through the inculcation of Christian 

values.  

 

Parental Choice 

 

The Vision Statement articulates these values to the sector and to those who will use it, clearly being, 

άǳǇŦǊƻƴǘέ όtǊƛƳtоύ ǘƻ ǇŀǊŜƴǘǎ ŀōƻǳǘ ǿƘŀǘ ŀ /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭ ƛǎ ŀƴŘ ŜŦŦŜŎǘƛǾŜƭȅ ǎǘŀǘƛƴƎΣ άƛŦ ȅƻǳ ŎƘƻƻǎŜ 

ǳǎ ȅƻǳ ŀŎŎŜǇǘ ǘƘŜ ǊǳƭŜǎέ όbǳǊtύΦ hŦ ŎƻǳǊǎŜΣ Ƴŀƴȅ ǇŀǊŜƴǘǎ Řƻ ƴƻǘ ŎƘƻƻǎŜ ŀ ǎŎƘƻƻƭ ŦƻǊ ǘƘŜƛǊ ŎƘƛƭŘ ōŀǎŜŘ 

on religion anŘ ǘƘŜǊŜ ƛǎ ǘƘŜ ƻǇǘƛƻƴ ǘƻΣ άƻǇǘ ƻǳǘέ ό9Ř/ƻƴΤ /Ƙ9ŘмΤ ¢¦hΤ tǊƛƳtнύ ƻŦ w9 ƻǊ ǊŜƭƛƎƛƻǳǎ 

observances. For some, however, the choice is explicitly made based on religion, whether that be 

because they support the Christian environment, they wish the children to be educated by Christian 

ǎǘŀŦŦ ƻǊΣ άǘƻ ƘŜŀǊ ǘƘŜ ǎŀƳŜ ŀƴǎǿŜǊǎ ŀǘ ǎŎƘƻƻƭ ŀǎ ǘƘŜȅ ǿŜǊŜ ƘŜŀǊƛƴƎ ŀǘ ƘƻƳŜέ ό{9hнύΦ  

 

5ŜǎǇƛǘŜ tǊƛƳtпΩǎ ƻǇƛƴƛƻƴ ǘƘŀǘ ǎƻŎƛŜǘȅ Ƙŀǎ ōŜŎƻƳŜΣ άǾŀƭǳŜ-less, belief-less, hopeless, moral-ƭŜǎǎΣέ 

ChEd1 and PrimP3 believe that Christian values still remain at the core of NI, and some participants 

ŦŜƭǘ ǘƘŀǘ Ƴŀƴȅ ǇŀǊŜƴǘǎ ŎƘƻǎŜ /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎ ōŜŎŀǳǎŜ ƻŦ ǘƘŜǎŜΦ /Ƙ9Řм ǎǇƻƪŜ ƻŦ ŀΣ άƘǳƎŜ ōǳƛƭŘƛƴƎ 

of consensus between church-ƎƻƛƴƎ ǇŀǊŜƴǘǎ ŀƴŘ ǎŜŎǳƭŀǊ ǇŀǊŜƴǘǎέ ǿƘƻ ŎƘŜǊƛǎƘŜŘ ǘƘƻǎŜ ǾŀƭǳŜǎΣ ŀƴŘ 

ǿƘƻΣ άǿŀƴǘ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ ǘƻ ōŜ ōǊƻǳƎƘǘ ǳǇ ǿƛǘƘ ŀ ƳƻǊŀƭ ŎƻŘŜΣ ǿƛǘƘ ŀ ŎƻƳǇŀǎǎ ƛƴ ǘƘŜƛǊ ƭƛǾŜǎΧ ŦǊŀƳŜŘ 

ǿƛǘƘƛƴ ǘƘŜ /ƘǊƛǎǘƛŀƴ ŎƘǳǊŎƘέ ό/Ƙ9ŘнύΣ ŀ Ǉƻƛƴǘ ōƻǊƴŜ ƻǳǘ ōȅ ǊŜǎǇƻƴŘŜƴǘǎΩ ƻǇƛƴƛƻƴ ǘƘŀǘ ǇŀǊŜƴǘǎ ΨƭŀǊƎŜƭȅΩ 

(44.53% (n=61)) consider their schools to be Christian (q16), with variation of this at phase level being 

that 41.18% (n=7) and 45.45 (n=5) of Post-primary and Nursery respondents felt that parents saw this 

ΨǎƻƳŜǿƘŀǘΩ ǘƘŜ ŎŀǎŜΣ ǿƘŜǊŜŀǎ пл҈ όƴҐнύ {ǇŜŎƛŀƭ ǇǊƛƴŎƛǇŀƭǎ ŦŜƭǘ ǘƘŀǘ ƛǘ ΨŘŜŦƛƴƛǘŜƭȅΩ ǿŀǎΦ 
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Values 

 

Education is driven by values and morals, and it exists to share, demonstrate, articulate and instil 

values, at the same time as challenging pupils to think and embrace values. The Christian values which 

participants believe are intrinsic to the Controlled Sector are integrity, caring, truthfulness, kindness, 

consideration, concern, compassion, obedience, responsibility, duty, fairness, tolerance, love, 

inclusion, honesty, equality and respect. 

 

Of course, many who do not subscribe to a Christian faith will subscribe to similar values, many who 

have values do not derive them from a faith position, and it was the belief of participants that many 

of these people are entirely comfortable with the Christian values articulated above, especially when 

they are instilled rather than formally taught. Christian values are embraced by parents when they are 

lived out rather than reserved for the weekend and exhibited through Ψwalking-the-walkΩ rather than 

Ψtalking-the-talkΩ ό{ǇtύΦ /ƘƛƭŘǊŜƴ ǘƻƻ ŎŀƴΣ άǇƛŎƪ ǳǇ ǾƛōŜǎ ǾŜǊȅ ǉǳƛŎƪƭȅέ ό9Ř/on) and need to see 

modelled by staff the values ǿƘƛŎƘ ŀǊŜΣ άŀǘ ǘƘŜ ƘŜŀǊǘ ƻŦ /ƘǊƛǎǘƛŀƴ ƭƛǾƛƴƎέ όtǊƛƳtнύΦ  

 

Ethos aƴŘ ǾŀƭǳŜǎ ŀǊŜΣ άƛƴǘŜǊŎƘŀƴƎŜŀōƭŜέ ό/Ƙ9ŘмύΤ ǾŀƭǳŜǎ ǎƘŀǇŜ ŜǘƘƻǎΣ ŜǘƘƻǎ ǇǊƻǾƛŘŜǎ ǾŀƭǳŜǎ ŀƴŘ ŜǘƘƻǎ 

ƛǎ ǎŜŜƴ ƛƴ ǘƘŜ ǾŀƭǳŜǎΥ άŀ /ƘǊƛǎǘƛŀƴ ŜǘƘƻǎ ƳŜŀƴǎΧ ǘƘƻǎŜ ǾŀƭǳŜǎ ǘƘŀǘ ǘƘŜ /ƘǊƛǎǘƛŀƴ ŦŀƛǘƘ ōǊƛƴƎǎέ όtƻƭнύΦ LŦ 

the Controlled Sector can stand up and be confident of the message contained in the Vision Statement, 

ƛŦ ƛǘ Ŏŀƴ ŎƭŜŀǊƭȅ ŜƴǳƴŎƛŀǘŜ ǘƘŜǎŜ ǾŀƭǳŜǎΣ ƛŦ ǘƘŜ ŎƘǳǊŎƘŜǎ Ŏŀƴ ƘƻƴŜǎǘƭȅΣ άŀǊǘƛŎǳƭŀǘŜ ǘƘŀǘ ǾŀƭǳŜ ǎȅǎǘŜƳέ 

ό{9hнύΣ ǘƘŜƴ ƛǘ ƛǎ ŘƛŦŦƛŎǳƭǘ ǘƻ ǎŜŜ ƘƻǿΣ άŀƴȅ ǊƛƎƘǘ-ǘƘƛƴƪƛƴƎ ǇŜǊǎƻƴ Ŏŀƴ ƻōƧŜŎǘέ ό9Ř/ƻƴύ ǘƻ ǘƘŜ Controlled 

Sector ethos.  

 

 

 

 

Policy and ethos 
 

The study began by considering the relationship between ethos and policy, so it seems fitting that this 

is where it should conclude, especially in light of the view that the policy environment in N. Ireland  is, 

άƭŀǊƎŜƭȅ ŘŜǾƻƛŘ ƻŦ ǘƘŜ ǾŀƭǳŜ ǎȅǎǘŜƳέ (SEO2), ƻǊΣ άcounter-intuitive to some of the values that are 

ŀǊǘƛŎǳƭŀǘŜŘέ ό/Ƙ9ŘмύΦ /Ƙ9Řм ōŜƭƛŜǾŜǎ ǘƘŀǘ ǾŀƭǳŜǎ ǎƘŀǇŜ ǇƻƭƛŎȅ ŀƴŘ ǘƘŀǘΣ άǇƻƭƛŎȅ ƴŜŜŘǎ ǘƻ ōŜ ǿƻǊƪŜŘ 

ǘƘǊƻǳƎƘ ǊŜǎǇŜŎǘƛƴƎ ǘƘƻǎŜ ǾŀƭǳŜǎέΣ ǿƛǘƘ {9hн ƎƻƛƴƎ ŦǳǊǘƘŜǊ ǘƻ ǎǳƎƎŜǎǘ ǘƘŀǘ ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎȅΣ άǎƘƻǳƭŘ 

ōŜ ŘŜǾŜƭƻǇŜŘ ƛƴ ƭƛƎƘǘ ƻŦ ŀ /ƘǊƛǎǘƛŀƴ ǿƻǊƭŘǾƛŜǿΦέ 

 

The importance of policy is in its ability to create the environment in which practice can be achieved, 

through aims, objectives and targets giving direction and aspiration. When this works it is all well and 

good, but often policies have insufficient funding to be sustainableΣ ǘƘŜȅ ŎƭŀǎƘ ƻǊ ŘƻƴΩǘ Ƨƻƛƴ ǳǇ, they 

aǊŜ ƴƻǘ ŎƻƎƴƛǎŀƴǘ ƻŦ ǘƘŜ ǇŜƻǇƭŜ ōŜƛƴƎ ŀǎƪŜŘ ǘƻ ŘŜƭƛǾŜǊ ǘƘŜƳΣ ǘƘŜȅ ŀǊŜ ǊŜŀŎǘƛǾŜ ǘƻΣ άǎƻŎƛŀƭ ǘǊŜƳƻǊǎέ 

(TUO), there are too many of them and they discourage teachers.  

 

Policy for the ideal? 

 

Lƴ ŎƻƴǎƛŘŜǊƛƴƎ .ŀƭƭΩǎ ǎǘŀǘŜƳŜƴǘ ŀōƻǳǘ ǇƻƭƛŎȅ ōŜƛƴƎ ƳŀŘŜ ŦƻǊ ǘƘŜ ƛŘŜŀl (rather than accounting for the 

realities of individual school contexts (q27)), the overall mean, reflective of each phase, was 2.96 

όмҐΩLŘŜŀƭΩΤ тҐwŜŀƭƛǘȅύ ŀƴŘ ǇŀǊǘƛŎƛǇŀƴǘǎ ǿŜǊŜ ƛƴ ŀƎǊŜŜƳŜƴǘΣ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘ policies come from a 

political, theoretical, financial, environmental, or ŀǎǇƛǊŀǘƛƻƴŀƭ ƛŘŜŀƭ ǿƘƛŎƘ ƳŀƪŜǎ ǘƘŜƳΣ άƻŦ ƴƻ ŜŀǊǘƘƭȅ 
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ǳǎŜέ όtǊƛƳtпύΦ tƻƭƛŎȅ ŜȄǇŜǊǘǎ ƭƛǾŜ ƛƴ ŀƴ ƛŘŜŀƭ ǿƻǊƭŘΣ άǾŜǊȅ ŦŀǊ ǊŜƳƻǾŜŘ ŦǊƻƳ ǇǊŀŎǘƛŎŜ Řƻ-ŜǊǎέ όtǊƛƳtнύΣ 

a point echoed by the overall mean of 3.21 which was reflective of each phase (1=Always; 5=Never) 

for q28 (Do you believe current educational policy reflects the reality of your school context?), albeit 

ǿƛǘƘ ǘƘŜ ΨǎƻƳŜǘƛƳŜǎΩ ƻŦ tǊƛƳŀǊȅΣ LƴǘŜƎǊŀǘŜŘ ŀƴŘ bǳǊǎŜǊȅΣ ōŜƛƴƎ ŀ ƭƛǘǘƭŜ ǎƻŦǘŜǊ ǘƘŀƴ ǘƘŜ ΨǊŀǊŜƭȅΩ ƻŦ tƻǎǘ-

primary, Grammar and Special, and the predominant choices of 6 and 7 (34.8% (n=48) and 33.3% 

(n=46)) for q24 (¢ƻ ǿƘŀǘ ŘŜƎǊŜŜ Řƻ ȅƻǳ ŎƻƴǎƛŘŜǊ ǘƘŀǘ ǘƘƻǎŜ ǿƘƻ ΨƳŀƪŜΩ ŜŘǳŎŀǘƛƻƴŀƭ ǇƻƭƛŎȅ ǳƴŘŜǊǎǘŀƴŘ 

the realities of school life?), with 1=Completely and 7=Not at all. PrimP2 spoke of ŀΣ άǎƛƎƴƛŦƛŎŀƴǘ ƎŀǇέ 

ōŜǘǿŜŜƴ ǘƘŜ ǘǿƻΣ ŀƴŘ {9hн ƻŦ ǘƘŜΣ άƛƴǘŜǊŦŀŎŜέ ƻŦ ǘƘŜ ǘǿƻΣ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘ ƘŜ ŎƻǳƭŘ ƴƻǘ ǎŜŜΣ άŀ ǳƴƛŦƻǊƳ 

ŎƻƴƴŜŎǘέ ōŜǘǿŜŜƴ ǇƻƭƛŎȅ ŀƴŘ ǇǊŀŎǘƛŎŜΦ  

 

Effective policy 

 

LŦ ǇƻƭƛŎƛŜǎ ŀǊŜ ǘƻ ōŜ ŜŦŦŜŎǘƛǾŜΣ άǘƘŜȅ ǎƘƻǳƭŘ ōŜ ǿƻǊƪŜŘ ǳǇ ōȅ ǘƘƻǎŜ ǿƘƻ ƪnow what they are doing in 

ǎŎƘƻƻƭǎέ ǊŀǘƘŜǊ ǘƘŀƴ ŎƛǾƛƭ ǎŜǊǾŀƴǘǎΣ ƻŦŦƛŎƛŀƭǎ ŀƴŘ ŀŎŀŘŜƳƛŎǎ ό/Ƙ9ŘмύΣ ǿƘƻ ŎƻǳƭŘ ǘƘŜƴΣ άƛƴŦƻǊƳ ǘƘŜ 

ŜȄǇŜǊǘǎ ƻŦ ǿƘŀǘ ƛǘ ƛǎ ƭƛƪŜ ƛƴ ǘƘŜ ǊŜŀƭ ǿƻǊƭŘέ όbǳǊtύΦ tƻƭƛŎƛŜǎ ǎƘƻǳƭŘΣ άƭŜŀǾŜ ƳŀǊƎƛƴ ŦƻǊ ǊŜŀƭƛǘȅέ όtǊƛƳtнύ 

being broad enough to alƭƻǿ ŦƻǊ ǾŀǊƛŀǘƛƻƴ ƛƴ ƻǊŘŜǊ ǘƘŀǘ ǘƘŜǊŜ Ŏŀƴ ōŜΣ άōŜǘǘŜǊ ŀƭƛƎƴƳŜƴǘέ όtǊƛƳtнύ 

ōŜǘǿŜŜƴ ǇŀǇŜǊǿƻǊƪ ŀƴŘ ǇǊŀŎǘƛŎŜ ǿƛǘƘƛƴ ǘƘŜΣ άǊŜŀƭƛǘȅ ƻŦ ǎŎƘƻƻƭǎέ όtǊƛƳtпύΦ tƻƭƛŎƛŜǎ ǎƘƻǳƭŘ ōŜΣ 

άƎǳƛŘŜƭƛƴŜǎέ ό{Ǉtύ ǿƘƛŎƘ ŀǊŜΣ άƻǾŜǊ-ŀǊŎƘƛƴƎέ ό¢¦hύ ŀƴŘ ƎƛǾŜΣ άǿǊƛƎƎƭŜ-ǊƻƻƳέ ό/Ƙ9ŘмύΣ ǳƴŘerstanding 

ǘƘŀǘ ǎŎƘƻƻƭǎ ǿƛƭƭ ǘŀƪŜ ŘƛŦŦŜǊŜƴǘ ǾƛŜǿǎ ŀƴŘ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴǎ ŀǎ ǘƘŜȅΣ άƎŜǘ ŦƛƭǘŜǊŜŘ ǘƘǊƻǳƎƘ ǘƘŜ ǘƘƻǳƎƘǘ 

ǇǊƻŎŜǎǎŜǎ ƻŦ ǘƘŜ ǇŜƻǇƭŜ Řƻǿƴ ōŜƭƻǿέΦ !ƭǘƘƻǳƎƘ ǘƘŜ ƳŜŀƴ ǿŀǎ пΦнн ŦƻǊ Ƙƻǿ ǊŜǎǇƻƴŘŜƴǘǎ ŦŜƭǘ ǘƘŜȅ 

were able to contextualise policy (q29), the mean was 3.2 with regards to them actually doing this 

(q30), with 1=Completely; 7=Not at all, with principals in the Grammar, Nursery and Special phases 

feeling that they contextualise policy for the specifics of their schools.  

