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The Presentation Centre is pleased
to present this report on the
outcomes and learning for policy
from its New Learning Experiences and
Outreach Programme. The programme
ran over a four year period in seven
locally based pilots.

People in local organisations were
encouraged to develop new ideas
and approaches to learning. The
programme provided support for
the development of initiatives in
response to unmet needs, and
explored how to engage people in
learning through outreach.

The report is titled Learning Together - lifelong
learning and outreach. The central themes of
the report focus on bringing people and
organisations together to learn: whether
different age groups coming together in
intergenerational learning, organisations
working together in integrated approaches to
provision, or outreach to connect with new
learners. The report also aims to connect
practice to policy-making.

Learning Together presents the outcomes and
lessons learnt. It provides an overview of

the difference the programme made at local
level in the lives of people who participated:
increased con dence, personal growth,
engagement in learning opportunity and an
increased sense of having a say , especially by
young people.

There are many valuable outcomes for policy
learning. The need for integrated approaches
in service provision is highlighted. A model
of intergenerational learning emerged.
Approaches to outreach strategies provide
useful models for policy and practice. There
is a call for increased investment for the
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development of a range of innovative learning
approaches to ensure that all young people
and adults, particularly those affected by
educational disadvantage, bene tfrom
education and learning systems.

We hope the report will be helpful to a range of
groups: community organisations engaged in
lifelong learning, services engaged in outreach
work; family support centres, schools, youth
work organisations; and policy makers in the
statutory and voluntary sectors.

David Rose Nano Brennan pbvm
Director Chairperson
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building a
more just and
more Inclusive
soclety where
peoples rights
and dignity
are respected
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1.1

Background to Programme

The Presentation Centre for

Policy and Systemic Change

was established in 1999 by the
Presentation Sisters to assist in the
development and implementation of
avision and strategy for the future
of Presentation Ministry in Ireland.
This resulted in the development

of a Strategic Plan, Towards a New
and Radical Agenda (2002-2006). The
vision expresses the Congregation s
commitment to:

building a more just and more
inclusive society where people s
rights and dignity are respected
and where communities are
empowered to reach their full
human development; and to
working with communities in
collaborative and participative ways
to overcome poverty and social
exclusion (Call for Proposals for
Pilot Programme, 2002, p. 1).

The Four Aims of the Strategic Plan (2002) are
as follows:

1. To promote and enable education for social
transformation

2. To promote and develop innovative
responses to unmet needs in and with
communities experiencing social exclusion

3. Toin uence public policy and promote
systemic change

4. To promote and defend human rights
and create awareness and take action on
international development issues (pp. 7-8).

The decision to initiate a programme to pilot
new educational experiences was situated
within the Strategic Plan. It was anticipated
that, in particular, it would contribute to
achieving Aim 1 above. It was also anticipated
that it would contribute to the achievement
of other aims, particularly Aim 2 on social
inclusion and Aim 3 regarding policy and
systemic change.
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Education for Social Transformation is at

the heart of the Strategic Plan and is centred

on the recognition of the need for a new
understanding and a new practice of education
in the adult and community or informal sector
as well as within the formal school sector.

The Call for Proposals (2002, p. 1) states that
Lifelong learning is the core value at the
centre of this new educational paradigm ,

and it endorses the OECD view of a life-

long learning approach which advocates a
sweeping shift in orientation from institutions,
schools and programmes to learners and
learning . The Centre is involved in a number
of ways in promoting and supporting learning
innovation. Examples here include the national
conferences organised by the Centre over the
past two years.

In 2005, the conference Discovering the

Hidden Connections focused on the need for a
more exible education system that would
accommodate the diverse needs and capacities
of every learner. In 2006 the Conference
Learning Spaces Community Places explored

the need to rethink the design of schools and
education centres to re ect newer approaches
to curriculum, teaching, learning and
assessment. Other examples of this concern
with learning innovation are the Centre s
proposal to develop a gobal learning centre

in Cork and the piloting of a model known as
Notschool.net which utilises ICT to engage young
people not currently engaged in learning.

12

1.2 Focus, Aims and Anticipated
Outcomes of the Programme

The Call for Proposals (2002, p. 2)
expressed interest in proposals that
would build on current initiatives as
well as those that would:

develop new approaches to adult
and community education that
promote inter-generational learning,
the full human development of
individuals and the collective
development of communities.
Integrated approaches and outreach
strategies to the hard to reach to
overcome barriers to participation
in local initiatives and services are
suggested as key strategies.

In particular, it was stated that the Centre
would welcome proposals that seek to:

- Promote community education focused on
social transformation
- Build a network of community educators

- Promote consciousness-raising and
empowerment strategies for communities

- Develop outreach to the hard to reach
- Promote integrated approaches to learning

- Identify barriers to participation in
education for adults

- Identify new educational needs



- Promote inter-generational learning

- Alternative approaches (sic) to learning,
e.g. Multiple Intelligences

- Promote greater recognition of APEL
(Acquired Previous Experiential Learning)

- Combat educational disadvantage for
speci ctarget groups, e.g. Travellers, ex-
prisoners, drug affected people, homeless
people, refugee children
(Call for Proposals, 2002, p. 3).

It was recognised that the main bene ciaries
of the pilots would be individuals and
communities at local level. However, it was
hoped that there would be outcomes from the
programme which would provide models

of best practice that with support would

in uence policy on education and so lead to
change in the social and educational arenas .

Seven pilots were selected for the programme.

These are pro led in Chapter Two.

1.3 Policy Context

The most relevant policy context
at the time of the initiation of the
programme in 2002 was the White
Paper Learning for Life (2000). This
is described by Aontas (2004),

the National Association of Adult
Education, as marking the single
most signi cant development for
the adult education sector in its
history .
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In particular, the Aontas report emphasises the
recognition in the White Paper of Community
Education as amongst the most dynamic,
creative and relevant components of Adult
Education in Ireland . It outlines the promised
additional resources including Community
Education Facilitators (CEFs); a technical unit
under the National Adult Learning Council
which would support community education;
increased resources including a separate
funding stream for community education to
be allocated through Local Adult Learning
Boards; an increase in the Back to Education
Initiative with a speci c allocation to the
Community Education sector.

Yet as Rose points out (2006, p. 5) the White
Paper contained no formal proposal for
outreach strategies, despite the fact that the
earlier Green Paper (1998) had done so. This
was signi cant from the point of view of the
pilot programme, which included an emphasis
on this aspect in the Call for Proposals.

Educational Disadvantage was another
focus of policy concern at this time and
as Riordan (2002) points out a number of
policy documents was published setting
out government commitments to tackling
educational disadvantage. The National
Anti-poverty Strategy (1997) saw education as
a central mechanism in any efforts to break
the cycle of inter-generational poverty .
The Education Act (1998) de nes educational
disadvantage as:
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the impediments to education
arising from social or economic
disadvantage which prevent
students from deriving appropriate
bene tfrom education in schools
(cited in Moving Beyond Educational
Disadvantage, Report of the Educational
Disadvantage Committee 2002-2005;
Department of Education and
Science, 2005, p. 1).

The Educational Disadvantage Committee
was set up in March 2002 under section

32 of the above Act and in the report of the
Committee (cited above) it is highlighted that
this de nition is focused on the formal school
context and does not refer to education that is
provided in other contexts. It goes on to state:

This has led to an unnecessary
fragmentation in policy on
educational disadvantage and a
failure to gain maximum bene t
form various programmes and
initiatives that have been put in place
(Preface by the Chairperson, p. iv).

On the other hand the White Paper Learning for
Life (2000) argued that community education
could play a crucial role in breaking the cycle
of inter-generational poverty through targeted
interventions with vulnerable parents (cited

in Riordan, p.29). The themes of support for
inter-generational learning, community-based
initiatives and integrated approaches were all
emphasised within the pilot programme.
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Riordan also highlights the National
Development Plan (2000-2006) which committed
the government to the development of an
integrated programme of education, training
and infrastructural measures to promote
social inclusion . Also the Education Welfare

Act (2000) is relevant here, the main focus of
which was to ensure that young people at risk
of early school leaving would complete their
education, preferably within a school context.
There was a commitment to provide a range
of strategies in this regard. There was also
limited recognition of the possibility of
out-of-school provisions.

Therefore the focus and themes of the
pilot programme were clearly situated
within the policy context and concerns
of the times. It sought to demonstrate
how policy commitments could be met
in practice and also how some gaps in
commitment, e.g. outreach strategies,
could be addressed.