 

Policy should respond to circumstances and complement the curricular needs of pupils, looking at, 

άǘƘŜ ŎƻƴǘŜȄǘ ƛƴ ǿƘƛŎƘ ƛǘΩǎ ƎƻƛƴƎ ǘƻ ƻǇŜǊŀǘŜέ ό{9hмύΦ ¢Ƙƛǎ ƛǎ ŜǎǇŜŎƛŀƭƭȅ ǊŜƭŜǾŀƴǘ ǘŀƪƛƴƎ ƛƴǘƻ ŎƻƴǎƛŘŜǊŀǘƛƻƴ 

ǊŜǎǇƻƴŘŜƴǘǎΩ ǾƛŜǿǎ όǉǉнр ϧ нсύ reflected in each of the sectors that the most influential group over 

policy is DE (52.17% (n=72)), whereas the least is pupils (37.78% (n=51)). As well as considering the 

readiness of the school to adopt it and shape and contextualise it, policy should reflect the community 

that it is serving, considerinƎ ǘƘŜΣ άŎǳƭǘǳǊŜ ŀƴŘ ǘƘŜ worldview ŀƴŘ ǘƘŜ ŘƛǎǇƻǎƛǘƛƻƴǎέ ƻŦ ǘƘƻǎŜ ǿƘƻ ǿƛƭƭ 

ǊŜŎŜƛǾŜΣ άŦƛƭǘŜǊέ ŀƴŘ ŜƴŀŎǘ ƛǘ ό¢¦hύΦ  

 

Ethos/policy link 

 

tƻƭƛŎȅ ŀƭǎƻ ƴŜŜŘǎ ǘƻΣ άǘŀƪŜ ƛƴǘƻ ŀŎŎƻǳƴǘ ŜǘƘƻǎέ ό{9hмύ ƛƴ ǘƘŜ ǎŀƳŜ ǿŀȅ ŀǎ ƛǘ ƛƴǘŜǊǇǊŜǘŜŘ through ethos. 

PrimP2 suggests thaǘΣ άŜǘƘƻǎ Ƙŀǎ ƛǘǎ Ǌƻƻǘǎ ƛƴ ǇƻƭƛŎȅέ ŀƴŘ ǘƘŀǘ ǇƻƭƛŎȅ ŜƴŘǎ ǳǇ ōŜƛƴƎΣ άǘƘŜ ǿǊƛǘǘŜƴ ǊŜŎƻǊŘ 

ƻŦ ǿƘŀǘ ǳƴŘŜǊǇƛƴǎ ŜǘƘƻǎΣέ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘ ǘƘŜ ŘƛŦŦŜǊŜƴŎŜ ōŜǘǿŜŜƴ ǘƘŜ ǘǿƻ ƛǎ ǘƘŀǘ ŜǘƘƻǎ ƛǎ ŀŎǘƛǾŜ ŀƴŘ 

ǇƻƭƛŎȅ ǇŀǎǎƛǾŜ ǳƴǘƛƭΣ άǎƻƳŜōƻŘȅ ǘŀƪŜǎ ƛǘ ŀƴŘ ŘƻŜǎ ǎƻƳŜǘƘƛƴƎ ǿƛǘƘ ƛǘΦέ PrimP3 elaborates on the 

ŘƛŦŦŜǊŜƴŎŜΣ ŎƻƴǎƛŘŜǊƛƴƎ ŜǘƘƻǎ ǘƻ ōŜ ŀǎǇƛǊŀǘƛƻƴŀƭ ŀƴŘ ǇƻƭƛŎȅ ǘƻ ōŜΣ άƳƻǊŜ ŘŜŦƛƴŜŘ ŀƴŘ ǇǊƻŎŜŘǳǊŀƭΦέ   

 

Pol1, Pol2, EdCon, TUO, GramP, SpP and PrimP4 believe that there is a link between ethos and policy, 

with SEO2 suggesting that it ƛǎΣ άŎƭŜŀǊ Ŏǳǘέ ŀƴŘ {9hм ǘƘŀǘ ǘƘŜȅ ŀǊŜΣ άƛƴŜȄǘǊƛŎŀōƭȅ ƭƛƴƪŜŘΦέ /Ƙ9Řм ōŜƭƛŜǾŜǎ 

that, if ethos is based on values, then policy should be challenged on the basis of values and both 

ChEd2 and PrimP4 mentioned the specific example of the recent Relationships and Sexuality Policy, 

which stated that it should operate with cognisance of the ethos of individual schools. Ethos has an, 

άƛƳǇŀŎǘέ ό/Ƙ9Řнύ ƻƴ ǇƻƭƛŎȅ ŀǎ ƛǘΣ άƛƴŦƭǳŜƴŎŜǎέ όDǊŀƳtΤ tǊƛƳtоύ Ƙƻǿ ǎŎƘƻƻƭ ƭŜŀŘŜǊǎƘƛǇ ƛƴǘŜǊǇǊŜǘ ŀƴŘ 

implement it ŀƴŘ ƛǘ ƛǎΣ άŜŀǎƛŜǊ ǘƻ ŦƻǊƳǳƭŀǘŜ ǇƻƭƛŎȅέ ǿƘŜƴ ƻƴŜ ŀŎŎŜǇǘǎ ŀƴŘ ǊŜŎƻƎƴƛǎŜǎ ŜǘƘƻǎ όtƻƭнύ ŀƴŘ 

ǘŀƪŜǎ ƛƴǘƻ ŀŎŎƻǳƴǘΣ άōŀǎƛŎ ŎƻƴǎŜƴǘ ŀǘ ǘƘŜ ƎǊŀǎǎ Ǌƻƻǘǎ ƭŜǾŜƭέ ό¢¦hύΦ 
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IƻǿŜǾŜǊΣ ǿƘƛƭǎǘ tǊƛƳtп ǎǳƎƎŜǎǘǎ ǘƘŀǘ ƴƻ ǇƻƭƛŎȅ ƛǎ ǿǊƛǘǘŜƴ ƛƴ Ƙƛǎ ǎŎƘƻƻƭ ǘƘŀǘ ŘƻŜǎƴΩǘ ǎǘŜƳ ŦǊƻƳ ƛǘǎ 

ŜǘƘƻǎΣ άƻƴŜ ŘƻŜǎ ƴƻǘ ƻǾŜǊǊƛŘŜ ǘƘŜ ƻǘƘŜǊέ ό{Ǉtύ ŀƴŘ ŜǘƘƻǎ ŎŀƴΩǘ ƧǳǎǘƛŦȅΣ άƴƻǘ ƛƳǇƭŜƳŜƴǘƛƴƎ ǘƘŜ ǇƻƭƛŎȅέ 

όtǊƛƳtмύΦ LŦ ŀ ǎŎƘƻƻƭΩǎ ŜǘƘƻǎ ƛǎ ƛǘǎ ŦƻǳƴŘŀǘƛƻƴΣ άǘƘŜƴ ǇƻƭƛŎȅ ǿƻǳƭŘ ǎƛǘ ŀǎ ŀƴ ŀŘŘƛǘƛƻƴŀƭ ƭŀȅŜǊ ƻƴ ǘƻǇ ƻŦ 

ǘƘŀǘέ όtǊƛƳtоύΤ tǊƛƳtм ōǳƛƭŘǎ ƻƴ ǘƘŜ ǎǘǊŀǘŀ ŎƻƴŎŜǇǘΣ ǎǳƎƎŜǎǘƛƴƎ ƘƻǿŜǾŜǊ ǘƘŀǘΣ άǇƻƭƛŎȅ ƛǎ ŀōƻǾŜ ŜǘƘƻǎέ 

ŀƭǘƘƻǳƎƘ {ŜŎt ōŜƭƛŜǾŜǎ ǘƘŀǘ ǇƻƭƛŎȅ ŎŀƴΩǘ ŘƛŎǘŀǘŜ ŜǘƘƻǎΦ .ƻǘƘ tǊƛƳtм ŀƴŘ bǳǊt ōŜƭƛŜǾŜ ǘƘŀǘ ŜŘǳŎŀǘƛƻƴ 

policy in N. Ireland does not take account of ethos, TUO that ethos does not make a vast difference to 

policy, and SecP is cƻƴŎŜǊƴŜŘ ŀǘ ŀƴ ŜƳŜǊƎƛƴƎΣ άŎƻƴŦƭƛŎǘέ ōŜǘǿŜŜƴ ǘƘŜ ǘǿƻΦ ²Ƙƛƭǎǘ tǊƛƳtм ƻǇƛƴŜǎ ǘƘŀǘΣ 

ƛƴ bLΣ άȅƻǳǊ ŜǘƘƻǎ ƛǎ ƛǊǊŜƭŜǾŀƴǘΤ ǘƘŜ ǇƻƭƛŎȅ ƛǎ ǘƘŜǊŜ ǘƻ ōŜ ƛƳǇƭŜƳŜƴǘŜŘΣέ ƛǘ ƛǎ ƛƴ ǘƘƛǎ ƛƳǇƭŜƳŜƴǘŀǘƛƻƴ ǘƘŀǘ 

there is the flexibility, and GramP suggests that, if everyone in a ǎŎƘƻƻƭ ƛǎ ŦƛǊƳƭȅΣ άōƻǳƎƘǘ ƛƴǘƻ ŀƴ 

ŜǘƘƻǎΧ ƛǘ ǿƻƴΩǘ ǊŜŀƭƭȅ ƳŀǘǘŜǊ ǿƘŀǘ ǘƘŜ ǇƻƭƛŎȅ ǎŀȅǎΤ ǘƘŜȅ ǿƛƭƭ ǇǊƻōŀōƭȅ ŎƻƴǘƛƴǳŜ ǘƻ ƻǇŜǊŀǘŜ ƛƴ ǘƘŜ ǎŀƳŜ 

ǿŀȅΦέ  

 

 

This chapter has outlined the data accumulated in regard to the research topics. The next will consider 

what this means in the light of previous studies and how it adds to the body of knowledge on ethos 

and the Controlled education sector.  
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This chapter will return to the Research Questions posed in the Introduction under the three headings 

of What, Who and Why. It will consider how the evidence helps to answer the questions surrounding 

the concept of ethos, the attributes and ethos of the Controlled Sector (CS), why a single ethos may 

or may not be important ŦƻǊ ǘƘŜ ǎŜŎǘƻǊ ŀƴŘ ǘƘŜ ƛƳǇŀŎǘ ƻŦ /{{/Ωǎ ±ƛǎƛƻƴ {ǘŀǘŜƳŜƴǘ ό±{ύ ǳǇƻƴ ǘƘƛǎΦ Lǘ 

will also address the questions surrounding who influences and leads the sector, whose values are 

most clearly expressed and how this impacts upon those who use Controlled schools. In concluding it 

will return to the lens through which the study has been viewed, considering what the research has 

found in relation to any link between ethos and policy. 

 

 

 

The What  

 
What is ethos? 
 

It is difficult to find any academic work on ethos without it referring to the research of Donnelly or 

ǳǎƛƴƎ ƘŜǊ ǇƘǊŀǎŜ ǘƘŀǘ ƛǘ ƛǎ ŀΣ άŦŀǎƘƛƻƴŀōƭŜ ōǳǘ ƴŜōǳƭƻǳǎ ǘŜǊƳέ όнлллΣ ǇмопύΦ In employing the term, 

άƴŜōǳƭƻǳǎέ ǿƘƛŎƘ ǎƘŜ ŀƴŘ {ƻƭǾŀǎƻƴ όнллрΣ Ǉутύ ƘŀŘ ǳǎŜŘ, ChEd1 and ChEd2 encapsulated the general 

opinion of the participants on ǘƘŜ ŎƻƴŎŜǇǘΩǎ ōǊŜŀŘǘƘ ǿƘƛŎƘ aŎ[ŀǳƎƘƭƛƴ όнллрύ ƘŀŘ ŦƻǳƴŘΣ the 

vagueness identified by Solvason (2005, p87), Hill (1991) and Green (2014) and the slipperiness 

ǎǳƎƎŜǎǘŜŘ ōȅ aŎaŀƘƻƴ όнллмύ ŀƴŘ DǊŀƘŀƳ όнлмнύΦ Lƴ tƻƭнΩǎ ŎƻƴǘŜƴǘƛƻƴ ǘƘŀǘ ƛǘ is hard to put a label 

ƻƴΣ ǘƘŜǊŜ ǿŀǎ ŀƭǎƻ ŀƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǘƘŀǘ ƛǘ ƛǎ ŘƛŦŦƛŎǳƭǘ ǘƻ ŘŜŦƛƴŜ όaŎ[ŀǳƎƘƭƛƴΣ нллрύΣ ƻǊ ƛƴŘŜŜŘΣ άƘƛƎƘƭȅ 

ǊŜǎƛǎǘŀƴǘέ ǘƻ ŘŜŦƛƴƛǘƛƻƴ όDǊŀƘŀƳΣ нлмнΣ Ǉопнύ ŀƴŘ ǘƘŀǘ ƛǘ ƛǎ ƳƻǊe an over-arching term (Callewaert, 

2006).  

 

The lack of definition (Graham, 2012) and lack of clarity around it (McLaughlin, 2005) is perhaps what 

led to the ten different interpretations by Pol1, SpP and PrimP4 (religious, spiritual, cultural, societal, 

educational, academic, political, historical, moral, belief), which echoes the thirty-six different 

ƛƴǘŜǊǇǊŜǘŀǘƛƻƴǎ ƻǳǘƭƛƴŜŘ ƛƴ ǘƘŜ [ƛǘŜǊŀǘǳǊŜ wŜǾƛŜǿ ǿƘŜǊŜ ΨŜǘƘƻǎΩ ǿŀǎ ǇǊŜŎŜŘŜŘ ōȅΣ ƻǊ ΨŜǘƘƻǎ ƻŦΩ ǿŀǎ 

followed by a descriptor word. SecP agrees with Solvason (2005) that ethos is about history, or, 

άƛƴƘŜǊƛǘŜŘέ ό[ǳŎƪƳŀƴƴΣ мффсΣ ƛƴ CǳǊƭƻƴƎΣ нлллΣ ǇсмΤ IŀƴŘȅ ŀƴŘ !ƛƪŜƴΣ мфурΣ ǇутύΣ ŀƴŘ tǊƛƳtпΩǎ ŀƴŘ 

tƻƭмΩǎ ŎƻƴǘŜƴǘƛƻƴ ǘƘŀǘ ŜǘƘƻǎ ƛǎ ŀōƻǳǘ ōŜƭƛŜŦǎ ǊŜǎƻƴŀǘŜǎ ǿƛǘƘ ǘƘŜ ǾƛŜǿǎ ƻŦ 5Ŝŀƭ ŀƴŘ tŜǘŜǊǎƻƴ όмфффύΣ 

Donnelly (2000), Furlong (2000), Handy and Aiken (1985), Hyland (2000), Munn et al (2001), Pike 

(2008), Smith (2003) and Solvason (2005). 

 

Whilst SEO1 suggested that ethos is implicit (Prosser, 1999), and TUO that you know it when you see 

it (Prosser, 1999), participants concurred with theorists in suggesting that it permeates everything 

(Deal and Peterson, 1999) to the extent that it denotes who we are and how we do things (Deal and 

Kennedy, 1983). Nonetheless, participants agreed with Handy (1981), Grehan (2000) and Solvason 

(2005) that ethos can be a tangible experience, which, although often unsaid (Deal and Peterson, 

мфффΤ {ƻƭǾŀǎƻƴΣ нллрΣ 9ōōǳǘǘΣ нллнύΣ ŦƻǊƳǎ ŀΣ άŦǊŀƳŜǿƻǊƪέ ό/ƻƻƭŀƘŀƴΣ нлллΣ Ǉмнл) or, άŦƻǳƴŘŀǘƛƻƴέ 

(McGuinness, 2000, p243) upon which all of school life is built (McGuinness, 2000; Prosser, 1999; 

Hyland, 2000). 

 

According to the participants, the job of ethos is to be a frame of reference (Coolahan, 2000), a set of 

values (Furlong, 2000; Handy and Aiken, 1985; Solvason, 2005), guiding principles (Boldt, 2000; 

Coolahan, 2000; Glover and Coleman, 2005, Smith, 2003) or beliefs (Solvason, 2005; Handy and Aiken, 
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1985) which binds a school together (Furlong, 2000). Ethos defines who you are (De Wolff, 2000, 

Bakker and ter Avest, 2005, Lambkin, 2000; Graham, 2012), what you stand for (Donnelly, 2000), 

where you are going (Barr, 2000), and how you expect to get there (Deal and Peterson, 1999). 

 

Although there was a suggestion that ethos is about character (Brahnam, 2008; DfEE, 2001; Graham, 

2012; Halloran, 1982; Smith, 2004; Williams, 2000), it is not about the individual but about the 

collective (Halloran, 1982; Hatton, 2013; Lambkin, 2000; Ogbonna, 1993; Williams, 2000). The 

overwhelming view was that it is about sharing, whether that be a shared identity (DENI, 2006), shared 

sense of meaning (Angus, 1998), shared vision (Barr, 2000), shared understanding (Angus, 1998), 

shared values (Angus, 1998; Furlong, 2000), shared responsibility (Hatton, 2013), or shared ownership 

(Williams, 2000), resulting from a shared discussion (Coolahan, 2000; Rowe; 2000).  

 

Whilst there was a clear view that leadership is vital for ethos (Smith, 1995; Green, 2014), there was 

also an understanding that leaders are participants and co-learners in, and creatures and creators of 

ethos (Smith, 2003) and that, through an atmosphere of trust (Rowe, 2000) partnership must exist in 

ǘƘŜ ǎƘŀǊŜŘ ŜƴŘŜŀǾƻǳǊ ƻŦ ŜǘƘƻǎΦ {9hм ŘŜǎŎǊƛōŜŘ ǘƘƛǎ ƛƴ ǘƘŜ ǇƘǊŀǎŜΣ άǎȅƳōƛƻǎƛǎέ ǿƘƛŎƘ ƴŜŜŘǎ ǘƻ ŜȄƛǎǘ 

between principals and governors (Smith, 1995), staff (Bakker and ter Avest, 2005; Coolahan, 2000; 

Donnelly, 2004; Green, 2014; McLaughlin, 2005; Mulcahy, 2000; Rowe, 2000), pupils (Graham, 2012; 

Green, 2014; Pike, 2008) and parents (Charles and McHugh, 2000; Coolahan, 2000; Donnelly, 2000; 

Glover and Coleman, 2005; Lambkin, 2000; Rowe, 2000; Smith, 1995).  

 

EdCon, ChEd1, PrimP3, SpP and NurP agree with Canavan and Monahan (2000),  Charles and McHugh 

(2000), Dellar (1998), Donnelly (2004) Green (2009), McGuinness (2000), Moos (1979), Smith (1995), 

Smith (1998) and Solvason (2005) that is these relationships which are at the heart of ethos, and 

without which it cannot develop. 

 

Participants agreed that ethos is the welcome mat (Smith, 1995) for those who enter the life of the 

school, the assurance that, inside, people will be valued (McGuinness, 2000), accepted (Glover and 

Coleman, 2005; Hughes, 2011), respected (Hughes, 2011; Mulcahy, 2000; Pring, 2000; Williams, 2000), 

encouraged (Barr, 2000; Graham, 2012), included (Donnelly, 2000 and 2004; Hatton, 2013), 

understood (Mulcahy, 2000), challenged (Barr, 2000; Donnelly, 2000; Graham, 2012), successful 

(Hopkins, 1994; Furlong, 2000; Glover and Coleman, 2005) and cared for (McGuinness, 2000).  

 

Ethos cannot exist in isolation from context (Allder, 1993; Ball, 1990; Braun, Ball and Maguire, 2012; 

Clark, 2000; Fairclough, 1992; McLaughlin, 2005) and must take into account the local communities 

which are being served (Pike, 2008; Smith, 1995; Smith, 2003), understanding, as did Halloran (1982), 

that the ethos of the school can be shaped by that of the community, whilst at the same time shaping 

that of the community. Schools need to be careful to reflect upon this, demonstrating the flexibility 

suggested by Pol2 and PrimP2, echoing Ball (1993), Charles and McHugh (2000) and Pring (2000), to 

serve the differing needs of differing communities and being careful to align their values to each 

(Donnelly, 2004; Glover and Coleman, 2005). 

 

Ethos is primarily about values. In the same kind of cyclical process as outlined above, the participants 

ŦŜƭǘ ǘƘŀǘ ŜǘƘƻǎ ŜƴŎŀǇǎǳƭŀǘŜǎ ŀƴŘ ŀǊǘƛŎǳƭŀǘŜǎ ŀ ǎŎƘƻƻƭΩǎ ǾŀƭǳŜǎ όŀƴŘ ǘƘŀǘ ǘƘŜǊŜŦƻǊŜΣ άǾŀƭǳŜǎΧ 

ƻǇŜǊŀǘƛƻƴŀƭƛǎŜ ǘƘŜ ŜǘƘƻǎέ όDǊŜŜƴΣ нллфΣ ǇмфуύύΣ ǿƘƛƭǎǘ ŀǘ ǘƘŜ ǎŀƳŜ ǘƛƳŜ ŀƭǎƻ ǎƘŀǇƛƴƎ ŀƴŘ ŎƘŀƭƭŜƴƎƛƴƎ 

them. The link between ethos and values was suggested by Angus (1998), Ball (1990), Boldt (2000), 

Deal and Peterson (1999), Donnelly (2000), Ebbut (2002), Furlong (2000), Glover and Coleman (2005), 

Green (2009), Handy and Aiken (1985), Hyland (2000), McGuinness (2000), McLaughlin (2005), 
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Monahan (2000), Mulcahy (2000), Pike (2008), Pring (2000), Smith (1995), Smith (1998), Smith (2003), 

Torrington and Weightman (1989) and Williams (2000). The link was also highlighted by all of the 

ǇŀǊǘƛŎƛǇŀƴǘǎ ŀƴŘ ΨǾŀƭǳŜǎΩ ǿŀǎ ǳǎŜŘ ƻƴ нмп ƻŎŎŀǎƛƻƴǎ ƛƴ ǘƘŜ ƛƴǘŜǊǾƛŜǿǎΣ ƘƛƎƘƭƛƎƘǘƛƴƎ ǘƘŜ 

interchangeability of the two terms. 

 

As the literature found, this interchangeability of a range of terms was apparent in the research, with 

the participants often consciously or unconsciously using another connecting word alongside or 

substituting it for ethos. Alongside valuesΣ ΨŜǘƘƻǎΩ ǿŀǎ used coterminously with culture (Angus, 1998; 

Deal and Kennedy, 1983; Deal and Peterson, 1999; Ebbutt, 2000; Furlong, 2000; Glover and Coleman, 

2005; Higgins-5Ω!ƭŜǎǎŀƴŘǊƻ ŀƴŘ {ŀŘƘΣ мффтΤ IƻǇƪƛƴǎΣ мффпΤ IȅƭŀƴŘΣ нлллΤ aŎaŀƘƻƴΣ нллмΤ tǊƻǎǎŜǊΣ 

1999; Solvason, 2005; Torrington and Weightman, 1989), atmosphere (Frieberg, 1999; Glover and 

Coleman, 2005; Graham, 2012; Stockard and Mayberry, 1992), mission (Lambkin, 2000), spirit 

(Lambkin, 2000; Williams, 2000), climate (Dellar, 1998; Glover and Coleman, 2005; Kuperminc et al, 

2001; Moos, 1979; Mortimore et al, 1988; Smith, 1998) and identity (Bakker and ter Avest, 2005; De 

Wolff, 2000; Lambkin, 2000; Williams, 2000). 

 

It would seem that it is not possible to define ethos without acknowledging other connecting terms, 

and perhaps this suggests that neither ethos nor the other terms can exist in isolation from each other. 

!ƴȅ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ŜǘƘƻǎ ǘƘŜǊŜŦƻǊŜ ƴŜŜŘǎ ǘƻ ŀŎƪƴƻǿƭŜŘƎŜ ǘƘŀǘ ǎƻƳŜ ƻŦ ǘƘŜ ƻǘƘŜǊ ǘŜǊƳǎΣ άƘŀǾŜ ŎƭŜŀǊŜǊ 

ƳŜŀƴƛƴƎǎέ ǘƘŀƴ ŜǘƘƻǎ ŀƴŘ ǿƘƛŎƘΣ άōȅ ƭŜƴŘƛƴƎ ǎƻƳŜ ƻŦ ǘƘŜƛǊ ƳŜŀƴƛƴƎ ǘƻ ǘƘŜ ƴƻǘƛƻƴ ƻŦ ΨŜǘƘƻǎΩΣ ŜƴŀōƭŜ 

ǘƘŜ ƳŜŀƴƛƴƎ ƻŦ ΨŜǘƘƻǎΩ ƛǘǎŜƭŦ ǘƻ ōŜ ƛƭƭǳƳƛƴŀǘŜŘ ŀƴŘ ŘƛǎŎŜǊƴŜŘέ ό!ƭƭŘŜǊΣ мффо ƛƴ aŎ[ŀǳƎƘƭƛƴΣ нллрΣ ǇолфύΦ   

 

This research has found that the eight terms, or connectors, identified above are those most 

frequently associated with, used aloƴƎǎƛŘŜΣ ƻǊ ǎǳōǎǘƛǘǳǘŜŘ ŦƻǊ ΨŜǘƘƻǎΩ ŀƴŘ ŀǊƎǳŜǎ ǘƘŀǘΣ ŀǎ ǘƘŜǎŜ ŀǊŜ 

used interchangeably and so frequently, each and all must contribute to a clearer understanding of 

the term. The results of the research lead to a conclusion that, if each and all are important then only 

together do they create a clear picture of the ethos of an organisation and that without one of the 

connectors the picture is incomplete.  

 

But how to do this in a way that is intelligible? Although Glover and Coleman (2005) have attempted 

to delineate between the measurability of climate, the integration of operational elements within 

culture and the subjectivity of ethos, the other terms have characteristics which need to be highlighted 

in an attempt to delineate between them all. This includes the specificity of environment (ibid), the 

positive or negative impact of atmosphere (Elton, 1989; Mortimore et al, 1988), the coherent 

connectedness of identity (de Wolff, 2000; Bakker and ter Avest, 2005), the goal-focus of mission 

(Lambkin, 2000), the character, traditions and history of spirit (Williams, 2000) and the living out of 

what is important of values.  

 

 

Essentially this is distilled to: 
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Each has an identifiable characteristic, yet, from the literature studied and the data gathered, it would 

seem that neither truly exists in isolation and each is, to a greater or lesser degree, dependent on the 

others. To understand ethos therefore it is necessary to take all of the connectors together to gain a 

true picture and the following model (Figure 1) is proffered as a way of attempting to do this.  

 

As McLaughlin (2005) ƭƛƴƪǎΣ άǘƘŜ ƴƻǘƛƻƴ ƻŦ ŀƴ ΨŜǘƘƻǎΩ ŀƴŘ .ƻǳǊŘƛŜǳΩǎ ƴƻǘƛƻƴ ƻŦ ŀ ΨƘŀōƛǘǳǎΩέ όp314), a 

Bourdieusian analogy has been adopted and adapted. EǎǎŜƴǘƛŀƭƭȅΣ .ƻǳǊŘƛŜǳΩǎ (1977) concept is that 

our habitus defines us. It is all of the social structures which we have inhabited since birth which 

produces our thoughts and actions, resulting in our tastes, practices and work, our life-styles and 

worldview. We then take these subconscious attributes into whichever field we find ourselves, each 

field having its own logic and rules into which we fit to the degree that our habitus has prepared us. 

This preparation for existence within fields is through how much capital we have accumulated, 

whether economic, cultural, social or symbolic, and the amount we have determines our relative 

position within the field.  

 

.ƻǳǊŘƛŜǳΩǎ ŎƻƴŎŜǇǘ ƻŦ ΨŦƛŜƭŘΩ Ƙŀǎ ǎǇƻǊǘƛƴƎ ǊŜǎƻƴŀƴŎŜǎΣ ŜǎǇŜŎƛŀƭƭȅ ǿƛǘƘ Ƙƛǎ ŎƻƴǘŜƴǘƛƻƴ ǘƘŀǘΣ ƛƴ ƻǊŘŜǊ ǘƻ 

Ǝŀƛƴ ŎŀǇƛǘŀƭ ƻƴŜ Ƴǳǎǘ ƪƴƻǿ ΨǘƘŜ ǊǳƭŜǎ ƻŦ ǘƘŜ ƎŀƳŜΩΦ ¢ƘŜ ŎƻƴŎŜǇǘ ǇǊƻǇƻǎŜŘ ōŜƭƻǿ ǘƘŜǊŜŦƻǊŜ ŀǘǘŜƳǇǘǎ 

ǘƻ ǳǎŜ ǘƘŜ ƳŜǘŀǇƘƻǊ ƻŦ ǘƘŜ ŦƛŜƭŘ ƻŦ ΨǎǇƻǊǘΩ ǘƻ ǘǊȅ ǘƻ ŘŜŦƛƴŜ ǘƘŜ ƛƴǘŜǊ-relationship of each of the 

connectors alluded to above.  

 

The infographic below attempts to demonstrate that ethos cannot and does not exist without the 

ƻǘƘŜǊ ŎƻƴƴŜŎǘƻǊǎΦ ²Ƙƛƭǎǘ !ƭƭŘŜǊ όмффоύ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ŜǘƘƻǎ ƛǎΣ άǊŜƴŘŜǊŜŘ ƛƴǘŜƭƭƛƎƛōƭŜ ƛƴ ƘŜǊ ǾƛŜǿ ōȅ 

ΨŎƻƴƴŜŎǘƛƴƎ ǿƻǊŘǎΩέ όaŎ[ŀǳƎƘƭƛƴΣ нллрΣ ǇолфύΣ ōŜŎŀǳǎŜ ǘƘŜ ǿƻǊŘ ΨŜǘƘƻǎΩ ƻƴ ƛǘ ƛǘǎ ƻǿƴ ƛǎ ƳŜŀƴƛƴƎƭŜǎǎ 

(Barr, 2000), this research has led to a conclusion that, whilst each is capable of being defined 

individually, each contributes to ethos collectively. The analogy tries to show that it is all of these 

attributes together which make up the ethos and that each can have a different impact upon it. If any 

one of the connectors is changed, then, it is argued, it impacts upon the whole model and, either 

immediately or over time, the ethos changes. Thus these connectors become interconnectors.  
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A sporting analogy to conceptualise the relatiƻƴǎƘƛǇ ōŜǘǿŜŜƴ ΨŜǘƘƻǎΩ ŀƴŘ ǘƘŜ у interconnectors: 

 

 

Figure 1: A Sporting Analogy to conceptualise the relationship ōŜǘǿŜŜƴ ΨŜǘƘƻǎΩ ŀƴŘ the 8 interconnectors 

 

 

So where does this fit with the concept postulated by Donnelly (2000), Eisner (1994), Hyland (2000), 

aŎ[ŀǳƎƘƭƛƴ όнллрύ ŀƴŘ {ƻƭǾŀǎƻƴ όнллрύ ǘƘŀǘ ŜǘƘƻǎ ƛǎ ǘƻ ōŜ ŦƻǳƴŘ ƛƴ ǘƘŜ ΨƎŀǇΩΚ !ƭǘƘƻǳƎƘ tǊƛƳtнΣ 

PrimP3, PrimP4, TUO and SEO1 echoed the views of Bakker and ter Avest (2005), Ebbutt (2002), Hogan 

(1984), Rowe (2000) and Smith (2003) that ŀƴ ƛƳǇƻǊǘŀƴǘ ŜƭŜƳŜƴǘ ƻŦ ŜǘƘƻǎ ƛǎ ƛǘǎ ōŜƛƴƎΣ άǇǳǊǇƻǎŜŦǳƭƭȅ 

ŘŜǎƛƎƴŜŘέ όtǊƛƳtнύ ŀƴŘ ǿǊƛǘǘŜƴ ŘƻǿƴΣ ǇŀǊǘƛŎƛǇŀƴǘǎ ŀƴŘ ǊŜǎǇƻƴŘŜƴǘǎ ǿŜǊŜ ŀƭǎƻ ŎƭŜŀǊƭȅ ŎƻƎƴƛǎŀƴǘ ƻŦ ǘƘƛǎ 

tension between its formal articulation and the lived experience (PrimP2; EdCon; ChEd1). 

 

It could be argued that the official, intended, formal ethos (Bakker and ter Avest, 2005; Donnelly, 

2000; Green, 2009; Harman, 1984; Hogan, 1984; Jones, 2013; McLaughlin, 2005; Smith, 1995; 

²ƛƭƭƛŀƳǎΣ нлллύ ǊŜŦŜǊǎ ōŀŎƪ ǘƻ .ƻǳǊŘƛŜǳΩǎ ΨǊǳƭŜǎ ƻŦ ǘƘŜ ƎŀƳŜΩΦ ²ƛǘƘƛƴ ǘhe sporting analogy this 

therefore becomes the rules of the particular sport, which then frames the model above; these are 

written down, reasonably immutable and taken as read. In the same way as the rules of the game are 

the formal parameters within which the team/club operates, the formal ethos of an organisation is 

ǘƘŜǊŜŦƻǊŜ ǘƘŜ ΨǊǳƭŜǎΩ ǿƛǘƘƛƴ ǿƘƛŎƘ ƛǘ ŎŀǊǊƛŜǎ ƻǳǘ ƛǘǎ ōǳǎƛƴŜǎǎ ŀƴŘ Řŀƛƭȅ ƭƛŦŜΦ 
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The participants and respondents were clear that ethos cannot just be formally articulated, and agreed 

with Bakker and ter Avest (2005); Donnelly (2000), Hatton (2013), McLaughlin (2005) and Monahan 

(2000) that it must be a natural, evolving, lived experience. In the same way that, whilst the rules of 

the sport can be imposed but not the individual approach of the team, participants opined that ethos 

must be marriage of that which is handed down and that which is embraced (Berkhout and 

Wielemans, 1999; Boldt, 2000; Cibulka, 1994; Kogan, 1975; McLaughlin, 2005; Williams, 2000; 

Wilmott, 1993).  

 

Previous research has concluded that ethos requires connecting words in order for it to be defined in 

a meaningful way, and this study agrees. However, this research argues that, to truly understand 

ethos, one must consider, in totality, the collective impact and inter-relationship between ethos and 

these eight interconnectors. Only when all are considered collectively can there be a clearer 

understanding and identification of the ethos of an organisation. 