1.4 Purpose of the Study

The terms of reference for this
report are as follows:

The aims of the research and the report:
- To collate learning from the seven pilots

which constituted the Pilot New Learning
Experiences and Outreach Programme



- Toinform the Presentation Centre
regarding future policy work

- To inform the Presentation Centre
regarding the role of pilots in informing
its policy agenda

- Toactas aresource to the organisations
who participated in the pilots and similar
type organisations in the community and
voluntary sector

Speci cally the report will:

1) Determine if there are lessons from
practice within the pilots that may be
used toin uence policy on learning and
social inclusion

2) Capture the learning for local
organisations and the Presentation Centre
in terms of good practice regarding the set
up, management and evaluation of pilot
projects and programmes

3) Make a brief assessment regarding the
achievement of the aims of the Programme
and its contribution to the policy agenda of
the Presentation Centre

1.5 Approach and Methodology

The approach in the report is to
attempt to synthesise the learning
emanating from the programme by
drawing out common themes across
the pilots whilst acknowledging
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differences relating to the different
contexts, approaches and focus.
An overview of outcomes from the
pilots is outlined. It is not intended
to provide a high level of detail on
each pilot as this is available in the
individual evaluation reports.

The report is not an evaluation of either the
individual pilots or the overall programme.
However, some evaluative questions are posed
at programme level. In particular an assessment
is attempted regarding the achievement of the
aims of the programme and its contribution to
the policy agenda of the Centre.

1.5.1 Methodology

The study predominantly entailed a
documentary review, drawing on documents
generated within the programme and, in
particular, mid-term and nal evaluation
reports of individual pilots. Other documents
such as the Call for Proposals, completed
application forms and periodic reports
produced by the pilots and the programme
were also reviewed.

This was supplemented by insights provided
by members of the monitoring committee and
by one facilitated meeting with the committee
which also involved representatives from two
of the pilot projects.

A reference group for the report was
established and this comprised the monitoring
committee, a representative from one of the
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pilots and a representative from an independent
academic institution. This group agreed the
terms of reference, approved an outline for the
report and commented on a draft report.

A brief review of key public policy documents,
as well as related literature and websites, was
also carried out.

Whilst some limitations of this approach are
acknowledged (e.g. no direct contact with the
pilots), it is felt that the individual evaluation
reports provide a useful link to the pilots. In the
majority of cases these included input from a
range of stakeholders including the direct target
groups for the individual pilots. Every attempt is
made to honour the efforts of all those involved
in the pilots.

1.6 Structure of the Report

The report is structured as follows:
Following this Introductory Chapter:

Chapter Two s main function is to give factual
information on the programme and the
individual pilots. It outlines information on the
Programme including the Call for Proposals,
the application process as well as the structure,
approach and supports offered. It also pro les
the seven pilots, giving a brief description of the
host organisations, the focus, approach and key
activities of the pilots. The aims, objectives

and anticipated outcomes are summarised in
table format.
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Chapter Three identi es the outcomes from
the pilot projects. These are understood as,
what happened as a result of the activities of
the pilots at local level, in other words, what
changed or was different?

Chapter Four re ects on these outcomes

and identi es policy learning from the pilot
projects which has applicability at both local
and national levels. This chapter examines

and outlines what processes contributed

to the successful outcomes. It also outlines
operational learning for the local organisations
and the Presentation Centre.

Chapter Five makes a brief assessment of the
achievement of the aims of the programme.

L PN B EENENEEEBENEBEERENEREEREESEESNERENERNRNNENNNENNENNENENNNDLN®R
L B B R B B R B R BN BRI BN N NN R NN NN NNENENNENNEINN

L O BN BN BN BN BN BN BN BN BN BN BN BN OB B BN OE B NN OE BE BN N I 3N I IR N N O I I I N N NN NN



L O B B R B B B B B B BE B B BN BN B B BE N A BE A A B N R B BN BN R N N B N N N B N
L L B I I BB N N BN BB BN ORI I N N EENNENNENNNENNNE:N-NMN)
L B BB BB B B B B BN BB BN ORI I N NN ENENNNNNENNNNENN N
L N NN NN EENENENENEREIEIREIESHSNSZSEIEZSZSEIHERS:SH;EHSES;NENSESEJSNSN-ENNNEDNE.H;N;NN
L NN NN NN NN NENREREIEIMSIMNIHEI®SIESS:SIHEZ:;SKREZRZJSSE-RI®SNENSESNNENENRSRS-SN N
L B BN I I B B B B B BB B BB NN ORI N NN NERENNENNENNNENNNEEJMN;NHMN)]
L NN NN NN N NENENENIMSMNNEIRERZSHSEIRIMEIHSES:;:NENEER®E:SNN-NEWNNIMSBE.H;N;SEMN)
 H E N EENENEENNENERREIRESNLS®ENDLSIHESH;NESE:;NERNDNENNENNNENNSRERS-NNN,
L B OB OB I BB B B OB B BB B B B OB B BB B N OE N BN I NN NN NN NN NN N
L B BB BB B BB B B BB B B O BB EE NI I NN ENNENENNENNNENNMNNES:N;NEN]
LN NN N NN EENENERREIRENIMSMNIZSEI®SEIMNZSIESH;NJ;SHNZE-SRZ®SEM.NHSNE;SN-NENNRMSERE.S:S.S®NMN)
LI B OB OB BN BB BB R B BN BN NN NN ENNERNNNENENNENNEHNNENSNI®N.
B BB BB BB B B BB B B B B R BN OB R BN BN OO BN NN N NN NN NN N N
L NN N NN NN N NENNERNIMSMNIEISRIESIEHMNRZSJ;SNZSE-:N®E:®EZS.NJ-SES;SNNE-NNMNRMBE.S:.S;NRN|
BN N EENEENENEEEENEEEREEEENNENNENNENNEENENRENERNNRNLNHMNHN.
LI B O I B B NI B I B L IR B OB BB BN B B BN RN N N N N N N NN NN
L N NN N NN N NNNERNIMNMNMEMNRIESIERMNRZESEJ;SNZ-E-:N®SE:ERZS.SNS-SES;SN-E-NSNNMNERE.S:S;:R N
 EENENENEENENEENENENENEEENNNNENNENNNNNENNN-RNNGNEZHNMNHN.
SRR RN RRN RN RN NN EE PR PR R R RO RN
LB OB O I IR B BN NI IR N N NN NEEENNEMNNENNEEENNENNENENNNERNNEN.,]
LI B B B B B RN N I N NN RN R NN NENNENNENMNS-SES:SH:SH;NHEH®.R®:RHN;
SRR RN E RN R PR RSO ER RN
LB BB OB B OB B B OB B RN RN B OB B B R BN N BN NN N ENENNENNENENNNRE:NNEN.,]
s REEERY PR AR AR EE R EE P E RO E R RSN
L B O I B B B IR B I NI NI IO BN I I BN RN N NI N NN N N
RPN RS EESE R RS R R RS EN
88800 A E R E RPN
L L I I B B B B B BN BN B B B B B BN R B I BN NN I N NN N NN NN NN
L L B B OB B B ORI B OB R R B R B B R N O N R N N N NN NN NN
S eSS RSP A AR R B E R BN
L L B B BN BN B BN B BN B O BE B B B B BN BE BE OBE O BN BN R N BN O BN BN IR R N A B IR I N
LB B B B B B RN BN OB BN R R B R N B AR R I O IR N O N I O N N NN NN NN NN
FE S FESNEES AP A R E PR R PR RN
TSP RRRRPERFEAAAA AR RSP
L L BN B BN BN B BN BN BN B O BE IN B OBE BN BN R IR IR O R BN K N BN O B BN AN B N M N N N N N
PRSP RSSNERE A AT AR EEE PR E RS
PSPPSR AEATEEAEYPEAA AR A RN P PP
L L BN B B B B B BN BN B O BE BN B O BE B BN R B IR BE N OE N BN O B N N N N I N
TP RPN AYAAR AR PR
TS PRSP RAMAEATERAREA PR RPN
s 92 aEsERe AR ASEBHEREEEREENERSTEDEEEEN
L L B B BN BN B BN BN BN B BRI B OBE B BN R B MR O BE N OE OE BN O B B A A NN N N
' E EH E N EE EEEEEREEREREREREENENEEE NS F T FES FE S EHEEEEE®E®ER»=I



B s s ag s b0 s bne o s tn -&-n--tm‘v-tl}
T FENEEFNREES 'FEIEERLEE SR SARsASN
a & B

"
L B A B A SEA a a8 a A0S 8A A E S



Y F RS FRYSTFYFFREYSFRYYFFYSTRFYRFFYYSFNTFFY YRR PFESRFFETFN
BLEN O B B I I B N N N NN N RN NN N RN NENENEIE-}NHEIEHMNDME:EIM:MN®ERES;NM;J;:.