 

In addition, previous research has also concluded that an understanding of ethos is to be found in the 

gap between formal and informal, intended and lived. Again, this study concurs, although contends 

that, within this ΨƎŀǇΩ ǘƘŜ ǘǊǳŜ ŜǘƘƻǎ Ŧƭƻŀǘǎ ŀǊƻǳƴŘ όƭƛƪŜ ²ƛƭƭƛŀƳǎΩǎΣ άƳŜǊŎǳǊȅέ (2000, p165)) in a way 

that still eludes an accurate identification. Where this research tries to expand upon this is in arguing 

that not only is ethos found in this space, but ς framed within the parameters of a formalised 

ǎǘŀǘŜƳŜƴǘ ƻŦ ŜǘƘƻǎ όǘƘŜ ΨǊǳƭŜǎ ƻŦ ǘƘŜ ƎŀƳŜΩύ - ǘƘŜ ǘǊǳŜ ΨƭƛǾŜŘΩ ŜǘƘƻǎ ƻŦ ŀƴ ƻǊƎŀnisation is identified at 

the intersection of its culture, climate, environment, atmosphere, identity, mission, spirit and values. 

Furthermore this research proposes an ethos test which, in isolating the characteristics of the 

interconnectors, identifies mƻǊŜ ǇǊŜŎƛǎŜƭȅ ǘƘŜ ŜƭǳǎƛǾŜ ŎƻƴŎŜǇǘ ƻŦ ŀƴ ƻǊƎŀƴƛǎŀǘƛƻƴΩǎ ŜǘƘƻǎΦ 

 

 

 

The Controlled Sector 
 

Attributes 

 

Echoing the work of Byrne and McKeown (1998), participants agreed that the Controlled Sector is 

complex, mixed, broad and diverse, not least in how it is governed, represented and administrated. 

There was a clear feeling that it is unsupported, due, in part, to an ineffective employing authority 

which is in disarray, and that schools are left to their own devices much more than in the Maintained 

Sector. Governance is piecemeal and, too often, issues which need to be addressed centrally are 

abnegated down to unprepared school leaders and governors, leading to a sense of isolation, 

directionlessness and overload which is stretching the sector beyond capacity. Unsurprisingly, whilst 

the Policy-maker cohort spoke of these issues, it was the Principals who articulated concerns with 

most passion, especially the Nursery representative, who was indicative of a phase which feels itself 

under intense pressure, due to the public funding of private providers and a proliferation of Integrated 

nursery schools. 

 

¢Ƙƛǎ ǎŜƴǎŜ ƻŦ ΨǇŀŘŘƭƛƴƎ ƻƴŜΩǎ ƻǿƴ ŎŀƴƻŜΩ Ƙŀǎ ŎƻƴǘǊƛōǳǘŜŘ ǘƻ ǘƘŜ ŎƻƴǘŜǎǘŀǘƛƻƴ ŀƴŘ ǘŜƴǎƛƻƴ ό.ȅǊƴŜ ŀƴŘ 

McKeown, 1998; Armstrong, 2015) over the sector, with by far the greatest point of contention 

existing over its religious identity. Whilst there is no real dispute with Byrne and McKeown (1998) over 

its being open to those of all faiths and none, the two major issues are whether it is Protestant or 

secular.  



84 
 

Whilst there was a reasonably clear position taken by respondents and participants over the sector 

not being secular, there was ambiguity throughout the research on its being Protestant, especially as 

there was scepticism over a clear meaning for the term and a view thŀǘΣ ƛƴ ǘƻŘŀȅΩǎ bLΣ ƛǘ ǿŀǎ ŀǎ ƳǳŎƘ 

a social or political term as a religious one. It is interesting to note that, in the interviews, the term 

ΨtǊƻǘŜǎǘŀƴǘ ǎŎƘƻƻƭǎΩ ǿŀǎ ǳǎŜŘ т ǘƛƳŜǎ ŀǎ ƻǇǇƻǎŜŘ ǘƻ Ψ/ŀǘƘƻƭƛŎ ǎŎƘƻƻƭǎΩ ōŜƛƴƎ ǳǎŜŘ нр ǘƛƳŜǎΣ Ψ/ŀǘƘƻƭƛŎ 

Maintained scƘƻƻƭǎΩ п ǘƛƳŜǎ ŀƴŘ Ψ/ŀǘƘƻƭƛŎ aŀƛƴǘŀƛƴŜŘ {ŜŎǘƻǊΩ с ǘƛƳŜǎΣ ǿƛǘƘ no reference to Protestant 

within a title for the CS. 

 

As identified by McGrath (2000) and Byrne and McKeown (1998), there was a sense of frustration at 

perceived inequity with the Maintained and Integrated sectors over funding, political backing, and 

practices over transfer to post-primary schooling. There was also the envy suggested by McGrath 

(2000) over the Maintained SectorΩǎ ƻǾŜǊǘ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ǊŜƭƛƎƛƻƴ ƴƻǘŜŘ ōȅ 5ƻƴƴŜƭƭȅ όнлллύ ŀƴŘ 

Williams (2000) and, as identified by Pike (2008), the importance of this position to a sector which 

sees matters of faith at its core. Participants also noted how much better the Maintained Sector is at 

dealing with ineffective outcomes and leadership, and suggested that the lack of adequate, centralised 

performance-management, the lack of trust - identified as so important by Rowe (2000) and Smith 

(1995) ς ƛƴ ǘƘŜ 9!Σ ǘƘŜ ŀǳǘƻƴƻƳȅ ƻŦ /ƻƴǘǊƻƭƭŜŘ ǎŎƘƻƻƭǎΣ ŀƴŘ ǇŜǊƘŀǇǎ ŀ ǇŀǊǘƛŎǳƭŀǊ ΨtǊƻǘŜǎǘŀƴǘΩ ƳƛƴŘ-

set has led to a degree of protectionism within the CS.  

 

Participants agreed with Byrne and McKeown (1998) that the Controlled Sector does not have the 

ǎŀƳŜ ΨŎƻƳƳƻƴŀƭƛǘȅΩ ŀǎ ǘƘŜ ƻǘƘŜǊ ǘǿƻ ǎŜŎǘƻǊǎΣ ŜǎǇŜŎƛŀƭƭȅ ǘƘŜ Maintained Sector, and were concerned 

that, collectively, Controlled schools have no unique selling point for parents. Whilst there is a strong 

sense of community surrounding each Controlled school, there is not that same sense of the sector-

wide, collective community, identified by Halloran (1982), Hatton (2013), Ogbanna (1983) and 

Williams (2000), which the Maintained Sector enjoys, due to sport, culture, CCMS and the influence 

of the Catholic church.  

 

All of this, therefore, has created for the participants a sense of Controlled schools which exist as 

individual entities, each different, each with their own ethos. 

 

Ethos 

 

Yet, in contrast to NIA (2009), most participants did feel that the sector has an ethos, albeit one which 

ƛǎ ƭŜǎǎ ŜǾƛŘŜƴǘ ǘƘŀƴ ƛƴ ǘƘŜ ƻǘƘŜǊ ǎŜŎǘƻǊǎ ό59bLΣ нллсύΣ ƻƴŜ ƻƴ ǿƘƛŎƘ ǘƘŜǊŜ ŀǊŜΣ άŘƛǾŜǊƎŜƴǘ ǾƛŜǿǎέ ό.ȅǊƴŜ 

and McKeown, 1998, p337), and one which, as Barber (1994) found in England with the move from 

church to state control, is quite clearly contested. This lack of agreement is also due to uncertainty 

over who was supposed to take responsibility for the ethos of the sector, with participants feeling that 

DE and Education Authority have Ψwashed their handsΩ of this, and, although there was a sense of 

collectivity within each ELB, the ELBs similarly stepped back, tacitly to allow the churches, through the 

TRC, to take the lead.  

 

A definitive leadership of ethos, cited earlier as being so important, was therefore found to be elusive 

and inconclusive. Despite the requirement for the clear, influential voices (Ball, 1990) of powerful 

people (Francis, нлмрΤ DǊŜƪΣ нлммύ ŀƴŘ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǘƘŀǘ ǘƘŜ ŎƻƴǘǊƻƭ ƻŦ ŜǘƘƻǎ ƛǎ ǘƘŜ 

struggle for the control of power (Olssen et al, 2004; Scribner et al, 1994), there was little consensus 

over who currently leads or who should take the lead.  
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In suggesting that ethos should be shared between leadership and staff, the views of the participants 

were laudable and echoed those of Barr (2000), Coolahan (2000), Hatton (2013), Rowe (2000) and 

Williams (2000). Likewise, their identification of the need for agreement between leadership and 

governance resonated with the views of Rowe (2000) and Smith (1995), and their understanding that, 

in reality, it is principals who should take the lead on ethos compared with that of Green (2014), Smith 

(1995) and Smith (2003). What these views lack, however, is an ability to see beyond the school level 

to that of the sector and who should take the lead on an ethos. 

 

In considering who actually does control the ethos of the sector, the answers were similarly parochial. 

Whilst the second and third answers of respondents were the Education Authority and DE (totalling 

31.88% (n=44)), the first and fourth were Principals and Governors (totalling 47.1% (n=65)), again 

suggesting that ethos is viewed on a school level, despite the wording of the question being clearly 

about the sector. This was reflected in the views of the participants, only one of whom cited DE and 

EA, one of whom cited the CSSC and three of whom identified the influence of the Protestant 

churches. For the rest, the key influencer of the ethos of the sector was stated to be a person or group 

affiliated with an individual school. 

 

It could be argued therefore that the difficulty in defining the current ethos of the Controlled Sector 

is because of this lack of clear sector-wide ethos-leadership which has resulted in it becoming the sum 

of the ethoi of its constituent schools as defined by their individual leadership. In the same way as 

ethos can be found in the gap, it would appear that ethos can be created in ς and, indeed, by - the gap 

or vacuum of ethos-leadership. 

 

Green (2014) suggests that abnegating ethos downwards can lead to its being diluted, and the 

participants believed that any ethos which may have existed in the Controlled Sector has been and is 

being similŀǊƭȅ ǿŀǘŜǊŜŘ ŘƻǿƴΣ ǿƛǘƘ ŦŜŀǊǎ ǿƘƛŎƘ ǊŜǎƻƴŀǘŜ ǿƛǘƘ IƻƎŀƴΩǎ όмфупύ ŜǘƘƻǎ ƻŦ 

accommodation. Any residual ethos which may still exist is neither overarching, nor does it unify this, 

άŦǊŀƎƳŜƴǘŜŘ ǎŜŎǘƻǊέ όtǊƛƳtпύΦ  

 

Where participants were able to identify a sector-wide ethos they characterised it as echoing positive 

ethos-attributes determined by the literature: open (Glover and Coleman, 2005), inclusive (Donnelly, 

2000 and 2004; Hatton, 2013), tolerant (Mulcahy, 2000) and increasingly integrated (Donnelly, 2000). 

If there was some ambivalence around describing the sector as Protestant, there was less around 

whether it has a Protestant ethos: although schools should be linked closely to (Smith, 1995; Smith, 

2003) and serve (Pike, 2008) their local communities (and, for Controlled schools these are, in the 

main, Protestant communities), in contrast with the views of Akenson (1972) and Barnes (2007), 

ǇŀǊǘƛŎƛǇŀƴǘǎ ŦŜƭǘ ǘƘŀǘ ǘƘŜǊŜ ǿŀǎ ǾŜǊȅ ƭƛǘǘƭŜ ǘƻ ǎǳƎƎŜǎǘ ŀ tǊƻǘŜǎǘŀƴǘ ŜǘƘƻǎ ŀƴŘΣ ƛƴ ŎƻƴǘǊŀǎǘ ǘƻ IŀƎŀƴΩǎ 

(2016) description of entering a Maintained institution, certainly nothing overt. 

 

IƻǿŜǾŜǊΣ ǘƘŜǊŜ ǿŀǎ ƳǳŎƘ ƳƻǊŜ ŎŜǊǘŀƛƴǘȅ ŀǊƻǳƴŘ ǘƘŜ ǳǎŜ ƻŦ /ƻƻƭƛƴƎΩǎ όнллфύ ŀƴŘ DǊŜŜƴΩǎ όнлмпύ 

Ψ/ƘǊƛǎǘƛŀƴ ŜǘƘƻǎΩ ǘƻ ŘŜǎŎǊƛōŜ ǘƘŀǘ ƻŦ ǘƘŜ /{Σ ǿƛǘƘ ǊŜǎǇƻƴŘŜƴǘǎ ŀƴŘ ǇŀǊǘƛŎƛǇŀƴǘǎ ŀƭƛƪŜ ǳǎƛƴƎ ƛǘ liberally. 

Apart from the legal position (Armstrong, 2009; PCI, 2008) cited by many of the participants around 

the provision of RE and collective worship in securing a de facto Christian ethos, and views on the 

historical roots of the system which echo the importance placed on history by Furlong (2000), Handy 

and Aiken (1985), Solvason (2005) and Smith (1995), participants spoke warmly of the Christian 

principles and values which underpin the daily life of Controlled schools.  
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It was interesting and is imǇƻǊǘŀƴǘ ǘƻ ƴƻǘŜ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǾƛŜǿǎ ƻƴ ǘƘŜ ŘƛŦŦŜǊŜƴǘ ŘŜƎǊŜŜǎ ǘƻ ǿƘƛŎƘ 

any Christian ethos is manifested in each of the phases. However, it is most likely that the vagaries can 

be explained on two levels:  

 

First, Controlled nursery and special schools have traditionally been seen as the local school, rather 

than the local Controlled school, and therefore take in children from all backgrounds; post-primary 

schools are larger institutions with a more academic focus and less time in the time-table to explore 

issues of Christianity, being constrained by curricula; primary schools are smaller institutions, with 

ƳƻǊŜ ƻŦ ŀ ΨŦŀƳƛƭȅΩ ŦŜŜƭΣ ǿƘŜǊŜ w9 ŎƭŀǎǎŜǎ ŀǊŜ ƭŜǎǎ ŎƻƴǎǘǊŀƛƴŜŘ ŀƴŘ ŀǎǎŜƳōƭƛŜǎ ƘŀǾŜ ŀ ƭŜǎǎ ŦƻǊƳŀƭ ŦŜŜƭ 

and are more important in the celebration and exploration of issues, rather than the dissemination of 

information in post-primary. 

 

Secondly, it could be argued that any Christian ethos is directly linked to the degree to which there is 

church involvement within the various phases. Below is a summary of the most popular answers to 

qq60-сп ǿƘƛŎƘ ŎƻƴǎƛŘŜǊŜŘ ǊŜǎǇŜŎǘƛǾŜƭȅ ǿƘŜǘƘŜǊ ǊŜǎǇƻƴŘŜƴǘǎ ǎŀǿ ǘƘŜƛǊ ǎŎƘƻƻƭǎ ŀǎ ΨŎƘǳǊŎƘ-ǊŜƭŀǘŜŘΩ 

(Definitely; Largely; Somewhat; Not really; No); how they would describe their links (Very close; Close; 

Quite close; Nominal; Non-existent) and relationship (Non-existent; Formal; Useful; Close; 

Partnership) with the local Protestant churches; the area in which the churches are most involved 

(Governance; Assemblies; RE; Pastoral); and the level to which respondents would like them to be 

involved in the life of the school (1-7, with 1 as the highest). 

 

Comparative results between phases for questions 60-64 

 

Phase           Church-related      Links   Relationship      Area              Desired Involvement 

Primary  Definitely  Very close  Close   Assemblies          2 

Secondary  Largely   Close   Close   Governance          2 

Grammar  No   Quite close  Formal   RE         6/7 

Nursery  No   Non-existent  Non-existent  Pastoral (no Assemblies)      7 

Special   No   Non-existent  Non-existent  Pastoral (no Governance)    4 
 

Table 1: comparative results between phases for questions 60-64 

 

The table suggests a correlation between the answers and the views of the participants regarding the 

ΨǎǘǊŜƴƎǘƘΩ ƻŦ ŀƴȅ /ƘǊƛǎǘƛŀƴ ŜǘƘƻǎ ǿƛǘƘƛƴ ǘƘŜ ŦƛǾŜ ǇƘŀǎŜs. The Primary phase, which is cited as having 

ǘƘŜ Ƴƻǎǘ ŜǾƛŘŜƴǘ /ƘǊƛǎǘƛŀƴ ŜǘƘƻǎ ƛǎΣ ŀŎŎƻǊŘƛƴƎ ǘƻ ǘƘŜ ǊŜǎǇƻƴŘŜƴǘǎΣ ǘƘŜ Ƴƻǎǘ ΨŎƘǳǊŎƘ-ǊŜƭŀǘŜŘΩΣ Ƙŀǎ ǘƘŜ 

closest links and relationship with the churches, has a Christian message delivered to a large 

proportion of the school population through assemblies and clearly desires involvement from the 

churches in the life of the school. The Nursery and Special phases were cited by participants as those 

ǿƛǘƘ ǘƘŜ ƭŜŀǎǘ ƻōǾƛƻǳǎ /ƘǊƛǎǘƛŀƴ ŜǘƘƻǎΣ ŀƴŘ ǘƘŜ ǊŜǎǇƻƴŘŜƴǘǎΩ ŀƴǎǿŜǊǎ demonstrate how little linkage 

ǘƘŜǊŜ ƛǎ ǿƛǘƘ ǘƘŜ ŎƘǳǊŎƘŜǎΦ ¢ƘŜƛǊ ŎƘƻƛŎŜ ƻŦ ΨtŀǎǘƻǊŀƭΩ ŀƭǎƻ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ŀƴȅ /ƘǊƛǎǘƛŀƴ ƛƴŦƭǳŜƴŎŜ ŦǊƻƳ 

the churches would be with small numbers of people on an ad hoc basis. Given that ten of the 

participants specifically alluded to the link between a Christian ethos and assemblies/RE, and that all 

ōǳǘ ǘǿƻ ŎƛǘŜŘ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ǊƻƭŜ ƻƴ .ƻŀǊŘǎ ƻŦ DƻǾŜǊƴƻǊǎ ŀǎ ŀ Ǿƛǘŀƭ ƭƛƴƪΣ ƛǘ ƛǎ ƴƻǘŜǿƻǊǘƘȅ ǘƘŀǘ ǘƘŜ bǳǊǎŜǊȅ 

and Special respondents respectively had no assemblies or governance input from local churches. 

 

The above leads to a contention that any Christian ethos within the sector is influenced by the size of 

the school, academic focus, curricular constraints and time to explore and celebrate issues of faith. 

The research also leads to a conclusion that a Christian ethos is dependent on historical links, the 
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ŎƘǳǊŎƘŜǎΩ ŘŜƭƛǾŜǊȅ ƻŦ ŀǎǎŜƳōƭƛŜǎ ŀƴŘ ƛƴǇǳǘ ƛƴǘƻ ƎƻǾŜǊƴŀƴŎŜΣ ǘƘŜ ŎƭƻǎŜƴŜǎǎ ƻŦ ǘƘŜ ŜȄƛǎǘƛƴƎ ŀƴŘ ŘŜǎƛǊŜŘ 

relationships between individual schools and churches, and the size of the population within the 

school which is regularly exposed to a Christian message. 

 

The conclusions reached in considering the attributes and ethos of the Controlled Sector are that it 

has felt isolated, unsupported and lacking in leadership. This has led to a fragmented sector, the ethos 

of which is hard to define, with the exception of its link to Christian values, which is stronger in some 

phases than others. Applying the ethos test to the sector, it could be suggested that the characteristics 

of its 8 interconnectors are:  

 

Interconnector Current characteristics 

Culture Individual schools, each with their own ethos, feeling that they are working in 
isolation 

Climate Schools being made to feel that they are not achieving as well as they should 

Environment An uncertain and challenging educational landscape with no body to advocate or 
represent Controlled Sector interests 

Atmosphere Sense of distrust, disconnect and frustration with educational authorities who 
leave the tough decisions to individual schools  

Identity Individual schools, with little or no connect between them, and very few 
opportunities to connect with other phases 

Mission To celebrate in a unified way the impact that Controlled schools have upon the 
pastoral, spiritual, moral, physical, emotional and academic needs of its pupils, but 
with no mechanism to do this 

Spirit Historically linked to the Protestant churches, with a Christian character, but 
scared of and uncertain in articulating this in contemporary society 

Values Inclusive, open and increasingly integrated; built upon the foundations of a 
Christian tradition, albeit with these being expressed to different degrees in the 
various phases 

 
Table 2: the current characteristics of the Controlled SectorΩǎ ŜǘƘƻǎ ƛƴǘŜǊŎƻƴƴŜŎǘƻǊǎ 

 

This leads to a conclusion that the current ethos of the Controlled Sector is of a sector which is 

unrepresented, disconnected, distrusting, under-appreciated and frustrated. It is made up of individual 

entities, which feel isolated and unconnected and, although it is historically linked to Christian values 

yet open to all, it is unable, unwilling and uncertain in articulating what it does and what it stands for. 
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The Who 
 

The Role of the Protestant Churches 
 

Historical 

 

It was interesting to note how all of the Policy-maker participants spoke knowledgably and at length 

about the history of the link between the churches in education (as outlined by Akenson, 1972; Byrne 

and McKeown, 1998; Armstrong, 2009 and 2015), whilst only two of the Principals (both from the 

primary phase) did. Whilst this might suggest an unfortunate disregard for the historical context of 

their own workplaces, perhaps it indicates a lack of awareness, or a lack of being made aware, through 

any sort of induction into the sector, which the participants found sadly lacking, or any sense of a 

collective. 

 

Contrast this with the Policy-maker cohort, all of whom inhabit the small Ψpolicy bubbleΩ akin to what 

Isaakyan et al (2008) found in Scotland. Each of these actors, whilst having a variety of specific roles 

(Berkhout and Wielemans, 1999; Grek, 2011; Lingard et al, 2005; Isaakyan et al, 2008), know and work 

with each other and have a relationship which involves the interchange of information and knowledge. 

It is arguable that each is intimately ŀǿŀǊŜ ƻŦ ǘƘŜ ƘƛǎǘƻǊȅ ƻŦ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ƛƴǾƻƭǾŜƳŜƴǘ ōŀǎŜŘ ƻƴ ǘƘƛǎ 

knowledge-sharing, and it is also arguable that their awareness comes from their own career 

development. However, what is equally arguable is that each of the cohort at some stage in their 

careers has sat across a table from or been lobbied by representatives from the Protestant churches 

who have apprised them of the history as a context to legitimise their continuing involvement in 

education. 

 

There was an understanding and acknowledgement of the quid pro quo arrangement outlined by 

Armstrong (2015) which has existed between the churches and the State, with regards to policy 

consultation, rights of nomination onto key bodies and individual school governance, and a 

recognition of Byrne and McKeƻǿƴΩǎ ǾƛŜǿ όмффуύ ǘƘŀǘ ƳǳŎƘ ƻŦ ǿƘŀǘ ǘƘŜ ŎƘǳǊŎƘŜǎ ƘŀǾŜ ŘƻƴŜ ǎƛƴŎŜ 

Partition has been underpinned by their desire to protect and maintain a Christian ethos in the CS. 

 

Governance 

 

It was unsurprising that the Grammar and Nursery participants did not speak eruditely about the 

ŎƘǳǊŎƘŜǎΩ ǊƻƭŜ ƛƴ ƎƻǾŜǊƴŀƴŎŜΣ ŀƭǘƘƻǳƎƘ ŀ ƭƛǘǘƭŜ ǎǳǊǇǊƛǎƛƴƎ ǘƘŀǘ ǘƘŜ {ǇŜŎƛŀƭ ǇŀǊǘƛŎƛǇŀƴǘ ŘƛŘΣ ŀǎ ǘƘŜǎŜ ǘƘǊŜŜ 

phases do not have Transferor Representatives on their Boards. However, it is further evidence of the 

lack of a collective, shared understanding of the sector which SecP bemoaned, stating that there has 

not been the opportunity, until the arrival of CSSC, for representatives of the various Controlled Sector 

phases to meet together.  

 

Of the rest who did speak with knowledge of the chǳǊŎƘŜǎΩ ǿƻǊƪ ǘƘǊƻǳƎƘ ƎƻǾŜǊƴŀƴŎŜΣ ƛǘ ǿŀǎ 

interesting that many perceived it as a missional rather than policy-related opportunity for the 

ŎƘǳǊŎƘŜǎΦ LƴŘŜŜŘΣ ǘƘǊƻǳƎƘ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǾƛŜǿǎ ƻƴ those who become Transferor Governors and 

are given key positions on the boards, it can be perceived that there is a feeling that those who serve 

are not always best placed to do so. If a key role of being involved at governance level in schools is to 

further a Christian message, then who better than the local minister? However, if the role is about 

strategic governance within a challenging economic, social and educational context then perhaps the 
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clergy do not always possess the appropriate skillset. Therefore it would seem vital that Transferor 

Representatives are selecǘŜŘ ōƻǘƘ ŦƻǊ ǘƘŜƛǊ ŀōƛƭƛǘȅ ǘƻ ǊŜǇǊŜǎŜƴǘ όŀƴŘ ǳƴŘŜǊǎǘŀƴŘύ ǘƘŜƛǊ ΨŎƻƴǎǘƛǘǳŜƴŎȅΩ 

and to bring to the table the appropriate knowledge and skills required of a board member. In 

addition, the churches need to understand the potential influence, power and control which this 

brings over the life of a school and its ethos. There is a clear interconnection between wise selection, 

effective Transferor-specific training and influence at school level.  

 

Influence 

 

As was identified in Table 2, there is also a clear link between the level of involvement of the churches 

ƛƴ ŀ ǎŎƘƻƻƭΩǎ Řŀƛƭȅ ƭƛŦŜ ŀƴŘ ǘƘŜƛǊ ƛƴŦƭǳŜƴŎŜΦ ¢ƘŜ ǾŀǊƛƻǳǎ ŜȄŀƳǇƭŜǎ ƻŦ ǇǊŀŎǘƛŎŀƭ ǎǳǇǇƻǊǘ ŎƛǘŜŘ ōȅ ǘƘŜ 

participants suggested arrangements which were mutually beneficial, but most importantly, built up 

the relationships which were suggested by Canavan and Monahan (2000), Charles and McHugh (2000), 

Coolahan (2000), Dellar (1998), Donnelly (2004), McGuinness (2000), Moos (1979), Smith (1995), 

Smith (1998) and Solvason (2005) as being so vital for the growth of ethos.  

 

Yet, caution was expressed by the participants: as outlined by Glover and Coleman (2005) and Smith 

(2003), ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀǊŜ ŎƘŀƴƎƛƴƎΤ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ƳƻƴƻǇƻƭȅ ό/ƭŀǊƪŜ ŀƴŘ ²ƻƻŘƘŜŀŘΣ нлмрύ ƛǎ ōŜƛƴƎ 

undermined by new denominations which are good at Ψgetting their sleeves rolled upΩ to help 

individual schools and by other organisations with their own agendas who step in to provide support 

on contentious issues that Education Authority and the churches may avoid. Relationships which 

commonly exist are dependent, in the main, through individuals and the time which they put into 

building interactions, but the churches cannot rely on historical links, hoped-for quid pro quo and seats 

at policy tables to retain credibility. As Pike (2008) has suggested, the role of the churches is to serve 

and participants felt that they need to emerge from a comfortable, lazy, complacency behind board 

and committee tables and get into society to ensure that they use, rather than lose their influence. 

 

The research has thereforŜ ŦƻǳƴŘ ŀƴƻǘƘŜǊ ΨƎŀǇΩ ŀǊƻǳƴŘ ǘƘŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ǊƻƭŜ ƛƴ 

education, with a clear grasp of this at school level, but much less so at sectoral level. Although those 

involved in policy understand the history and current involvement of the churches, those in schools 

clearly do not. There does not appear to be any inter-connectedness between these two elements of 

ǘƘŜ ŎƘǳǊŎƘŜǎΩ ƛƴǾƻƭǾŜƳŜƴǘΣ ŀǇart from in the delivery of RE, in which they have designed the 

curriculum and also engage in delivery. 

 

Yet RE in N. Ireland  ƛǎ ǇǊƻōƭŜƳŀǘƛŎΥ ŦƛǊǎǘΣ ŀŎŎƻǊŘƛƴƎ ǘƻ ǘƘŜ ǊŜǎŜŀǊŎƘΣ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ǊƛƎƘǘǎ ǘƻ ǘŜŀŎƘΣ 

assess and inspect the subject is rarely used, especially with the latter two; secondly, RE is often 

confused with religious instruction, with church representatives (and some teachers) using it as an 

opportunity to evangelise; thirdly, this has led to a subject which is often ineffectively and uncreatively 

taught, resourced and supported, and often confused with Literature (this is a great story), or History 

(this story really happened) rather than Religious Education (what can we learn and apply from this 

story?).  

 

Although Williams (2000) suggests that schools with a faith ethos should foster a commitment to that 

faith, participants agreed with McAleese (2000), Hyland (2000) and Kitching (2013) that this should 

not be done by imposition or indoctrination. Yet there was also an agreement with Pike (2008) that 

the current society was increasingly losing any Biblical or faith literacy, and with Clarke (2000) and 

Hagan (2016) that schools should defend their right to espouse a faith basis, starting by a greater 

understanding of the one they are most comfortable with, then balancing it within the context of a 
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more multi-faith society (Hagan, 2016) to ensure that the diverse range identified by Clarke and 

²ƻƻŘƘŜŀŘ όнлмрύ ƻŦ άǿƻǊƭŘǾƛŜǿǎ ŀƴŘ ǘǊǳǘƘ ŎƭŀƛƳǎέ όtƛƪŜΣ нллуΣ Ǉтсύ ŀǊŜ ōŜƛƴƎ ŜƴƎŀƎŜŘ ǿƛǘƘΦ  

 

It was interesting to note the concerns of PrimP2, PrimP4 and NurP who, whilst being happy to engage 

with other faiths, would be less comfortable in promoting them; concerns which, it could be argued, 

substantiate a view of the school as a means of instructing in, rather than educating about religion. 

This confusion over the role of the school in promoting faith and the confusion over the purpose of RE 

mirrors the general confusion over the Controlled Sector ethos. Perhaps another source of confusion 

is the assumption cited by SEO1 that a Christian ethos underpins the sector, alongside an unwillingness 

to actually openly discuss this. In the same way as there is uncertainty and even fear over what can 

be said in an RE class, there are similar concerns over how openly such an ethos can be espoused in a 

society which, according to the participants and Brown (2010, Bruce and Voas (2010), Clarke and 

Woodhead (2014), Hemming (2011) and Voas and Crockett (2005), is rapidly changing.  

 

All of the above lead to the conclusion that, in this area, as in others found in the research, clear 

leadership and direction is needed, in order for schools and school leaders to overcome the lack of a 

vocabulary (Green and Cooling, 2009), speak with a common language (Deakin Crick, 2002) and to, 

άŎƻƳŜ ŎƭŜŀƴέ όtƛƪŜΣ нллуΣ Ǉуύ ŀōƻǳǘ ǿƘŀǘ ǘƘŜȅ ǎǘŀƴŘ ŦƻǊΦ 

 

¢ƘŜ /ƻƴǘǊƻƭƭŜŘ {ŎƘƻƻƭǎΩ {ǳǇǇƻǊǘ /ƻǳƴŎƛƭ 
 

There appears little doubt that the introduction of the CSSC is timely. The paragraph above alludes to 

ƭŜŀŘŜǊǎƘƛǇ ŀƴŘ ƭŀƴƎǳŀƎŜΣ ŀƴŘ ǘƘŜǎŜ ǘǿƻ ŜƭŜƳŜƴǘǎ ŀǊŜ ƪŜȅ ǘƻ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ /{{/Ωǎ ŀǊǊƛǾŀƭΦ ¢ƘŜ 

ǇŀǊǘƛŎƛǇŀƴǘǎΩ ƎǊƻǿƛƴƎ ƛƳǇŀǘƛŜƴŎŜ ǿƛǘƘ ǘƘŜ ƴŀǊǊŀǘƛǾŜǎ ό.ŀƭƭΣ нлмоΤ Francis, 2013; Nicholl and Edwards, 

2004) of DE, resonate with the view of Edwards et al (1999) that they have been used to create a 

reality removed from that which the participants recognise. Likewise, the abnegation of responsibility 

for ethos and other elements of school life by DE and Education Authority has undermined trust and 

led to frustration, as has a perceived dysfunctionality of EA. These, alongside the clear inequity 

identified by Byrne and McKeown (1998) and Armstrong (2015) between the Controlled Sector and its 

two main counterparts with regard to advocacy and representation, have all culminated in a 

resounding welcome for the organisation from the Principal cohort and a favourable reception from 

the Policy-makers. 

 

That there were two Policy-makers who were more cautious in their welcome can be attributed to the 

fact that one had to make political compromises over its introduction and the other represents the 

organisation with which there will be most overlap with the functions of CSSC. These two and TUO 

also raised the question of the control of the CSSC; whilst there was a general consensus amongst the 

participants that the churches, through the TRC, had had a key role to play in influencing politicians to 

legislate for CSSC, the three participants - in agreement with the views of Byrne and McKeown (1998), 

5ƻƴƴŜƭƭȅ όмффтύ ŀƴŘ aŎDǊŀǘƘ όнлллύ ǘƘŀǘ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ƛƴŦƭǳŜƴŎŜ ƛƴ ŜŘǳŎŀǘƛƻƴ ǿŀǎ ōŜƛƴƎ ŎƭŜŀǊƭȅ 

eroded - suggested that the whole project was an exercise in power (Olssen et al, 2014) on behalf of 

the churches. 

 

The need identified for the organisation to prove itself is especially true within the context of initiative- 

and quango-overload and the constrained financial circumstances in education. The fact that this and 

the view that it had little power were so quickly overlooked by the participants and respondents 

demonstrates that the above factors are of more long-term importance to the sector than its 

immediate problems, suggesting a clear desire for representation, advocacy and leadership; it could 
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be argued that the sector believes that gaining these things will lead to an alleviation of their current 

problems.  

 

It is noteworthy that Representation was seen as more important than Advocacy for respondents and 

participants, especially in light of the fact that CSSC describes itself as an advocacy body. It is 

interesting therefore that participants and respondents saw the role of influencing decision-making 

as less important than the role of speaking on behalf of Controlled schools. However, this should not 

be surprising, given the earlier comparisons with the other sectors and the obvious desire for a, 

άǾƻƛŎŜέ όbL!Σ нлмнύ ǿƘƛŎƘΣ ŀǎ ǎǳƎƎŜǎǘŜŘ ōȅ .ǊŀƘƴŀƳ όнллуύΣ DǊŀƘŀƳ όнлмнύΣ IŀƭƭƻǊŀƴ όмфунύ ŀƴŘ {ƳƛǘƘ 

(2004), is trustworthy and credible. This credibility will come through a Board and staff which can be 

trusted to speak for the collective knowledgeably, passionately and professionally (Arvidsson, 2012), 

through experience, empathy and research, and through the adroit use and understanding of the 

media (Ball, 2013; Lingard and Rawolle, 2004). 