L BN N N NN NN NN NENERNENERNRSMSNEMS.SH:NHRIMS.H;NMERIES;SHEIEISM;SZSE®ER:SM:SLEIMN.SMS.S;.EM;NMNRHEH;NMNIK.
L N B N BB N N NN N NN NN N NN NN NN N NE NN NN NNSNNNNNMNIKE,)
Ll Y L LI N I N N NN NN NN NN ENENRNNERSHNENRIREZSHNEH®E.S;SHREJE;NNERIRE.
L 92 FRS FR RS FEAS PRSP PR PR PR RPFER PRSP N
L L B NN NN NENENNENEREZSHNESNIESEHNREZS:SHNIES.Z;SHRIMNSISES:SMNSMNSEHMNHMNIMEMNHMNI,;
[ C‘l_llili‘llilll'llliilﬁllilllﬁi_li\..-‘_llﬁ
' 4 FFS FRE RS FREAEFRFN SRS FFRFFRAS EFRAF R 'R
L S S A A REa L B B N NN NN SERVE VR
* LI L B LN B B LU LI B L B N NN IR N
L S F 2 EFPFARFFN F. 9% 0 FFRaaEFrae. ___I90E
L 4 02 ERD FP A S EFES ERD R
L & kb A Fwd A E N N E BN NN N NE/MNDNEESJSE NN/
L L B B ) TT R R R R R RS AN
L a2 FFa LN BN N NN NN EER N NENERNDLSNRNIE.,
* kW k08 asE s bayr-""rhddese & YTEES

(] kb dE BB N L I I N IR NN B NN NN BN N

L LI B NI ] LN N L EE N NN N EENRERE SRR NNENRE,;

] ¢89S FB B T4 re 3 RN - @ " &

] A ke $u i T TRy BN EedE AL E R

FR A EPE PPN L] L N I N M N R N R SN NN N

L ] S F0 S FBBRRID asE T EE. " B EFRAEFRE DR N
* ] 4 k08 &0 & E b N L N I N N s N N N N N BN -0 & &
L LI L B B d RN R aR
* ¥ S FEFPSEFEFREFRAE RN 3 FF8" «9FFRE - == 8%
* k S k0 FEDRA R FD T T AT dd 2SR RAFERAERDD
LI LB B O N B I B L AN L L B B B B M B YRR I D I N N N
L N N B R NN N N BN L N N DN S B L N M N N N
2RSS FRAR FRR FR RS FEA AN SRS E PSR G BFRY 2" RS AR
+ v s &b Ak d e [ B BN BN St I R v &k a e EES
L N R N EE N EERENNERZSNEIEHNZSEH.EH:RS;JEHJRIEJ:EJ;NIE.Z;BESVNEREENNERSNHE®SRSNNRHJEIR)
S FEY R FRA FRRFFRE PR S Fn . FL 4o F T FRE "D E
2 k08 &0 0 E DRSS EES R A B - _ 4 BB
bk d A AR AR R AR RS- ERAR
LN N E R NERNNNEESNRENESNENENNERREZSERNIEJNS.I®E}N SNSRI N NN RN NN R
20 EFEA ERAE FREAY . AR . DR PR R A RS RN
*+er AR AR P RE BREE RS i L B ~ W aR
A a e AR A RN T AR T AR ARERAS RS S dAsER AR
2 FEFEFR R FRR PR RA TR FEFR PR v w v FEwwerwwed &
2k F S A A RS RN RS RS AR RS R A R d AR S
L L B B B L B B L B L B AR B e B B L B R e L IR I S L B L BB
S FE S EFRAFEFREFEFYEE A BB EP” T FFS B EFREEFATERERFEYT S EFERAE
2 4 R ERA FREYd BEE VEEREF A EEREER e R R A EEES
4 kS & edd Fd PSS b R A A RS E vl RS ERd &R A RS a S
L O B B L B I N A N N N N I N N R N N
2 e FRA FRA FRE DA FERAFERNFERESEEDYN PR PR PR RS RN
L B N I N N R NN NN ENENERNENRREZSMSHNEIRZSH.EHRIM:EH;SRIE.S;SMNIE.-;HBIM:NIMSSEMNSMSNS.SMNRH;NHEHMNEH;NIR,;
L B B L B B L I L B N B B BB L BB LI B R N BB L B N L L
T FRS R FRAE FFR R FR A F R PR ERR PR PR YRR RN

I E BN BE EEEHEET EEEEFEFEEEEFE " EEESEE S E " BB E D D E E D EE EEE EEEEE B



A key aim of
the programme
was to develop
best practice
and capture
policy learning



This chapter outlines information on

the programme including the criteria for
inclusion, the application and selection
processes, the structure of the programme
and the supports provided. It also gives a brief
pro le of the seven pilot projects which were
supported within the programme.

2.1 The New Learning Experiences
and Outreach Programme

2.1.1 Call for Proposals
The Presentation Centre wished to support a
number of pilot projects which would meet
unmet needs inspeci ¢ communities and
result in the development of models of best
practice and policy learning. It developed
and distributed a Call for Proposals [see
Appendix] (Presentation Centre, 2002). This
was distributed to Presentation centres and
initiatives involved in community education
and in community development work and to
Presentation schools.

The Call for Proposals set out the following:

Background and focus of the Programme, linked
to Aim One in the Presentation Ministry s
Strategic Plan, To promote and enable
education for social transformation

Rationale, in particular stressing life-long
learning as the core value at the Centre
and the desire to contribute to a new
educational paradigm

Purpose, stated as meeting unmet local
needs; leading to learning lessons for best
practice and for in uencing policy

Target groups, which stressed an area-based
approach and emphasised a strong focus
on community action and community
development but also with a particular
emphasis on groups identi ed by the
National Economic and Social Forum
(NESF) as at high risk of poverty

Supports offered by the Presentation Centre, e.g.
assistance in formulation of proposals;
support at design stage; research input and
ongoing monitoring and review as well as
nancial support in certain circumstances.
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The criteria for the projects were set out
as follows:

- Contribute to a new vision of education

- Target educational needs not currently
being met

- Have outcomes to bene tthose who are
educationally disadvantaged

- Promote the principles of partnership and
participative decision-making

- Are designed to enable community groups
to make the link between local problems
and the social, economic and political
structures in society

- Are designed to enable useful lessons for
policy-makers

- Include other networks and agencies
- Have potential for systemic change

- Start where community is at and are
accountable to the community in which
they are based.

The application form to be completed by
proposing organisations included a section
on outcomes. These were requested in terms
of (i) the target group; (ii) local organisational
relationships; (iii) community empowerment/
social transformation and (iv) policy

in uencing/ systemic change.

It was speci ed that projects did not have to
meet all the criteria. It was also stressed that
the overriding criteria were that the activities
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in the proposal did not contribute to duplication
and that the main bene ciaries were those who
are disadvantaged.

2.1.2 The Application and Selection
Process
Thirty-seven applications were received,
28 from community-based organisations/
projects and 9 from schools. The applications
were assessed by an internal group in the
Presentation Centre and also by external
independent assessors (Tom Daly, Third System
Approaches), using the criteria. A facility
was offered to applicants who were deemed
to be worthy of support but whose original
application proposal was under-developed.
This involved the applicants engaging in a
process with Centre personnel to further
develop the proposal.

Applicants who were not selected were offered
advice on alternative sources of funding and
some were referred to other Presentation
groups for support, e.g. ministry development
groups.

Ultimately seven pilot projects were chosen for
support. For these, the following requirements
were outlined:

- Acommitment to participate in ongoing
monitoring and evaluation through regular
meetings with the Presentation Centre

- Ongoing reporting through regular
quarterly reports on the pilot s progress
and an annual report



- The development of a strategy document/
development plan based on proposals
and detailing actions to be undertaken
each year

- Agreement to advertise locally any
position to be funded by the Presentation
Centre; agreement that recruitment be in
line with equality legislation; employer
responsibilities to rest with the partner
organisation

- Establishment of an appropriate local
management structure for the pilot

- Record of income and expenditure
accounts for grants received from
Presentation Centre.

2.1.3 Programme Structure

The original timeframe for the programme
was a maximum of three years. The Call for
Proposals was circulated and application
forms were to be submitted by December
2002. In practice the projects came on board
in a more staggered way and therefore ended
at different times. The broader timeframe was
2003-2006.

The Presentation Centre initially envisaged
a support role including technical supports
rather than a predominantly funding role.
Those applying were encouraged to source
their own funding from public bodies

and other agencies. However, the Call

for Proposals did go on to specify that a
limited amount of funding is available for
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new initiatives unable to source funds . In
practice the Centre did provide funding to

all the projects and this varied, based on
circumstances.! The support was mainly
provided by two of the Centre s Programme
Leaders with input also by the Director and the
Research Of cer. A monitoring committee was
established. Membership of this committee
included the Director, Programme Leaders
(who ful lled a support role with local pilots)
and the Research Of cer.