 

It was initially surprising that so few of the respondents selected ethos development as the most 

ƛƳǇƻǊǘŀƴǘ ƻŦ ǘƘŜ /{{/Ωǎ ǊƻƭŜǎΣ ōǳǘΣ ǳǇƻƴ ǊŜŦƭŜŎǘƛƻƴ ŘǳǊƛƴƎ ŀƴŀƭȅǎƛǎΣ ƛǘ ōŜŎŀƳŜ ŀǇǇŀǊŜƴǘ ǘƘŀǘ ǉпр ŘƛŘ 

not give room to get the feel of the respondents on this issue as Representation and Advocacy were 

key to the majority.  

 

Authors of the Vision Statement 

 

It appears uncertain whether, despite the assurances of those involved with the creation of CSSC, 

there was adequate consultation around the Vision Statement, with both respondents and the 

Principal cohort quite vague on whether they had been included. There is evidence to demonstrate 

that the Vision Statement was discussed at two open meetings, five roadshows and at a number of 

meetings with key actors within the ELBs, along with representatives of the two other main sectors. 

Whether this constitutes the fully accountable, democratic process desired by one of the participants, 

however, is open to debate in light of the responses from the Principals.  

 

What is clear is: of the three original CSSBWG officers, two were church education secretaries; the 

original chair was replaced by a member of the TRC Executive who gave an update at each meeting; 

and the (largely unchanged) wording of the Vision Statement was written by one of the church 

education secretaries. The obvious conclusion to this is that the Vision Statement is - albeit on behalf 

of the original CSSBWG - the work of the Protestant Churches and owes much to the influence and 

power wielded by individuals (Francis, 2015; Scribner et al, 1994), in the form of the two then 

Education Secretaries. 

 

¢Ƙŀǘ ǎŀƛŘΣ ƎƛǾŜƴ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ŦƻƻǘǇǊƛƴǘ ƻƴ ǘƘŜ ŘƻŎǳƳŜƴǘΣ ǘƘƻǎŜ ǿƘƻ ǿŜǊŜ ŎƻƴǎǳƭǘŜŘ ƛǘ ƻƴ ƛǘ ƻōǾƛƻǳǎƭȅ 

either had no problem with this, or overlooked it in their identification of the need for work to be 

progressed on a collective ethos for the sector. The results of this research would therefore suggest 

that the wording, whilst open to interpretation, is broadly in line with how schools envisage a 

collective ethos for the CS. 
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The Why? 
 

Why a single ethos? 
 

The critical importance of ethos cited by participants echoes the views of Strivens (1985), although for 

Graham (2012) it is about pedagogy and school improvement, whereas for the participants it was 

about unity and identity for the sector. For them, the strength of a single ethos is in articulating a 

single, coherent message found lacking by Byrne and McKeown (1998) and NIA (2012), which would 

provide the clarity suggested by Barr (2000), the openness advocated by Pike (2008) and the 

obviousness noted by Donnelly (2000) and Williams (2000) in other sectors. 

 

It was interesting to note the order of importance afforded to the four choices for the purpose of a 

single ethos (q36), as it was assumed that respondents would agree with participants regarding its 

primary role being to provide a greater sense of collective identity. However, upon reflection it 

became apparent that the respondents saw the clear link between ethos and values cited earlier by 

ǇŀǊǘƛŎƛǇŀƴǘǎ ŀƴŘ ǎŜŜ ŜǘƘƻǎ ƳƻǊŜ ŀōƻǳǘ ΨǿƘŀǘ ǿŜ ǎǘŀƴŘ ŦƻǊΩΣ ǊŀǘƘŜǊ ǘƘŀƴ ΨƘƻǿ ǿŜ Řƻ ƻǳǊ ōǳǎƛƴŜǎǎΩΣ ƻǊ 

ΨǿƘƻ ǿŜ ŀǊŜΩΦ However, the phase-specific vagaries noted in the Findings section were noteworthy, 

given the Special sector having had no real sectoral-allegiance nor champion in the past, Nursery 

ƘŀǾƛƴƎ ŀƴ ƘƛǎǘƻǊƛŎ ŀƳōƛƎǳƛǘȅΣ ōŜƛƴƎ ǇŜǊŎŜƛǾŜŘ ŀǎ Ψ{ǘŀǘŜΩ ƳƻǊŜ ǘƘŀƴ Ψ/ƻƴǘǊƻƭƭŜŘΩΣ ŀƴŘ DǊŀƳƳŀǊ ōŜƛƴƎ 

driven by results. 

 

Once again, the research threw up the issue of the collective versus the individual. Whilst the sector 

is happy to have an overarching ethos (Callewaert, 2006), schools wish to retain the autonomy of 

ethos espoused by Mulcahy (2000): it must be an umbrella (Armstrong, 2015) under which an 

ƛƴŘƛǾƛŘǳŀƭ ǎŎƘƻƻƭΩǎ ŜǘƘƻǎ ǎƘƻǳƭd sit. As identified by Ball (1990), Berkhout and Wielemans (1999), Boldt 

(2000), Cibulka (1994), Kogan (1975) and Wilmott (1993), it cannot be dictated or imposed, but must 

have the cyclical dynamic identified in the enactment process (Ball, 2013; Hardy, 2014). The difficulties 

presented in creating a sector-wide ethos mirrored the issues of context found in the literature, such 

as that over geography (Isaakyan et al, 2008; Murray, 2000), diversity (Byrne and McKeown, 1998) and 

leadership (Green, 2014; Smith, 1995; Smith, 2003).  

 

Again the research has found a gap, this time between a desire to have the sector defined by an ethos, 

without having individual schools defined by it. What participants seemed to want is a single ethos to 

be a shared, overarching, coherent umbrella that gives a sense of collective identity and understanding 

ƻŦ ǘƘŜ ǎŜŎǘƻǊΩǎ ŜȄǇŜŎǘŀǘƛƻƴǎΣ ȅŜǘΣ ŀǘ ǘƘŜ ǎŀƳŜ ǘƛƳŜ ōŜƛƴƎ ōǊƻŀŘ ŜƴƻǳƎƘ ǘƻ ǊŜŎƻƎƴƛǎŜ ǘƘŀǘ ƻƴŜ ǎƛȊŜ 

ŘƻŜǎƴΩǘ Ŧƛǘ ŀƭƭ ŀƴŘ ǘƻ ƎƛǾŜ ǎŎƘƻƻƭǎ ǎŎƻǇŜ ǘƻ ǊŜǘŀƛƴ ǘƘŜƛǊ ƻǿƴ ƛŘŜƴǘƛǘƛŜǎΦ ¢ƘŜ question which arises from 

this is whether it is possible to develop an ethos for the sector which has these attributes and whether 

the Vision Statement will form the basis of such an ethos. 

 

Why the Vision Statement? 

 

Language 

 

McLaughlin (2005) argues that an ethos should be value-laden and coherent and participants agreed 

that these two attributes existed in the Vision Statement. Where they diverged somewhat was on 

DƭƻǾŜǊ ŀƴŘ /ƻƭŜƳŀƴΩǎ όнллрύ ǾƛŜǿ ǘƘŀǘ ƛǘ ǎƘƻǳƭŘ ōŜ ŎƭŜŀǊ ŀƴŘ ŘŜŦŜƴǎƛōƭŜΣ ǿƛǘƘ ǎƻƳŜ ŎƻƴŎŜǊƴs over its 



93 
 

breadth and the ability for this to be misinterpreted, and over a general blandness of language which 

might lead to confusion.  

 

²Ƙƛƭǎǘ ǘƘŜǊŜ ǿŀǎ ŀ ǊŜŎƻƎƴƛǘƛƻƴ ƻŦ ǿƘȅ Ψƴƻƴ-ŘŜƴƻƳƛƴŀǘƛƻƴŀƭΩ ǿŀǎ ǳǎŜŘΣ ƛǘ ǿŀǎ ǎƻƳŜǿƘŀǘ ǎǳǊǇǊƛǎƛƴƎ 

that so many of the participants questioned its inclusion given the N. Ireland context. Notwithstanding 

the (few) cautions ŀǊƻǳƴŘ ǇƻǘŜƴǘƛŀƭ ƛƴŎƭǳǎƛǾƛǘȅ ǇǊƻōƭŜƳǎ ǿƛǘƘ ǘƘŜ ǿƻǊŘ Ψ/ƘǊƛǎǘƛŀƴΩΣ ǘƘŜǊŜ ƛǎ ƴƻ Řƻǳōǘ 

ǘƘŀǘ ǘƘŜ ǇƘǊŀǎŜΣ άǿƛǘƘƛƴ ǘƘŜ ǾŀƭǳŜǎ ƻŦ ŀ /ƘǊƛǎǘƛŀƴ ŜƴǾƛǊƻƴƳŜƴǘέ ōƻǘƘ Ǌeads and resonates better, yet, 

with the sensitivities around faith in NI, such a phrase would probably have led to heated debate 

within the sector. In a country where one branch of the Christian faith may not recognise the validity 

of another, and in schools in which there could conceivably be over 20 different Protestant 

denominations represented, it is probably simplistic and possibly naïve to raise this issue. 

 

Lƴ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘ Ψƴƻƴ-ŘŜƴƻƳƛƴŀǘƛƻƴŀƭ /ƘǊƛǎǘƛŀƴΩ ǿŀǎ ǇǊŜŦŜǊŀōƭŜ ǘƻ ΨtǊƻǘŜǎǘŀƴǘΩΣ ǘƘŜ ŘƛǎŎǳǎǎion 

ŀǊƻǳƴŘ ǘƘŜ ǘŜǊƳ ΨtǊƻǘŜǎǘŀƴǘΩ ǿŀǎ ǎǳǊǇǊƛǎƛƴƎΣ ŜǎǇŜŎƛŀƭƭȅ ƎƛǾŜƴ ǘƘŀǘ ǘƘŜ ǘŜǊƳΣ άtǊƻǘŜǎǘŀƴǘ ŦŀƛǘƘέ ǿŀǎ 

ǳǎŜŘ ол ǘƛƳŜǎ ƛƴ ǘƘŜ ƛƴǘŜǊǾƛŜǿǎΣ ŀǎ ƻǇǇƻǎŜŘ ǘƻ ǘƘŜ т ǳǎŜǎ ƻŦΣ ά/ŀǘƘƻƭƛŎ ŦŀƛǘƘΦέ 

 

Purpose 

 

Discussion around the purpose of the Vision Statement led to some interesting points. Not only might 

the Vision Statement, in leading to a single ethos, more greatly define and unify the sector, but it might 

ŜŎƘƻ ŀƴƻǘƘŜǊ ƻŦ aŎ[ŀǳƎƘƭƛƴΩǎ όнллрύ ŜǘƘƻǎ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎ ƛƴ ǘƘŀǘ ƛǘ ŀǊǘƛŎǳƭŀǘŜǎ ŀƴŘ ŎƭŀǊƛŦƛŜǎ ǘƘŀǘ ǿƘƛŎƘ 

is already the norm in the sector. However, this stood in contrast with concerns from one participant 

over what might happen if a school has an ethos which is at variance to the Vision Statement, which 

ŜŎƘƻŜŘ ŀƴƻǘƘŜǊ ƻŦ aŎ[ŀǳƎƘƭƛƴΩǎ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎ ŀōƻǳǘ ŜǘƘƻǎ ōŜƛƴƎ ǳƴŘŜǊƳƛƴŜŘ ōȅΣ άŦƻǊƳǎ ƻŦ 

ƛƴŎƻƴǎƛǎǘŜƴŎȅΣ ŎƻƴŦƭƛŎǘΣ ŦǊŀƎƳŜƴǘŀǘƛƻƴ ŀƴŘ ŘƛǎƘŀǊƳƻƴȅέ ǿƛǘƘƛƴ ƛǘ όǇомоύΦ  

 

One of the other by-products of the Vision Statement was cited as its being a vehicle for discussion 

around ethos, as encouraged by Donnelly (2000; 2004). This is noteworthy in that, if schools wish to 

have an umbrella ethos under which their own ethos will sit, then arguably this role of the Vision 

Statement may ŎƘŀƴƎŜ ǘƘŜ ǎŎƘƻƻƭΩǎ ŜǘƘƻǎ ǘƻ some degree, as staff engage in discussions around what 

it means, as articulated in the Vision Statement, to be a Controlled school. Therefore, it is very difficult 

ǘƻ ƛƳŀƎƛƴŜ ŀ ǎƛǘǳŀǘƛƻƴ ƛƴ ǿƘƛŎƘ ŀ ǎŎƘƻƻƭΩǎ ƛƴŘƛǾƛŘǳŀƭ ŜǘƘƻǎ ǿƛƭƭ ǊŜƳŀƛƴ ŜȄŀŎǘƭȅ ǘƘŜ ǎŀƳŜ ŦƻƭƭƻǿƛƴƎ ǘƘŜ 

acceptance of a sector-wide ethos.  

 

Another interesting role of the Vision Statement is in the confidence it will bring to articulating ethos. 

Earlier it was discussed that schools are scared to articulate what they stand for and need the words 

with which to do this (Green and Cooling, 2009; Deakin Crick, 2002). If the words of the Vision 

Statement are not just an aspirational ethos (Donnelly, 2000) and relate to and agree with the 

ǇǊƛƻǊƛǘƛŜǎ ƻŦ ƛƴŘƛǾƛŘǳŀƭ ǎŎƘƻƻƭǎΩ ŜǘƘƻƛ όŜǘƘƻǎ ƻŦ ƛƴǿŀǊŘ ŀǘǘŀŎƘƳŜƴǘ όƛōƛŘύύΣ ǘƘŜ ǉǳŜǎǘƛƻƴ ǿƛƭƭ ōŜ ǿƘŜǘƘŜǊ 

the schools agree with and buy into these words, rather than paying lip service (ethos of outward 

attachment (ibid)).  

 

Whilst the general consensus was that the Vision Statement would not be responded to as a policy 

directive, this contrasted with the views that schools will adapt it for their circumstances, echoing the 

literature on policy implementation, enactment, interpretation and translation. The views of the 

ǇŀǊǘƛŎƛǇŀƴǘǎ ŀƴŘ .ŀƭƭΩǎ όмффоύ Ǉƻǎƛǘƛƻƴ ƻƴ ǘŜȄǘǎ ōŜƛƴƎ ǊŜŀŘ ŀƴŘ ǊŜ-ǿƻǊƪŜŘΣ άƛƴ ŘƛŦŦŜǊŜƴǘ ǿŀȅǎ ōȅ 

different actƻǊǎέ όǇммύ ǿƻǳƭŘ ƭŜŀŘ ǘƻ ŀ ŎƻƴŎƭǳǎƛƻƴ ǘƘŀǘ ǎŎƘƻƻƭ ƭŜŀŘŜǊǎΣ ŀǎ .ŀƭƭΩǎ ǇƻƭƛŎȅ entrepreneurs 

(2011a), will consider their context and adapt the Vision Statement accordingly.  



94 
 

Impact 

 

However, should the Vision Statement be accepted as an overarching statement of a single ethos, 

what might be the potential impact upon the sector? In again applying the ethos test, the following 

suggests how the characteristics of the 8 interconnectors might be impacted by the introduction of 

the CSSC and the adoption of the Vision Statement: 

 

Interconnector Current characteristics Potential impact of CSSC & Vision 
Statement 

Culture Individual schools, each with their 
own ethos, feeling that they are 
working in isolation 

A collective of schools, whose 
individual ethoi sit under a single 
ΨǳƳōǊŜƭƭŀΩ ŜǘƘƻǎ 

Climate Schools being made to feel that they 
are not achieving as well as they 
should 

{ŎƘƻƻƭǎ ǎǳǇǇƻǊǘŜŘΣ άƛƴ ǇǊƻǾƛŘƛƴƎ ƘƛƎƘ 
ǉǳŀƭƛǘȅ ŜŘǳŎŀǘƛƻƴέ 

Environment An uncertain and challenging 
educational landscape with no body 
to advocate or represent Controlled 
Sector interests 

An uncertain and challenging 
educational landscape with a body to 
advocate and represent Controlled 
Sector interests 

Atmosphere Sense of distrust, disconnect and 
frustration with educational 
authorities who leave the tough 
decisions to individual schools  

Sense of trust and connection within a 
body which advocates and represents 
Controlled Sector interests  

Identity Individual schools, with little or no 
connect between them, and very few 
opportunities to connect with other 
phases 

Schools connected via membership, 
communications and events 

Mission To celebrate in a unified way the 
impact that Controlled schools have 
upon the pastoral, spiritual, moral, 
physical, emotional and academic 
needs of its pupils, but with no 
mechanism to do this 

To celebrate in a unified way the 
impact that Controlled schools have 
upon the pastoral, spiritual, moral, 
physical, emotional and academic 
needs of its pupils through the CSSC. 

Spirit Historically linked to the Protestant 
churches, with a Christian character, 
but scared of and uncertain in 
articulating this in contemporary 
society 

Historically linked to the Protestant 
churches, with a Christian character, 
which is clearly articulated. 

Values Inclusive, open and increasingly 
integrated; built upon the foundations 
of a Christian tradition, albeit with 
these being expressed to different 
degrees in the various phases 

Inclusive, open and increasingly 
integrated; built upon the foundations 
of a Christian tradition articulated 
across all phases. 