The approach adopted by the Centre aimed
to shape the pilots through provision of
overarching aims, core values, promotion of
a model based on community development
principles as well as speci ¢ related criteria.
It also aimed to achieve this through ongoing
contact and review and by inclusion of a
requirement of the pilots to be involved in
ongoing evaluation. It promoted an outcomes
approach by asking for the speci cation

of outcomes at different levels in the
application form.

1 Asthis report is not attempting a cost /bene t
analysis of the programme the levels of funding
overall or to the individual pilots is not outlined.
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2.2 The Selected Pilots

The following gives a brief picture

of the seven host organisations

and pilots. A summary of the aim,
objectives and anticipated outcomes
from the pilots is included in Table 1.

1. Millennium Family Resource Centre,
Ballingarry, Co. Tipperary

The MFRC is supported by the Department
of Social and Family Affairs under the Family
Resource Programme. It is a community
development project with a strong emphasis
on family and family supports and has links
with many statutory and voluntary providers
(Application Form).

The pilot initiative aimed to create a positive
approach and attitude to education and
educational achievement for both life-

long learning and mainstream education
(Application Form).

The approach adopted was to initially involve
families (including extended families) in
learning through fun and then to link them to
other learning possibilities. This was re ected
in the title of the project, Fun Learning Together. In
the second phase of the pilot it was decided that
it was most important to work with mothers,
and outreach work was identi ed as necessary
to engage members of the target group.

The main activities included: arts and crafts
courses; food and nutrition courses; and
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gardening and outings. This project was largely
based in Glengoole and from now on will be
referred to as the Glengoole pilot.

2. Before 5 Childcare and Family Centre,
Church eld, Co. Cork

The Centre opened in 1974 as a Montessori
pre-school. At present 80 children attend the
pre-school and over a hundred local adults
attend courses weekly at the Centre (Exodea
Europe; Evaluation, 2006). The Centre also
runs a homework club for children from the
local Primary School and had identi ed a need
to support more parents to become involved in
the homework club.

The pilot project wished to broaden the
educational experiences of parents so that
the educational and life experiences of
children would be broadened and enriched
(Application Form).

The approach proposed was one of inter-
generational learning based on the belief that
children and parents learning together would
have both educational and relational outcomes.
The approach was modi ed as the project
developed and resulted in some activities
engaging children and parents together and
others, including the core activity, engaging
parents and children but separately.

The core activity included ongoing trips and
relationship with the Nano Nagle Centre and
Organic Farm, Ballgrif n, for children and
parents, over a three-year period. Parents



were involved in visiting other sites relevant to
their children s education, e.g. Cobh Heritage
Centre. They were also involved in art classes
with their children at Newberry House.

3. May eld Action Response for Social
Transformation, Clondalkin, Dublin

This project is committed to combating
educational and social exclusion with a
community who until recently were residents
of a mobile home environment.?

The main thrust of the pilot initiative was with
young people whose needs have not been
adequately met by the formal education sector
but the response will be holistic and inclusive
engaging with the signi cant adults in the

children s lives (Application Form). Twenty-
six children aged 4 19 and their families were
identi ed as the target group of the initiative.

The approach adopted was that of working with
Multiple Intelligences. This was understood in
the widest sense, using the model developed

by Howard Gardener, but also encompassing a
strong emphasis on the use of a wide range of
arts as a learning tool for children and adults.

The pilot ultimately resulted in three separate
though inter-related strands: Art Therapy,
Multiple Intelligences and Looking Forward,
Looking Back, a community arts and lifelong
learning initiative (Hennessy[b], An External
Review, 2006).

2 The members of the community have a long history of
involvement with the circus /travelling shows
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4. Southill Integrated Development
Programme, Southill, Co. Limerick

This organisation was established in 1993
and is comprised of 31 community-based
groups organised into seven themes. The
Formal Education Group commissioned
research to provide background information
for the future development of a programme
to meet the needs of parents and children in
Southill, particularly as they related to early
school leaving. This research was part-funded
by the Presentation Sisters (South West
Province) and the report was entitled Our
Education  Our Future (undated).

Earlier research conducted by SIDP in 1998,
entitled Targeting Human Resource Development,
highlighted that 54 per cent of the sample
surveyed had left school with no formal
quali cations. Both reports stressed the
importance of engaging people, including
parents, in second chance education.

The pilot initiative proposed to develop an
outreach strategy for attracting new groups
into learning. The approach adopted stressed
the importance of networking with all
providers and relevant community groups and
involving adult learners as researchers and
champions of learning.

5. Presentation Family Centre, Listowel,

Co. Kerry

The Family Centre was established in 1991
and is supported by the Department of Social
and Family Affairs under the Family Resource
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Programme. Its Mission Statement outlines
that it:

is a community based resource
facility that provides a welcoming
inclusive resource, supporting the
social, educational, information and
childcare needs of the community
(Presentation Family Resource
Centre Lea et).

The pilot initiative proposed the development
of a structured outreach strategy to make

the centre and its activities better known to
the people of the locality and to make it more
accessible (Application Form). Initially the
strategy involved mainly one-to-one contact,
door knocking and street walking and did not
target speci ¢ groups, although it did target
speci c areas/housing estates. In the later
phase more speci ¢ groups were targeted, e.g.
men and boys, speci ¢ courses/activities were
offered to attract members of the group based
on expressed need/interests, e.g. y-tying,®
and efforts were made to overcome some
practical barriers to people s participation,
e.g. provision of transport in rural areas.

6. Drogheda Youth Development, Drogheda,
Co. Louth

Drogheda Youth Development is a voluntary
youth organisation whose services aim to
meet the social, developmental and personal
needs of young people through a community
development approach (Application Form).

3 Anactivity related to  shing
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The pilot initiative aimed to encourage
participants to become more active citizens
through a process of research, personal
development and community action.*
Ultimately the project worked with three
groups:

- Agroup of fourteen girls (from Greenhills
Presentation Secondary School) Transition
Year aged 15-16 years

- A mixed group of twenty-one young people
(75 per cent female) aged 14-15 years

- Agroup of four boys aged 14-15 years

Later in the project a group of twelve boys
from St Joseph s CBS Transition Year were
also involved.

The activities with which the young people
engaged included a youth magazine on

social issues in Drogheda; attempted media
engagement to highlight social issues; a

lea et on teen pregnancy; a show to highlight
bullying, using Boal drama methods and a
related DVD, Beauty is in the Eye of the Beholder;
which acts as a resource for young people
(Rose, Mid-Term Evaluation, 2005).

4 This focus emerged following negotiation with the
Presentation Centre; the original application was
not successful as it was not deemed to  t with the
programme s criteria.



7. North Presentation Secondary School,
Farranree Co. Cork

The school was already involved in a number
of initiatives and opportunities to support
young people and adults in education and
learning. The former includes the Hillgrove
Lane Off-Campus Centre which works with
young people who are in danger of being
excluded from school due to challenging
behaviour. These students remain on the

roll but the development and support work
takes place off campus. There is also an
in-school support centre where students with
behavioural, social and emotional dif culties
are provided with support.

The school is involved in, and offers a number
of curricular interventions including Junior
Certi cate Schools Programme (JCSP) and
Leaving Certi cate Applied (LCA), and

is involved in the Home School Liaison
(HSCL) scheme and the School Completion
Programme (SCP). It is also involved in the
Back to Education Initiative (BTEI) for adults.

The pilot initiative proposed to develop
exible systems of Second Chance education
for adults and older teenagers and to promote

an ethos of education and life-long learning
(Application Form). However, as the project
developed the focus changed and ultimately
it was decided to focus more fully on meeting
the needs of current students in school

who were experiencing dif culties. This is
discussed more fully in Chapter Three.
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2.3 Supports Offered by
Presentation Centre

The original intention, as contained
in the Call for Proposals, was to act
as a resource to the pilot projects,
offering technical supports with,
e.g. the development of proposals,
project design, research and funding
proposals. It also offered support
with reviewing and evaluation.

In practice funding was also provided to all
projects. The level of funding varied from
project to project. In four cases it was provided
to facilitate the employment of a worker; in
Ballingarry/Glengoole, Listowel and Drogheda
this post was part-time, whilst in Southill

the funding supported the employment of a
full-time worker. In other cases the funding
was for training and development work, rent or
transport costs.

2.3.1 Support Role and Staff

Initially the programme was supported by the
Director of the Presentation Centre while other
staff were being recruited. Two Programme
Leaders were recruited at the end of 2003, one
based in Dublin and one in Cork. Their job
descriptions were broader than support for the
New Learning Experience and Outreach Programme.
The speci c brief in relation to the programme
included input into shaping the direction

and approach of the programme as well as
monitoring progress. At local pilot level the role
of the Programme Leaders included support and
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monitoring.