 
Table 3: a comparison between the characteristics of the Controlled SectorΩǎ current and potential ethos interconnectors 

 

This projected impact could lessen the degree to which an ethos is created in an ethos-leadership 

vacuum and could conceivably lead to an ethos for the sector which would be quite different to that 

suggested currently. Such an ethos could be that the Controlled Sector is represented, connected, 
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trusting and supported. It is made up of individual yet connected entities, is open to all, clearly 

articulates its Christian foundations and celebrates what it does. 

 

Whilst the above is potentially a very positive step for the sector, it is, however, questionable whether 

it will have the same impact at school level or can have the same impact in any two schools. This is 

because of the view above that schools will respond to it according to their context and interpret, 

translate and enact it in different ways. It is also because of the very fact that every school already has 

their own ethos, each of which will be the sum of the characteristics of their 8 ethos interconnectors. 

No two ethoi are alike because their interconnectors will never be exactly the same and, even if only 

one of the interconnectors is different, this will create a different ethos. In the same way, therefore, 

dependant on how many of the interconnectors might be impacted by the Vision Statement, 

consequently each ethos will be impacted in different ways and to different degrees. That said, what 

it could bring to schools is a closer sense of a collective in bringing some commonality to some of their 

interconnectors. 

 

Inclusivity 

 

In understanding that the CSSC will need to approach the dissemination of the Vision Statement 

carefully and tactfully, participants agreed witƘ .ŀƭƭ ǘƘŀǘ ƛǘ ŎŀƴƴƻǘΣ άŀǊǊƛǾŜ Ψƻǳǘ ƻŦ ǘƘŜ ōƭǳŜΩέ όмффоΣ 

p11). Recognising that it will carry with it historical baggage (Furlong, 2000; Handy and Aiken, 1985; 

Solvason, 2005), with an assumed imprimatur of the Protestant churches, an acknowledgement will 

ōŜ ƴŜŜŘŜŘ ǘƘŀǘΣ ŀǎ ǎǳƎƎŜǎǘŜŘ ōȅ ²ƛƭƭƛŀƳǎ όнлллΣ ǇттύΣ ǘƘŜ ǳǎŜ ƻŦ ǘŜǊƳ Ψ/ƘǊƛǎǘƛŀƴΩΣ άǿƛƭƭ ƴƻǘ ōŜ 

ŀŎŎŜǇǘŀōƭŜ ǘƻ ŜǾŜǊȅōƻŘȅΦέ tŀǊǘƛŎƛǇŀƴǘǎ ǊŜŎƻƎƴƛǎŜŘ ǘƘƛǎΣ ȅŜǘ ŀƎǊŜŜŘ ǿƛǘƘ CŀǊƴŜƭƭ όнллпύ ŀƴŘ IŜƳƳƛƴƎ 

(2011) that those who subscribe to a different branch of the Christian faith and, indeed, those from 

other faiths welcome an ethos which is explicit in standing upon faith values. 

 

Lƴ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘ ǘƘŜ ǇǳǊǇƻǎŜ ƻŦ ǎŎƘƻƻƭǎ ƛǎ ǘƻ ƻǇŜƴ ƳƛƴŘǎ ǊŀǘƘŜǊ ǘƘŀƴ ŎƭƻǎŜ ǘƘŜƳΣ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǾƛŜǿǎ 

resonated with McLaughlin (2005, ǇонмύΣ ǿƘƻ ŀǊƎǳŜǎ ǘƘŀǘ ǎŎƘƻƻƭǎ ǎƘƻǳƭŘ ŘŜŀƭ ǿƛǘƘΣ άƳŀǘǘŜǊǎ ƻŦ ƳƻǊŀƭ 

ǘŜȄǘǳǊŜ ŀƴŘ ŎƻƳǇƭŜȄƛǘȅέ ŀƴŘ ǿƛǘƘ ²ƛƭƭƛŀƳǎΩǎ όнлллύ ƻǇƛƴƛƻƴ ǘƘŀǘ ǎŎƘƻƻƭǎ ǎƘƻǳƭŘ Ǉƻƛƴǘ ǘƻ ŦǳƴŘŀƳŜƴǘŀƭ 

answers and higher goals. Yet there was a clear acknowledgement of the difficulties in doing this in 

modern society. While there was a clear challenge to the views of Brown (2010) and Hemming (2011) 

that we are no longer a Christian society, participants were in agreement with Voas and Crockett 

(2005) that church attendance is dwindling, with Farnell (2004) and Hemming (2011) that fewer 

parents subscribe to a religious adherence, with Bakker and ter Avest (2005) that teachers are less 

likely to openly express faith, with Clarke and Woodhead (2015) and Woodhead and Catto (2012) that 

people are expressing belief in less traditional ways, and with Brown (2010), Bruce and Voas (2010), 

Hemming (2011) and Voas and Crockett (2005) that society has become more secular. 

 

The one participant who agreed most with Hirst (1972) about education moving beyond religion was 

the one who most vehemently argued for the separation of church and state, and of church and 

education. This view resonates with those given as examples by Baumfield (2003), CRE (1990) and 

Locke (2003) over the public nature of education and the private nature of religion, with the criticisms 

of faith-based education cited by Berkley (2008), CCMS (2007), Hemming (2011) and Hughes (2011), 

and with the charge of proselytising inferred by Hyland (2000) and McAleese (2000). Yet, the strength 

of thiǎ ǇŀǊǘƛŎƛǇŀƴǘΩǎ ǾƛŜǿǎ ŘƛŘ ƴƻǘ ǊŜŦƭŜŎǘ ǘƘŜ ǊŜǎǘ ƻŦ ǘƘŜ ǘǿƻ ŎƻƘƻǊǘǎ ŀƴŘΣ ǇŜǊƘŀǇǎΣ ǊŜǎƻƴŀǘŜǎ ǿƛǘƘ ǘƘŜ 

suggestion of Hagan (2016) and Hull (2002) that those who do not come from a faith perspective find 

it difficult to conceptualise the faith-education connection. Indeed, for the majority of the participants 
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ǘƘŜǊŜ ǿŀǎ ŀ ŎƻƴǾŜǊǎŜ ŦŜŜƭƛƴƎ ǘƘŀǘΣ ŦƻǊ ǘƘƻǎŜ ǿƘƻ ŘƻΣ ƛǘ ƛǎΣ άƛƴŎƻƳǇǊŜƘŜƴǎƛōƭŜ ǘƻ ǎŜǇŀǊŀǘŜ ŦŀƛǘƘ ŀƴŘ 

ƭŜŀǊƴƛƴƎέ όtƛƪŜΣ нллпΣ ǇмрмύΦ 

 

There was a consensus amongst the participants which agreed with Clarke and Woodhead (2015, p6) 

ǘƘŀǘ ǊŜƭƛƎƛƻƴ ƛǎ ǎǘƛƭƭΣ άŀƴ ƛƴŜǎŎŀǇŀōƭȅ ƛƳǇƻǊǘŀƴǘ ŀǎǇŜŎǘ ƻŦ ƻǳǊ ƳƻŘŜǊƴ ǿƻǊƭŘέ ŀƴŘ ǘƘŀǘ ǘƘŜ Vision 

Statement ƛǎ ŀ ǿŀȅ ǘƻΣ άŎƻƳŜ ŎƭŜŀƴέ όtƛƪŜΣ нллуΣ Ǉтύ ŀōƻǳǘ ǘƘŜƛǊ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ǘƘŜ ƳŜǎǎŀƎŜ 

(Williams, 2000) which it espouses. In doing so, this will enable parents to make an informed choice 

about what a Controlled school is and stands for. Although it is an explicit choice for some parents to 

send their children to a school based on its religion, especially when the faith resonates with that of 

home (Brady, 1982; Pike, 2008), many do not. However, for the latter, often their choice is made 

because of the very fact that faith is at the heart of the life of the school (Farnell, 2004; Hemming, 

2011).  

 

The Christian values which participants believed were so attractive to parents of different faiths and 

none echo the sentiments of Pike (2008) on parents wanting different values for their children than 

those flaunted on TV and other media. As outlined above, the participants agreed with 22 cited 

examples from the literature of values being integral to education and its ethos, especially with Angus 

(1998) that these should be based upon shared values. Of course, it is easy to share values with those 

who agree with them, or who come from and underǎǘŀƴŘ ƻƴŜΩǎ ǇŜǊǎǇŜŎǘƛǾŜΣ ōǳǘ ǿƘŀǘ ŀōƻǳǘ ǘƘƻǎŜ 

ǿƘƻ ŘƻƴΩǘΚ  

 

As with any walk of life in which a philosophy for living is expressed, people need to see it to believe 

it. If it is not lived out, people will very quickly become disillusioned and, as suggested by Donnelly 

(2000) in her appraisal of why some parents opted for integrated education, people can make an 

alternative choice as a stand against what is being espoused, rather than for that alternative. Parents 

and pupils alike can see through empty rhetoric (Pike, 2011) and, if the Vision Statement is to form 

the basis of a collective ethos for the sector, and if schools are to use it as a confident way of stating 

what they are and stand for, then parents and pupils will need to see that Christian values stand for 

all of the positive attributes cited by the participants. If, on the other hand, they see Christian values 

in a negative light, tainted by the tensions of bLΩǎ past and outworked through an attitude of perceived 

fundamentalist intransigence, such values will quickly become anathema and parents and pupils will 

feel disengaged and disenfranchised. 

 

 

 

 

The Policy-ethos connection 
 

The research began with a contention that there was a link between ethos and policy and the review 

of literature found very clear examples of this. In comparing, in the parenthesis, the views of the 

participants on policy to the literature on ethos, it is possible to strengthen the contention of this link. 

Policy, like ethos: 

¶ is about the creation of an environment in which practice can flourish (EdCon; Frieberg, 1999; 

Glover and Coleman, 2005; Graham, 2012; Haydon, 2006);  

¶ must be coherent to be effective (ChEd2; McLaughlin, 2005);  

¶ is about the people on the ground (TUO; EdCon; ChEd1; PrimP3; SpP; NurP; Canavan and 

Monahan, 2000;  Charles and McHugh, 2000; Dellar, 1998; Donnelly, 2004; Green, 2009; 

McGuinness, 2000; Moos, 1979; Smith, 1995; Smith, 1998; and Solvason, 2005);  
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¶ should involve discussion and consensus (ChEd2; Ball, 2013; Coolahan, 2000; Donnelly, 2000; 

Rowe; 2000);  

¶ should leave some room for reality (Pol2; PrimP1; PrimP2; Chadwick, 1994; Donnelly , 2000; 

Green, 2009);  

¶ should be an overarching framework (TUO; SpP; Callewaert, 2006);  

¶ should acknowledge that it will be interpreted in a variety of ways (ChEd1; ChEd2; GramP; 

TUO; Ball, 1993);  

¶ should be cognisant of context (SEO1; SERO2; ChEd2; Allder, 1993; Clark, 2000; Fairclough, 

1992; McLaughlin, 2005); 

¶ needs to be mindful of the community (Pol2; SecP; Pike, 2008; Smith, 1995; Smith, 2003). 

 

Policy, argued the participants, needs to take account of ethos, is interpreted through ethos, is 

impacted by ethos and is influenced by ethos. The clear connection between the two is that policy too 

hŀǎ ŀ άǎƛƎƴƛŦƛŎŀƴǘ ƎŀǇέ όtǊƛƳtнύΣ a gap between policy and practice, which is manifested in a gap 

ōŜǘǿŜŜƴ ǘƘŜ ǇƻƭƛŎȅ ΨƛŘŜŀƭΩ όEisner, 1994; Ball, 1990; 1997; 2006; 2013; Berkhout and Wielemans, 1999) 

ŀƴŘ ŀ ΨǊŜŀƭƛǘȅΩ ƻŦ ǇǊŀŎǘƛŎŜ ό!ǾŜƭŀǊΣ нлмсΤ .ŀƭƭΣ нллсύ ǿƘƛŎƘ ƛǎ ŦŀǊ ǊŜƳƻǾŜŘ ŦǊƻƳ ǘƘŀǘ ƻŦ ǘƘŜ ǇƻƭƛŎȅ-makers 

(Ball, 1997; 2006). The brƛŘƎƛƴƎ ƻŦ ǘƘƛǎ ƎŀǇΣ ǘƘŜΣ άƛƴǘŜǊŦŀŎŜέ ό{9hнύ ōŜǘǿŜŜƴ ǇƻƭƛŎȅ ŀƴŘ ǇǊŀŎǘƛŎŜΣ ƛǎ ǘƘŜ 

understanding of the reality of schools and educational professionals.  

 

If there are obvious connections between policy and ethos found in the literature and the research, it 

would appear that the interconnector is values: values underpin both ethos and policy (Angus, 1998; 

Ball, 1990 and 2013; Ball et al, 2011a; Berkhout and Weilemans, 1999; Boldt, 2000; Braun, Maguire 

and Ball, 2010; Cibulka, 1994; Deal and Peterson, 1999; Donnelly, 2000; Ebbut, 2002; Furlong, 2000; 

Glover and Coleman, 2005; Green, 2009; Hill, 1991; Hyland, 2000; Kitching, 2013; Kogan, 1975; 

McGuinness, 2000; McLaughlin, 2005, Monahan, 2000; Mulcahy, 2000; Pike 2008; Pring, 2000; Smith, 

1998; Swanson, 1989; Torrington and Weightman, 1989; Trowler, 1998; Williams, 2000; Wilmott, 

1993). The participants believed that values are the basis for ethos and, as such, policy should be 

shaped, challenged and developed in light of these values: ethos therefore creates a value framework 

within which policy and practice are implemented.  

 

This raises the question of whether it is possible to receive policy and enact it in practice if it is contrary 

to the ethos of the school. Philosophically and ideally, it could be argued that it is not, and Donnelly 

όнлллΣ Ǉмрнύ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ŜǘƘƻǎ ŜȄǇƭŀƛƴǎΣ άǿƘȅ ǎŎƘƻƻƭǎ ǊŜŀŎǘ ƛƴ ŘƛŦŦŜǊŜƴǘ ǿŀȅǎ ǘƻ ǇƻƭƛŎȅ ƛƴƛǘƛŀǘƛǾŜǎέΥ 

it would be hard to imagine policy contrary to Islam being warmly received and enacted in a Muslim 

Free School in Brent, or likewise policy contrary to Roman Catholicism in a Maintained school in 

Belfast. 

 

However, if there is no defined ethos for the Controlled Sector then it is extremely difficult for an 

individual school to defend itself against ǇƻƭƛŎƛŜǎ ǿƘƛŎƘΣ άŎƻƴŦƭƛŎǘέ ǿƛǘƘ ό{ŜŎtύ ƻǊ ŀǊŜΣ άŎƻǳƴǘŜǊ-

ƛƴǘǳƛǘƛǾŜέ ǘƻ ό/Ƙ9Řмύ ƛǘǎ ŜǘƘƻǎ; it is very hard for a single school to Ψswim against a tideΩ, and if there 

are 558 schools with 558 different ethoi, then it is next to impossible to argue against policies which 

are deemed to be at variance with each. However, if there is one clearly articulated ethos for these 

558 schools (and one voice in the CSSC), then surely it is a lot easier to contend against policies which 

are felt to conflict with that ethos. 

 

So, is the necessity for a single ethos more than identity, more than wanting what the other sectors 

have; is it actually about, for the first time since the creation of NI, Controlled schools understanding 
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that a coherent ethos enables them to clearly articulate why a certain policȅ ƛǎ ΨƎƻƻŘΩ ƻǊ ΨōŀŘΩ ŦƻǊ ǘƘŜƛǊ 

school?  

 

/ƻǳƭŘ ƛǘ ōŜ ŀǊƎǳŜŘ ǘƘŀǘ ȅƻǳ ŎŀƴΩǘ ŜƴŀŎǘ ǇƻƭƛŎȅ ǘƘŀǘΩǎ ŎƻƴǘǊŀǊȅ ǘƻ ŜǘƘƻǎ ōŜŎŀǳǎŜ ǘƘŜ ŜǘƘƻǎ ǿƻƴΩǘ ƭŜǘ 

you? Ethos therefore is the determinant of policy; it is the rubric for policy; it is the scales on which 

policy is weighed; it is the checks and balances against which policy is allowed to occur and, for policy 

to occur, it has to pass through the ethos. In essence, if there is no ethos, policy can run amok 

unchecked; therefore the importance of ethos ς and its ultimate interconnection with policy ς is not 

just that it can be viewed and understood through the lens of policy, but that, at the same time, it 

creates the conditions within which policy can be implemented: it is the filter through which policy 

must pass for it to be congruent with the ethos. 

 

Ethos as the filter for policy 

 

 
 

Figure 2: An infographic representing ethos as the filter between policy and practice 

 

The research would suggest that the respondents did not grasp this concept to the same extent as the 

ǇŀǊǘƛŎƛǇŀƴǘǎΣ ǿƛǘƘ ǊŜǎǇƻƴǎŜǎ ǘƻ ǉос ǇǳǘǘƛƴƎ Ψa benchmark against which to judge whether policy is 

compatible or incompatible with the sectorΩ ŀǎ ǘƘŜ ƭŜŀǎǘ ǇƻǇǳƭŀǊ ŎƘƻƛŎŜ ŦƻǊ ǿƘŀǘ ŀ ǎƛƴƎƭŜ ŜǘƘƻǎ ƳƛƎƘǘ 

bring to schools. The participants, however, saw that ethos can give confidence to leadership in how 

to interpret, translate and enact policy and that it is easier to formulate policy when cognisance is 

taken of ethos.  