One leader supported ve of the pilots with
the other supporting two. The Presentation
Education Development Of cer was very
engaged with one of the pilots and on its
management committee. The Research

Of cer® of the Centre also engaged with

the pilots through inputting into training

and conducting research including mid-

term evaluations. The work of the Centre is
supported by a part-time administrative of cer
and part of this role is to offer back-up support
to the Director and Programme Leaders.

The type of support offered varied from
project to project, depending on the needs

of the project and on the particular phase of
its development. This included mentoring,
planning, reviewing and technical assistance.

2.3.2 Training

Two programme training events were
organised by the Centre for participants in
the pilot programme. The rst, held in
November 2003, focused on action research.
The second was held in May 2004 and aimed
to bring the pilots together for a number of
reasons including:

- To share the experience of the pilots to date

- Tore ecton the aims of the overall
programme

- To develop understanding of moving from
practice to in uencing policy and causing

5 This person left the Centre in 2005.
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systemic change

- Toexplore the role of the steering
committees, the four monthly reports and
the need to document the learning

- Todiscuss the issue of sustainability after
the pilots

- Todiscuss the support from the Centre.

2.3.3 Seminar/Conferences

A key aim of the programme was to develop best
practice and capture policy learning. Seminars
and conferences were used as a mechanism to
highlight the learning. A seminar was jointly
organised by the Centre and by the Southill pilot
to showcase the work and to share the learning
regarding outreach strategies in community
education. The Listowel project also contributed
to the seminar. This was held in Limerick in
February 2005 and was entitled Reaching Out.
The keynote speaker was Dr Veronica McGivney,
National Institute for Adult and Continuing
Education (for England and Wales) (NIACE),
who has researched and written extensively on
this area. In excess of 150 people attended the
seminar and these included representatives
from a broad range of voluntary, community and
statutory organisations

The pilot projects was also invited to contribute
to two national conferences organised by the
Centre; one in 2005, entitled Hidden Connections
for Learning, and the other entitled Learning Spaces
Community Places, held in March 2006.
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2.3.4 Evaluation and Research the Centre either conducted the evaluations®
Research was also identi ed as an area or commissioned external evaluators to do

to which support would be given. At the so. Table 1 outlines the timing of the formal
request of one of the pilots the Research evaluations/research and indicates whether

Of cer carried out a study with students in they were conducted by the Presentation Centre
one school to capture their views on how the or by an external evaluator.

current support systems in the school were
_meetmg Fhe”‘ need_s. Commltmer_]t tobe 6  These were conducted either by the Research Of cer
involved in evaluation was a requirement and or the Director.

Table 1: Pilot Projects  Schedule of Evaluations and Research

Project Timing of Evaluation/Research Conducted by
Drogheda October 2005 (Midterm) Presentation Centre
Farranree June 20057 Presentation Centre
Church eld December 2006 External evaluator
Glengoole 1)June 2004 (Midterm) 1)Presentation Centre
2) April 2006 2) External evaluator
Southill December 2006 Presentation Centre
May eld November 2006 External evaluator
Listowel June 2005 (Midterm)® Presentation Centre

7 Thiswas a research study rather than an evaluation
8 No nal formal evaluation was carried out, the Programme Leader with responsibility for this pilot produced a summary
re ective report
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Learning innovation
runs through all

of the pilots
attempting new
ways of engaging
people of all ages In
learning together



Introduction

This chapter deals with the outcomes
from the local pilots which, despite
their modest scale, proved to be very
fruitful at a number of levels. These
outcomes capture what was different
for individuals, groups/organisations
and/or communities as a result

of the actions of the pilots. The
outcomes are organised under three
themes: inter-generational learning,
outreach, and innovative approaches
to learning. These were the main
focus of the pilots.

Some outcomes are also identi ed under

the headings voices of learners and active
citizenship and young people. The themes

are not necessarily mutually exclusive and
outcomes were achieved across the themes
within some pilots. The programme outcomes
in terms of policy learning are outlined in
Chapter Four.

In the context of this report, outcomes are
understood as relating to the consequences

arising from the outputs, i.e. what happened
asaresult of the outputs of a project or
programme. Outputs refer to the speci ¢
services, courses and activities of the pilot
projects (Barr, Hashagen and Purcell 1996, p.
23). Outcomes and how they are measured can
be both qualitative and/or quantitative.

The literature regarding evaluation of
community development and developmental
processes generally highlights the dif culties
associated with the evaluation of such
processes. These include the complexity of
the social, cultural, political and economic
contexts in which projects operate and which
can impact on what outcomes are achieved.
Dif culties also arise in measuring outcomes
as these may not necessarily be visible or may
take a long period to become evident.

Other issues include: the need to go beyond
numbers, e.g. levels of participation, to
examine the quality of the participation and
what happens as a result of that participation;
the absence of clear base line data against
which to measure progress; and at a very
practical level the scale of projects, the
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timeframe and the resources available to them,
including organisational capacity.

Many of the issues outlined above applied

to the pilot projects. This includes their
developmental nature; the scale (many were
modest in nature and the pilot aspect was
often only a small strand in the wider work
of the host organisation); the resources
available to it, and the absence of base line
data. Nonetheless, the evaluations identi ed
concrete outcomes, drawing on qualitative
methods including interviews and focus
groups with key stakeholders in the projects.
In most cases this included direct contact with
members of the target group(s).

This chapter largely draws on these
evaluations. They were completed at different
stages in the development of the pilots and in
anumber of cases in uenced the approach in
the second phase. However, where evaluations
were not available other sources were
consulted, e.g. Programme Leaders reports.

3.2 Inter-generational Learning

The Call for Proposals encouraged
initiatives that promote inter-
generational learning . However,
it did not specify what was
understood by this in the context
of the programme. Three of the
pilots Glengoole, Church eld
and May eld had an explicit
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focus on this aspect. Based on the
application forms of these pilots, the
understanding in the pilots broadly
emphasised the importance of the
involvement of parents (families)

in their children s education.

Stress was placed on the need to
engage parents in positive learning
activities, based on the belief

that many of them had negative
experiences during their own
educational journey. There was also
an emphasis on the need to enhance
the capacity of parents to play a
more central role in the education
of their children.

The focus in the pilots was on initiatives based
in the community which linked with relevant
local schools and, where available, with home
school community liaison (HSCL) personnel.
The community based nature of the initiatives
was felt to be central to the achievement of
successful outcomes particularly, for parents
with negative experiences of schooling.
However, although the location of the
activities differs, the understanding of inter-
generational learning in the pilots was broadly
similar to the understanding informing the
HSCL scheme.

Breakfast and homework support clubs, as
set up by HSCL coordinators and now run in
schools and some community centres would
become a means of involving parents from
avery early stage in creative and focused



educational activities and so would help them
to be more committed to the development of
their children s education (The Home School
Community Liaison Scheme in Ireland: From Vision
to Best Practice, 2006, p. 146).

Different approaches emerged within the
pilots but, initially at least, they proposed
learning activities which would involve parents
and children together. The emphasis in these
pilots was on parents and children rather than
the education system. Also, in practice, the
participants in the pilot activities were mothers
and children and though efforts were made to
engage fathers in at least some cases, this did
not happen (Exodea, 2006).

3.2.1 Outcomes for Parents

The types of anticipated outcomes which
were identi ed within pilots included:
greater involvement of parents in children s
education; increased numbers of parents
involved; more involvement of local people
in community and other programmes; skills
development relating to child development/
education; empowerment of parents.

Actual outcomes will be discussed under the
following two headings: Greater involvement
in children s education and parents
development and engagement with

life-long learning.

Greater Involvement in Children s Education
and Learning

In Church eld the evaluation (Exodea Europe,
2006) highlights that, as an outcome of the
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project, parents were more involved in the
homework club, in summer schemes and
in the school. The latter was demonstrated
by very high attendances at parent/teacher
meetings. Some of the parents stated that
they achieved better relationships with their
children through the common experience
of either doing things together with their
children or doing similar things separately
and subsequently sharing this experience.
They also observed that it helped bridge
the gap between the life experiences of
parent and child. Parents could see more of
a role for themselves in linking with their
children s education.

The parents noted a dramatic change in their
relationships with teachers in the school; they
were less afraid of teachers whom they had
perceived as authoritarian gures (Exodea,

p. 11). The teacher interviewed for the
evaluation commented that the level of
attendance of parents at the parent-teacher
meetings was unprecedented since
participation in the project and the homework
club (Exodea, p. 13).