 

It was therefore interesting that there was such a variety of positions by the Principal participants 

ǊŜƎŀǊŘƛƴƎ ŀ ΨƘƛŜǊŀǊŎƘȅΩ ōŜǘǿŜŜƴ ǘƘŜ ǘǿƻΣ ǿƛǘƘ ƘŀƭŦ ƻŦ ǘƘŜƳ ǘŀƭƪƛƴƎ ƻŦ ŀƴ ŜǘƘƻǎ-basis upon which policy 

sits. However, despite their philosophical views on strata, there was a feeling that the real situation in 

N. Ireland  is that policy doesnΩǘ ǘŀƪŜ ŀŎŎƻǳƴǘ ƻŦ ŜǘƘƻǎ ŀƴŘ ǘƘŀǘ ǇǊƛƴŎƛǇŀƭǎ Řƻ ƴƻǘ ŦŜŜƭ ŜƳǇƻǿŜǊŜŘ ǘƻ 

ǳǎŜ ŜǘƘƻǎ ǘƻΣ άƧǳǎǘƛŦȅ ƴƻǘ ƛƳǇƭŜƳŜƴǘƛƴƎ ǘƘŜ ǇƻƭƛŎȅέ όtǊƛƳtмύΦ  

 

Could it be argued that these positions and the views of the respondents to q36 are a consequence of 

a sector which has had little or no experience of a collective ethos, and it is therefore difficult to 

conceptualise how policy could be subject to and filtered by it? It would be interesting to see whether 

participants from the Maintained or Integrated sectors agreed with their views. Perhaps they would, 

or perhaps they would agree with GramP that, if a school (and a sector) is secure in its ethos, then 

policies, which come and go, are of little consequence as these institutions will continue to function 

with an eye to that ethos, regardless of what any policy dictates. 
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It is acknowledged that this research, by design, has been quite broad. However, it is argued that, in 

light of the recent introduction of CSSC and its current work on ethos development, it is timely, 

relevant and impactful. In addition to all of the strands of it being interconnected, it has in itself 

brought to light a series of gaps, connections and interconnections.  

 

These gaps have become apparent between: the intended versus the reality, both in relation to ethos 

and policy; the ethos of the Controlled Sector and its schools; an understanding of what the churches 

do in the sector as opposed to individual schools; the desire to have an overarching, collective ethos 

and for schools to retain their own; and the gap or vacuum of ethos-leadership. 

 

Connections have also become clear between: ethos and policy; ethos and other terms; churches and 

educational policy; churches and schools; and faith and education. These have led to the identification 

of some interconnectors: ethos and the 8 interconnectors; RE as the interconnector between the 

churches, policy and individual schools; values as the interconnector between ethos, policy and 

schools; and ethos as the interconnector between policy and practice. 

 

Whilst the research attempted to reach as broad a consensus as possible by interviewing 8 principals 

across the 5 phases and 8 key policy actors, and taking on board the responses of a quarter of the 558 

schools within the CS, it is acknowledged those who assisted in the work are individuals with their 

individual opinions, backgrounds and worldviews. Lǘ ƛǎΣ άŘƛŦŦƛŎǳƭǘ ƴƻǘ ǘƻ ƛƴŦƭǳŜƴŎŜ ŀƴŘ ōŜ ƛƴŦƭǳŜƴŎŜŘ ōȅ 

ǘƘŜ ǊŜǎŜŀǊŎƘ ǇŀǊǘƛŎƛǇŀƴǘǎέ όWƻƻǘǳƴ Ŝǘ ŀƭΣ нллфΣ Ǉпрύ and, despite the hope that they would represent 

ǘƘŜ ǾƛŜǿǎ ƻŦ ǘƘŜƛǊ ǊŜǎǇŜŎǘƛǾŜ ΨŎƻƴǎǘƛǘǳŜƴŎƛŜǎΩΣ ƛǘ ǿƻǳƭŘ ōŜ ƴŀƠǾŜ ǘƻ ŀǎǎǳƳŜ ǘƘŀǘ ǘƘƛǎ ŀƭǿŀȅǎ happened, 

ŜǎǇŜŎƛŀƭƭȅ ŀǎ ŀ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ǊŜŦƭŜȄƛǾƛǘȅ ǊŜŎƻƎƴƛǎŜǎ ǘƘŀǘΣ άŀƴȅ ŦƛƴŘƛƴƎ ƛǎ ǘƘŜ ǇǊƻŘǳŎǘ ƻŦ ǘƘŜ 

ǊŜǎŜŀǊŎƘŜǊΩǎ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴέ όǇ45). 

 

During the research process, we often find ourselves ruminating on the ways in which our 
own aspirations, characters, values, philosophies, experiences, belief systems, political 
commitments, and social identities have shaped the research. We also ponder about how 
the research may have touched, affected and possibly transformed us, as professionals, 
as researchers and as persons. 

(Palangas et al, 2017, p430) 
 

The conclusions and recommendations below, presented under the Research Questions posed in the 

introductory chapter, are however an attempt at a faithful summary of these views and an 

extrapolation of them as being the views of the organisations and phases represented.  

 

 

1. ¢ƘŜ ΨǿƘŀǘΩΥ What is ethos and how does it pertain to the Controlled Sector? 

 

What is ethos? 

 

There is no doubt that ethos is a difficult concept to pin down and it is a continuing lack of a clear 

identification which makes it so difficult to understand and isolate. Although it is closely linked to 

character, and was originally used to describe the trustworthiness of a speaker, character is more 

about the individual, whereas contemporary understanding of ethos relates to the collective.  

 

What is clear is that it is about the context in which it is set; the history, geography, belief system, 

people and relationships. It is the frame within which organisations exist and act, suggesting who they 
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are, what they stand for, where they are going and how they expect to get there. Ethos is dependent 

on clear leadership, trust, and a sense of shared understanding, values, responsibility and ownership. 

Simultaneously it shapes and is shaped by those with whom it connects, and simultaneously it shapes, 

challenges, encapsulates and articulates values.  

 

It is all very well to suggest that you know it when you see it, it is part of how we are, or it is what 

makes us tick, but this brings no closer a clear definition within an organisation or an educational 

system. What is needed, therefore, is a more accurate way of looking at all of the elements which 

surround ethos to see if they can identify this nebulous concept ς an ethos test. 

 

This research contends that such a test is possible by using 8 interconnectors, which are the most 

commonly used terms associated with, confused with, or substituted for ethos: culture; climate; 

environment; atmosphere; identity; mission; spirit; and values. In acknowledging that ethos is found 

in the gap between a formal articulation of it and a lived experience, the research suggests that this 

gap narrows down a possible definition, but is still quite a broad concept. The research therefore 

proposes that, within this space, the identification of the attributes of the 8 interconnectors will bring 

a much sharper focus to ethos and aid in an identification of it. 

 

So, ethos exists in the space between what is formally articulated and what actually happens. The 

formal frames it and the lived defines it. The lived is the domain of the 8 interconnectors, at the 

intersection of which a much clearer definition of ethos is possible. 

 

What are the qualities and attributes of the Controlled Sector? 

 

Whilst Controlled schools are generally happy, productive institutions, which are highly regarded in 

the community, the Controlled Sector is a broad, diverse amalgam of these individual schools which 

has felt unsupported, leader-less and voice-less, resulting in a lack of clear, coordinated direction. This 

has led to a lack of trust in educational authorities and a sense of isolation from each other, especially 

inter-phase, with a degree of Ψbattening-down-the-hatchesΩ to protect their individual interests.  

 

It is a sector of ambiguities, neither secular, nor Protestant; Christian, yet open to all faiths and none. 

It appears to be defined by what it does not have, rather than what it does, looking at its closest 

comparators with envy over their representation, advocacy, funding, leadership, quality control and 

overt acknowledgement of a faith basis. Whilst each school is at the centre of the community, there 

is a sense that each sees itself as the centre of the universe, with no sense of community between 

them.  

 

What is the current ethos of the Controlled Sector? 

 

There is little doubt that the Controlled Sector is fragmented, yet has an ethos, albeit one which is 

contested, unarticulated and diluted from its historical roots. What ethos exists has been created in 

and by an ethos-leadership vacuum, largely being an amalgam of the ethoi of its constituent schools 

ς ǿƛǘƘ ǘƘŜ ŘŜƎǊŜŜ ƻŦ ŀ /ƘǊƛǎǘƛŀƴ ōŀǎƛǎ ŘŜǇŜƴŘŀƴǘ ƻƴ ŜŀŎƘ ǎŎƘƻƻƭΩǎ ƛƴŘƛǾƛŘǳŀƭ ǊŜlationship with the local 

Protestant churches - but devoid of any formal frame.  

 

Applying the ethos test, the research concluded that the current ethos of the Controlled Sector is 

unrepresented, disconnected, distrusting, under-appreciated and frustrated. It is made up of individual 
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entities, which feel isolated and unconnected and, although it is historically linked to Christian values 

yet open to all, it is unable, unwilling and uncertain in articulating what it does and what it stands for. 

 

 

2. ¢ƘŜ ΨǿƘƻΩΥ Who influences the ethos of the Controlled Sector? 

 

Is the CSSC a necessary step for the Controlled Sector? 

 

Within a context of distrust, frustration and impatience with the educational authorities, and inequity 

with the Maintained and Integrated sectors, the establishment of the CSSC has been long-awaited, 

hard-fought and warmly-welcomed. Whilst it has much to do to prove itself and needs to ensure that 

its status is defined, already it is winning the trust of the sector, through an elected Council, highly 

regarded and experienced staff, effective communications and opportunities for cross-phase events.  

 

Whatever concerns there might be over the introduction of another educational body in financially 

constrained times seem to be over-looked in the desire for an organisation to unite, unify, represent, 

advocate and articulate. Schools quite clearly want an organisation to speak on their behalf and see 

the CSSC as a credible and trustworthy vehicle for this. 

 

²ƘƻǎŜ ǾŀƭǳŜǎ ŀǊŜ ōŜƛƴƎ ŜǎǇƻǳǎŜŘ ƛƴ ǘƘŜ /{{/Ωǎ Vision Statement? 

 

Despite assurances and evidence of some consultation, it seems clear that the Vision Statement was 

based upon the values of (and written by a representative of) the Protestant churches. Yet it would 

appear that these values are not at variance with the majority views within the sector and so it must 

be concluded that they reflect what the sector believes itself to stand for. 

 

What is the ongoing role of the Protestant Churches in the Controlled Sector?  

 

Whilst there is an awareness of the role of Protestant churches in the governance of the CS, there is a 

lack of understanding of their historical involvement and their wider policy contribution. This is 

compounded by an often ineffective selection of Transferor governors, many of whom lack an 

understanding of their representative role and some of whom do not possess the strategic skills for 

board membership. The churches need to understand that this is a key area in their influence of the 

sector and be more strategic in approaching it. 

 

The relationship between individual schools and local churches is valued and, in the phases in which 

the churches have historical rights of representation, a greater connection would be welcomed. There 

is a clear link ōŜǘǿŜŜƴ ǘƘŜ ŜȄǘŜƴǘ ƻŦ ǘƘŜ ŎƘǳǊŎƘŜǎΩ ŎƻƴƴŜŎǘƛon and their influence over a Christian 

ethos within a school, which translates into different degrees of this ethos being manifested in the 

five main phases of the sector. One area of interconnection between the churches, schools and the 

sector is in the area of RE, in which the churches have rights over the policy direction and the delivery. 

However, the churches must ensure that the curriculum is fit for purpose in a more diverse society, 

that the subject is afforded equal status with others, and that teachers are supported to understand 

and deliver it effectively. 

 

With a more secular society and the emergence of newer denominations and expressions of individual 

faith, the Protestant churches need to Ψstep up to the markΩ if they are to continue to make any real 



103 
 

impact upon and have influence over Controlled schools. This should be done by a higher public profile 

within the policy-making arena and a greater attention to practical support at school level. 

 

3. ¢ƘŜ ΨǿƘȅΩΥ Why might a single ethos be of importance? 

 

Why a single Controlled Sector ethos is or is not important 

 

The importance of a single ethos is in providing unity and coherence, and in articulating the collective 

values, mission and identity of the sector. A single ethos can act as a filter through which policy can 

pass in order for it to be interpreted, translated and enacted in accordance with the ethos of the 

sector.  

 

Such an ethos needs to be embraced by Controlled schools, who will resist any imposition of it upon 

them. A single ethos needs breadth and an acknowledgement of context; whilst it may define the 

sector, it may not necessarily define its schools.  

 

Why the Vision Statement is or is not an appropriate basis for a single Controlled Sector ethos 

 

Despite a certain blandness of language and a potential for confusion or misinterpretation, the Vision 

Statement is a clear and coherent statement of intent. Its use will provide confidence in articulating 

what many Controlled schools are already doing and clarification that this is what all of them should 

be doing. Its existence will negate the lack of ethos-leadership and consequent vacuum, ensuring that 

a more clearly defined ethos for the sector is in evidence. 

 

In applying the ethos test, the acceptance and adoption of the Vision Statement, and the introduction 

of the CSSC, has the potential to lead to a different ethos for the sector in comparison to that which it 

is suggested currently exists. A new ethos might suggest that the Controlled Sector is represented, 

connected, trusting and supported. It is made up of individual yet connected entities, is open to all, 

clearly articulates its Christian foundations and celebrates what it does. 

 

At school level, it will impact in two ways: firstly, as a tool to open discussions about what it means to 

be part of the collective of Controlled schools, it will change individual ethoi to a certain degree; 

secondly, however, it will not change them all to the same degree, as the 8 interconnectors of each 

individual ethos will be different in each school. 

 

How might schools receive, translate, interpret and enact the Vision Statement? 

 

Schools are happy to accept the Vision Statement as an over-arching statement of the ethos of the 

sector, but wish it to be an umbrella under which their own individual ethos will sit. Schools will either 

use it as a stand-alone to supplement their own ethos, incorporate it into their own ethos, or 

contextualise it to fit their own ethos. 

 

What are the social justice implications of the Vision Statement? 

 

Whilst a Christian faiǘƘ Ƴŀȅ ƴƻǘ ōŜ ŀǎ ƛƳǇƻǊǘŀƴǘ ŦƻǊ ǘƻŘŀȅΩǎ ǎƻŎƛŜǘȅΣ ǘƘŜ ǾŀƭǳŜǎ ƛǘ ǇǊƻƳƻǘŜǎ ŀǊŜΦ CƻǊ 

those who share that faith, it is difficult to separate it from education, whereas for those who do not, 

it is not. However, those who espouse no faith for themselves acknowledge the benefits to their 
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children in being educated within the context of faith values, especially when those values compare 

favourably with those of society.  

 

The importance of the Vision Statement in this regard is that it is transparent. Whereas a Christian 

ethos may have been assumed in the past, parents really had no comprehension of what they were 

ΨōǳȅƛƴƎ ƛƴǘƻΩΤ ƴƻǿΣ ƭƛƪŜ ǘƘŜ Maintained and Integrated sectors, there is the potential for parents to 

understand where the sector stands on this issue. So long as the values espoused are inclusive, 

tolerant and respectful of difference and leave room to communicate, explore and celebrate other 

worldviews, it is difficult to see how they might offend. 

 

4. What is the connection between ethos and policy? 

 

Policy and ethos are primarily about people; their reactions and relationships; their communities, 

contexts and communication. The connection is also seen through the fact that ethos creates the 

environment in which policy can be put into coherent practice, through discussion, consensus, 

negotiation and compromise, understanding that both policy and ethos should form the overarching 

framework, leaving room for the realities of real-world situations. Interconnected by values, policy is 

interpreted through, and impacted and influenced by ethos. Ethos is therefore the filter between 

policy and practice, through which policy must pass in order for it to be enacted. 

 

Conclusion 
 

This research contributes to the body of knowledge by proposing a new conceptualisation of how 

ethos can be identified. Ethos is nebulous, but can be less so if isolated at the intersection of culture, 

climate, environment, atmosphere, identity, mission, spirit and values, and by proposing an ethos test 

which can lead to a clearer ethos picture, even in fragmented organisations or systems such as NIΩǎ 

Controlled education sector. In attempting to define the sector and its ethos, the study has also added 

to an under-explored area of research in the N. Ireland  education system and will therefore be of 

benefit to the academic community, but also to those immediately invested in the work of schools: 

the politicians, policy-makers and stakeholders who create, enforce, influence and contribute to the 

direction of education; the governors, principals and teachers who translate this into reality through 

their daily work; the parents who entrust their children to care of these professionals; and the pupils, 

who are the direct recipients of the system. 

 

In addition to a lack of collective representation, support and leadership, which is being redressed by 

the introduction of the CSSC, the Controlled Sector has suffered from an undefined ethos. It has 

therefore been unable to articulate what it is, what it stands for, where it wants to go and how it can 

do this. It is hoped therefore that the work on ethos remitted to CSSC and, in particular, its Vision 

Statement, will form the firm basis upon which the sector can stand and the banner under which it 

can unite. 

 

If schools embrace it and the idea of a single ethos, it is hoped that they will see its value, not just in 

giving a collective sense of values, mission and identity, but in creating a collective filter through which 

policy must pass. Ethos is more than a statement or a framework for operation; it is the articulation, 

expression and manifestation of who we are, what we do, how we do it and why we do it in a certain 

way. It is the key which unlocks an understanding of us at the same time as it is the gateway which 

that key fits and through which must pass anyone or anything which might hope to influence us or 

what we do. 
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Influence is power and control, and if ethos is the gateway, then those who influence the ethos - the 

gate-keepers - wield tremendous power, because whoever influences the ethos controls the ethos, 

and whoever controls the ethos controls the policy, controls the schools, and ultimately controls the 

education system in N. Ireland.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 