In Glengoole the outcomes identi ed
included in some cases parents and children
transferring the learning together to the home
context . Feedback from parents suggested
that having quality time and doing things
together was a key bene t; it was also noted
that parents were more con dent in their
dealings with the school ((Hennessy, 2006][a],
pp. 14-15). The evaluator (Hennessy, p. 15)
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observed: Given that those targeted in the
pilot were those least likely to have a positive
relationship with the school, this is a very
signi cant achievement within such a short
timeframe.

In the case of May eld, the inter-generational
aspect did not develop as originally proposed.
However, there is evidence that some parents
became more involved in their children s
education. A number became directly involved
with their children s learning through
helping to organise the event to showcase

the children s/young people s work as part of
the Multiple Intelligences (MI) strand of the
pilot. For some this resulted in developing

an understanding of the Ml approach, and
the evaluation highlights that one parent
encouraged this approach within the home
(Hennessy, 2006(b), p. 18).

In the art therapy strand parents were
consulted in advance regarding the
involvement of their children and were given
feedback, shown the art work and invited to
celebrate the success with them. This also
involved identifying the learning to be brought
back into other activities.

Outcomes for Parents Development and
Engagement in Life-Long Learning

In Glengoole and Church eld there is evidence
of clear outcomes for parents own learning
and development.
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In Glengoole most of the parents interviewed
identi ed feeling more con dent and being
more assertive as a result of being involved
in the pilot project (Hennessy, 2006 (a), p.
14). Outcomes are also evidenced by the
progression of parents into more direct
involvement in planning sessions and on the
steering group. Some of the women have
progressed on to learning and development
opportunities and one parent gave an input at
the Presentation Centre National Conference
in March 2006.

Also, according to one parent (Hennessy, p. 7),
it connects us to the resource centre and all

that goes on there, making it easier to

make the transition to other programmes

within the centre .

The relationships with other parents involved
are seen as a positive outcome, increasing
social networks and acting as a potential
source of support.

In Church eld the parents who participated
in the pilot found that the Ballygrif n
experience contributed to their personal
development as it allowed time for personal
sharing and re ection. Involvement also
broadened the experience and understanding
of parents regarding ecological issues and the
appreciation of nature.

Increased con dence, as demonstrated by
greater attendance at parent-teacher meetings,
was also an outcome. As with Glengoole, this



is demonstrated by the fact that two of the
parents made a presentation at the National
Conference in March 2006. The project
coordinator described this as a huge step for
these parents (Exodea, p. 13).

In May eld the evaluation report does not
demonstrate clear outcomes for parents in
their own right, although it may be that these
will arise from the Looking Forward Looking
Back strand.

3.2.2 Outcomes for Children

In the main, the projects under discussion here
did not explicitly state anticipated outcomes
for children; sometimes these were implicit.
However, actual outcomes were identi ed and
these are outlined below under two headings:
(i) Increased interest/engagement in education
and learning and (ii) Broadened learning
experiences. May eld did state anticipated
outcomes for children and these are dealt

with below under Innovative Approaches to
Learning.

Increased Interest/Engagement in Education
and Learning

In Church eld children were able to make
links between what they were learning in the
Ballygrif nvisits and their subjects in school.
The latter included nature studies, science,
geography and history. The coordinator in
Ballygrif n observed that this type of informal
learning made certain school subjects more
accessible to the children (Exodea, p. 15).
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In Glengoole feedback from the school
environment suggests an increase in

con dence. The evaluation (Hennessy, 2006
(@), p. 13) highlights that the activities in
which parents and children engaged are fun-
oriented and include cooking, arts and crafts
and gardening as well as outings, rather than
curriculum-oriented topics or skills. Hence,
direct impact into school-based learning was
notidenti ed.

Broadened Learning Experiences

The Church eld project demonstrated
considerable outcomes in this regard. It
appears to relate in particular to the ongoing
visits to Ballygrif n. The children who are
from an inner-city context experienced all

the seasons and cycles of life; one child was
amazed that potatoes were dug out of the
ground and questioned why they were hidden
there (Exodea, p. 14). They were also involved
in planting seeds and seeing them grow.

The outcomes achieved were seen to relate
particularly to the fact that the children had a
total of 24 visits over a three-year period.

The evaluation stressed the importance of this
aspect but also the involvement of children in
an experiential learning context that involved
all of the senses (Exodea, p.15).

There were combined outcomes for parents
and children together, particularly in relation
to better relationships. There was a strong
emphasis in the Glengoole project on building
relationships between parents and children
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and the evaluation identi es positive outcomes
here, with many parents observing the
importance of quality time with their children.

There were also outcomes that can inform best
practice regarding inter-generational learning.
These will be dealt with in Chapter Four.

3.3 Outreach

It has been recognised that outreach
strategies are required to encourage
and support the participation of
individuals and groups deemed
hard to reach . At the 2002 Aontas
Conference, Paul Belanger (then
President of the International
Council for Adult Education) stated:

Without funding earmarked for
targeted strategies like outreach
policies and special support

we will not correct the ongoing
reproduction of inequalities
(cited in Rose, 2006, p. 6).

The CORI Education Commission lobbied for
investment in outreach as part of its analysis
of the White Paper Learning for Life (2000) and
stressed that the community sector had the
most success in this regard. It also stressed the
need for more formalised linkages between
the community, voluntary and statutory
education sectors (cited in Rose, 2006, p. 2).
The Education Equality Initiative (EEI), funded
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through the National Development Plan (NDP)
2000-2006, includes an emphasis on supporting
the development of outreach strategies (www.
aontas.com/about/annualreports/2001).

An understanding of outreach developed over
time. Initially it was mainly concerned to bring
people into the centres involved. However, as
engagement developed it became apparent
that in order to be needs-led it was important
to link people with other services and centres.
It was also recognised that considerable time
was required before people might be ready

to engage in any formal structured learning
and that pre-development possibilities were
required.

The depth of the barriers preventing people
participating soon became apparent. The
co-ordinator in the Southill pilot observed:

Outreach is not simply going out

to needy people  Before they can
participate people need to be at a
stage in their lives when they can
actually cope with the effort and
commitment that education requires
(Cited in Rose, 2006, p. 9).

Veronica McGivney who, according to Rose
(2006) has done some of the most signi cant
work to date on research in regard to outreach,
describes outreach as a broad incremental
process incorporating a number of stages,
methods and approaches (cited in Rose, p. 6).



3.3.1 Outcomes Regarding Engaging
the Target Population

The insights regarding outcomes in

Listowel mainly draw on the nal report

of the Presentation Centre Programme

Leader, asa nal evaluation was not

carried out.

There is evidence that this pilot did succeed
in engaging members of groups who are
traditionally hard to reach . A key stakeholder
in the Project is certain that the outreach
initiative did make a difference and pointed
to some groups who are participating and
involved with a strong group identity . An
example here is a group of young men and
boys engaged in y-tying. There are plans
to involve some of these young people in a
community action project.

A men s groups also emerged (as the project
developed men were targeted by the outreach
worker) and is still in existence. Participants
from this group were involved in amen s
health consultation and made a submission
to government outlining issues relevant to
them (Final Report, p. 3).

At a later stage in the project the outreach
worker was also employed by another

local initiative, North Kerry Together, and the
connection between the two projects resulted
in a number of lone parent groups being
established. One of the participants in the
latter groups observed, it has given me more
con dence and given myself and my children
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an opportunity to be involved in more social
opportunities (Final Report, p. 6).

However, as the report highlights, involving
the target groups in structured activities is not
the only indicator of engaging members of
hard to reach groups. Positive outcomes can
also be seen in terms of linking individuals
to services in the community. And in some
cases the outcome was, not direct engagement
of members of the target groups, but direct
engagement of members of their families, e.qg.
their children being enrolled in a crtche or an
after-school programme.

In Southill some guantitative measures of
engagement are highlighted in the nal
evaluation. The report (Rose, 2006, p. 16)
concludes that the initiative achieved its core
objective of engaging more people in the
education opportunities offered by Southill
House: 50-60 in year one and 80 in year two.
The report also points out that this does not
include those who may have been directed to
other centres. Within the pilot it was always
recognised that the main purpose was not
simply to get people into the local centre

but to engage the target group in learning
opportunities. It is observed (Rose, 20086, p.
17) that the BTEI (Back to Education Initiative)
was accessed through the pilot project and
brought in people who had never before
participated in courses.
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3.3.2 Outcomes re Developing more
Integrated Approaches
The Southill proposal identi ed an anticipated
outcome regarding the development of a
supportive framework to ensure effective
coordination and maximise the potential of
provision of life-long learning opportunities
(Application Form). The evaluation (Rose,
2006) highlights signi cant outcomes in this
regard. A core part of the strategy was the
building of networks as well as joining with
existing ones, e.g. the Limerick Community
Education Network. A concrete outcome of
this strategy was that a number of groups
made a successful bid to the BTEI. The
coordinator gave administrative back-up to
some networks and thus contributed to the
capacity of the networks.

The report (Rose, 2006, p. 11) highlights that
the rst coordinator encouraged the sharing
of information between providers and, apart
from some instances of territorialism, found a
willingness to work together.

Networking was also seen as an important
element in Listowel. The outcomes identi ed
by the coordinator include the provision

of information and directing people to

other services. An unexpected outcome was
the employment of the outreach worker
simultaneously in North Kerry Together which
added a synergy to the work. This is observed
in the Final Report (2006, p. 5) as a small but
well chosen add-on resource which played a
disproportionate dividend . Another practical
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demonstration of this integrated approach
is indicated by the involvement of the Garda
Community Relations Initiative with the y-

tying group.

Knowledge gained in the outreach work
contributed to a deeper understanding of the
nature of the community, particularly about
emerging and changing groups and needs.

Overall there was considerable learning from
the pilots regarding outreach. This can inform
the development of a model of best practice
which will be dealt with in Chapter Four.

3.4 Innovative Approaches to
Learning

The idea that education needs to
be rethought is not a new idea.
Philosophers and educationalists
including Paulo Freire (Pedagogy of
the Oppressed, 1972) and lvan Illich
(De-schooling Society, 1971) have
argued for a radical overhaul of
education theory and systems. The
former argues for an education
for liberation rather than
domestication and emphasises
a problem posing approach to
education rather than a banking
one. He characterises the latter
as being concerned with the
acquisition of facts and knowledge



inanunre ective and uncritical

way (Freire, 1972, p. 48). He sees
education processes and systems as
highly political and argues that the
power relations between teachers
and learners have to be challenged
and changed. The Presentation
Centre, whilst not alluding explicitly
to Freire, also argues for a major shift
in thinking and systems, to allow
the development of innovative and
inclusive ways of learning.

Theorists such as Howard Gardner (Frames of
Mind the Theory of Multiple Intelligences, 1993)
have focused more on the nature of intelligence
and the narrow range of intelligences valued
and measured within traditional education
systems and practice. Gardner originally

identi ed seven intelligences and later added
another. Initially he argued that he did not
have speci c educational goals in mind but
subsequently became involved in developing
teaching approaches and testing Ml in practice
(Naughton in Hyland (ed.) 2000).

Whilst the in uence of Freire can be seen in
some areas of adult education, the degree to
which his thinking, or even Gardner s, have
been taken on board within formal education
systems is quite limited. This is despite the
fact that these systems (including in Ireland)
have demonstrated that they are not meeting
the needs of a considerable cohort of learners
(NESF, 2002). Some innovation has been
introduced in the Irish formal education
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system. For example, at primary level the
current curriculum emphasises more child-
centred approaches and includes subjects such
as social, personal and health education.

At second level a number of programmes
have been introduced, e.g. Junior Certi cate
Schools Programme (JCSP), Leaving

Certi cate Applied Programme (LCA), and
the Leaving Certi cate Vocational Programme
(LCVP). These include a wider range of
teaching/learning methodologies, a variety
of assessments and the inclusion of social
and personal education. They have been
demonstrated to bene tsome students.
However, the mainstream system remains
largely unchanged.

The introduction of a mandatory Junior

Certi cate subject entitled Civic, Social and
Political Education (CSPE) some 10 years

ago did indicate an attempt to introduce
innovation into the mainstream second-level
system. This subject has a focus on human
rights, is based ona exible curriculum which
can be student and teacher centred, advocates
the use of a wide range of methodologies, is
action oriented and includes a wider range of
assessment approaches. However, in practice
it faces many challenges. The National Council
for Curriculum and Assessment (NCCA,
2004, p. 3) observed: CSPE presents a major
challenge to schools not just in terms of time
on the timetable but also in the way it may
challenge school culture and ethos. The
current review of the Senior Cycle Programme
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offers similar opportunities and challenges to
the current system.

As highlighted in the Introduction to this
report, learning innovation is a central focus of
the work of the Presentation Centre. Innovation
here can refer to what people learn, how

they learn, where they learn and with whom
they learn. It can also be about blurring the
boundaries between learners and teachers
where all become learners or where learners
become the teachers. A core value informing the
Centre s understanding is that the needs of the
learner should be central (Call for Proposals).

Learning innovation runs through all the pilots
and particularly those concerned to promote
inter-generational learning. The latter were
attempting new ways of engaging children and
adults in learning together. In current systems
age groups are generally educated separately,
so inter-generational learning is a challenge

to current thinking. The active engagement

of parents with children in learning also
challenges current approaches where parents
are often kept at arms length from the formal
systems.

The long-term engagement of participants with
the Ballygrif n Centre could also be classed as
a learning innovation. In this example, both the
duration and experiential approaches, which
demonstrated outcomes for all, challenged the
idea that children must learn predominantly in
the classroom and from textbooks.
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All the pilots highlight the relational aspect of
education and learning processes, an aspect
that is often underestimated or undervalued.

The activities with which some of the
participants engaged may not be considered
as education in the traditional sense, e.g.
y-tying. However, the Listowel pilot
demonstrated that offering young men an
activity that was of interest to them had
positive learning and development outcomes,
beyond the speci c skill they were learning.

As the main outcomes from the inter-
generational and outreach pilots have been
outlined already, the outcomes highlighted
below mainly relate to the pilot project in
May eld. This project adopted a number of
innovative approaches to engage members
of the community in learning. As already
highlighted this included three strands: a
multiple intelligences strand; the use of art
therapy; and a later strand which is still in
progress using a community arts approach.

The evaluation identi ed outcomes for the

Ml strand. This strand was based on the work
of Gardner and was applied in a workshop
format over three sessions. It involved a short
exposure to the ideas and approach but,

due to time limitations, did not include the
logical and linguistic intelligences element.
Nonetheless the evaluation (Hennessy, 2006
(b), p. 15) indicates



that the MI tutor observed: students
absorbed the theory of MI° with
relative ease and  this was evidenced
in their involvement and contributions
to the showcasing event .

The evaluation also goes on to state that the
event helped students clarify their ideas
and stay with the project. Their excellent

performance was key in their raised self
esteem (Hennessy, 2006 (b), p. 15).

Another attempted innovation in this strand
was the involvement of Transition-Year students
from the local school as leaders of workshops
with the children. However, the evaluation
concludes that this aspect was not successful

as it would have required more support and
training for the TY students.

The main value and ongoing outcomes were
for the children who participated. They cited
examples of how the learning that took place
for them during the Ml initiative continues to
be integrated into their ongoing learning. The
evaluator concludes:

Itis amazing they seemed to
have grasped the essence of what
is essentially a very complicated
theoretical framework
(Hennessy, 2006 (b), p. 18).

9 Iltis likely that what is referred to here is that the
students grasped the idea of multiple intelligences and
how everyone can learn, rather than necessarily being
exposed to the complexity of Gardner s theory.
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The art therapy strand, though modest in scale
and length, also resulted in outcomes for the
participants such as increased con dence,
ability to listen and focus and work in a group
context. For one participant it allowed him

to celebrate and share his enjoyment of art
and signi cantly discuss issues of anger and
disappointment with regard to his relationship
with school (Hennessy, p. 12).

The third strand, entitled Looking Forward
Looking Back, only began in September 2006.
This is a multi-media inter-generational
strand and is described as a community arts
and life-long learning initiative (Hennessy,
p. 5). It entails recording the social history of
the community and celebrating its gifts and
traditions. It is too early for outcomes from this
strand to be identi ed. Preliminary outcomes
based on the consultation process for the
strand highlighted that it is engendering in the
children a sense of pride that their community
traditions will be celebrated.

3.5 Voices of Learners

Central to the pilot programme and
to the development of responses

was the desire to identify ways in
which the needs of learners could be
articulated. All pilots engaged in this
to a greater or lesser extent. Speci ¢
outcomes based on this approach are
particularly highlighted in two pilots,
Farranree Secondary School and the
Southill project.
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In relation to young people, the National
Children s Strategy (2000) emphasises the
importance of creating opportunities for their
voices to be heard. The vision statement of the
Strategy includes the following wish:

An Ireland where children are
respected as young citizens with a
valued contribution to make and a
voice of their own

(National Children s Strategy,
2000, p. 4).

As already stated, Farranree was offering an
innovative range of supports to students and
this had resulted in a reduction of the rate of
early school leaving to a current level which is
low both for the school itself and the national
average (Walsh, 2005, p. 3).

However, there was still concern that there
was a minority who were disaffected and

at risk of early school leaving. The Research
Of cer of the Presentation Centre conducted
a study with a sample of the students to get
their views on the school s systems of support
(Walsh, 2005).

It was decided to conduct a study to gain
insights into their needs from the students
perspective and use the learning from them to
inform efforts to improve the school s current
support system (Walsh, p. 2).

The outcomes from this process were valuable
both to the students and the school; the
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students felt that the process allowed their
voice to be heard and the school was provided
with insights which have helped shape and
reform responses.

There was a further unintended outcome in
that the process resulted in the school linking
with a national initiative under the auspices
of the National Council for Curriculum and
Assessment (NCCA). This initiative is known
as the Senior Cycle Network and is part of

the review and development of the senior
cycle programme. This network of schools is
involved in developing and testing learning
approaches and programmes that will engage
students with a diverse range of learning styles
and needs.

In the case of Southill, the pilot engaged
past learners in an action-research initiative
to capture the learning needs and barriers
to participation on the part of those who
were not participating. The group members
received training and were paid expenses
including towards childcare. The evaluation
report (Rose, 2006) indicates that this had
a number of outcomes. It informed the
development of an adult literacy strategy;
the research group were empowered by the
opportunity to develop new skills and make a
contribution to the community; and there is
the potential for further outcomes in relation
to the development of a model of outreach
which can be shared with others.



3.6 Active Citizenship and
Young People

The project in Drogheda focused
on the development of young
people as active citizens. As the
Application Form outlines, the
understanding of active citizenship
underlying the pilot was informed
by a structural understanding

of society and proposed using
Freirian methodologies to assist
young people to develop skills in
social analysis and social change.
However, it was also recognised
that personal development and the
building of con dence, self-esteem
and social skills was central. The
project co-ordinator observed:

The ethos of allowing young people to dictate
the pace and direction is a positive one

and will lead to them feeling much greater
ownership of any successes (Co-ordinator s
Report, February 2004).

A consultation with the Youth Sector (which
took place as part of the overall consultation
process of the Active Citizenship Taskforce)
highlights that young people are citizens and
not just citizens in waiting . This sub-group
stressed that there is a need to recognise

that education and support is needed to
foster active citizenship in non-formal

and community settings (Report on Active
Citizenship Consultation Process, 2006).
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The exponential growth in participation in
the Young Social Innovator (YSI) Programme?®
testi esto astrong interest among young
people, given the opportunity and support.

In the context of the pilot in Drogheda, the
evaluation highlights that young interviewees
saw itas giving something back to the
community . In terms of outcomes, the

rst co-ordinator observed increases in
the esteem, con dence and organisational
skills of the participants and added that the
participants say it made them think more
about their communities (Rose, 2005, p. 10).

The students from Greenhills School who
linked with the DYD and the pilot, as part
of their involvement in the Young Social
Innovator Programme, evaluated the link as
positive for them. This group also identi ed
outcomes for themselves arising from
involvement in the YSI. These cannot be
attributed solely to the pilot as this programme
is already in operation in a wide range of
schools, though the link with the pilot may
have enhanced them. The students in their
evaluation concluded that:

visiting DYD every week has been
an absolute joy and the group is
currently working very hard on
retaining the strong links and

10 This programme involves young people in Transition
Year and more recently also in Youthreach Centres in
exploring social issues and in engaging in innovative
actions to tackle social problems.
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friendships which we have made
there (Rose, 2005, p. 11).

There were also outcomes which bene ted
the wider community of young people. The
group from the CBS succeeded in getting

access policy changed in the shopping centre.

Additionally, participants in the pilot created
awareness in the wider community through
presentation of a drama on bullying.

As the evaluation concludes:

the outcomes were more about
personal change in the participants
and bringing about awareness of
their own ability to make change
happen rather than an anticipated
change in their locality (Rose, 2005,
p. 11).

The value of such change cannot be
underestimated and may lead to greater social
change outcomes in the future.
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The evidence from

the pilots Is that the
trust and safety created
by those involved In
outreach resulted In
people staying with
the Initiatives as well
as engaging with

other services and
opportunities
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4.1 Introduction

This chapter draws together the
learning from the pilot programme.

The learning has come fromre ection

on the processes and outcomes of
the local pilots. It is gleaned from

processes that worked well and those

that did not work so well. This is

in keeping with a core value of the
pilot programme that learning is an
ongoing activity and that re ective
action is a powerful learning tool.
The chapter is organised under the
following headings:

Learning for public policy

Learning for local organisations this will
mainly focus on organisational issues as
the learning for public policy will also be
relevant to local organisations

Learning for the Presentation Centre this
will mainly focus on the role of the Centre
in organising the programme as the
learning for public policy will also be
relevant to the Centre.

4.2 Learning for Public Policy

This section outlines learning that
can inform public policy both at local,
regional, national and EU levels. As
already highlighted, the scale of the
pilots was modest but nonetheless
both the evaluative and re ective
processes at pilot and Centre levels
have identi ed useful policy lessons.
These processes included the ongoing
re ections of the Monitoring Group,
the Programme Leaders, the Pilot
Co-ordinators and the local Steering
Groups/Management Committees.

Other mechanisms that played an important
role in identifying policy and other learning
included: production of required periodic
reports; preparation for inputs at seminars
and conferences; participation by
representatives from local pilots in meetings
at national level; and participation in mid-
termand nal evaluations.

The overarching policy framework within which
the pilots were situated is that of life-long
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learning. The Presentation Centre

draws on the understanding of life-long
learning outlined in the White Paper Learning
for Life (2000).

a relatively seamless progression
through an educational continuum
from cradle to grave with open
boundaries between the worlds of
work/home/education (cited in Call
for Proposals, 2002, p. 1).

As already highlighted in the Introduction
to this report, the Centre also endorses the
OECD view that this requires a major shiftin
orientation from institutions, schools and
programmes to learners and learning.

Additionally, the Centre places a key emphasis
on education for social transformation
asasigni cant strategy in overcoming

social exclusion. Therefore the work of the
programme can also be placed within the
current social inclusion policy framework.

Finally, as the focus is on all sectors of
education, including the formal sectors at
primary and secondary levels (at least four

of the pilots explicitly engaged with these
sectors), the current policy frameworks
dealing with educational disadvantage are also
of relevance.

The learning for public policy is outlined
under the following themes:
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- Inter-generational learning
- Outreach

- New learning experiences.

These themes are of relevance across the
policy frameworks outlined above.

421 Inter-generational Learning

There is already recognition within public
policy of the importance of parental
involvement in education (DES, 2005).
Furthermore, there is recognition of the

value of processes that also engage parents

in learning, in particular those who left
education early, without formal quali cations,
and who had a negative experience of
schooling (DES, 2006).

The parents who engaged with the pilot
projects came from this group. The evidence
from the pilot programme is that approaches
which encourage and support inter-
generational learning pay dividends for both
children and parents. There is also evidence
that it pays dividends in the community

as parents become more actively involved

in community activities. It can contribute

to enhancing social networking, which is
recognised as a key factor in the development
and sustenance of healthy individuals and
communities (Putnam, 2002).

In the case of pilots involved in this work
there were outcomes for the development of
amore integrated approach between schools



and community organisations such as Family
Centres, resulting in a higher pro le and
greater use of such Centres. An example here
is the observation that the pilot in Glengoole
contributed to getting women into the centre
who might otherwise never have come in
(Hennessy, 2006(a), p. 11).

The learning from the pilots points to the
possibility of a number of strategies and
approaches to inter-generational learning.
These include:

- Children and parents engaged in learning
together

- Parents and children engaged in the same
activity but not necessarily together

Children and Parents Engaged in Learning
Together

This was the approach in the Glengoole pilot
where the emphasis was on relationship
building, based on doing fun activities
together. The nal evaluation (Hennessy;
2006(a), p. 14) observes:

This is an innovation and a

very valuable tool in developing
attractive learning/development
environments, particularly for
those who have a poor experience
of education and may be currently
disengaged from mainstream social
and development opportunities
within their communities.
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The evaluation also concludes that working
with parents and children together was a key
innovation as was the inclusion of children of
different ages.

This way of engaging the particular target
group has been validated by the retention rates
within the project and the increasing interest
in the wider community both by other parents
now expressing interest in participating in
this type of activity and professionals seeing
potential and value in the method (p.16).

Speci ¢ elements™ that can contribute to the
success of this approach include the following:

- Outreach activity required to recruit those
usually hard to reach . Without this it is
unlikely that the numbers who actually
engaged would have done so (the approach
to outreach used will be dealt with under
the next heading)

- Needs and views of participants need to
determine the choice of activities

- Involve representation of parents on
steering group

- Attention paid to the numbers of parents
and children who can be accommodated

- Clear criteria developed for participation in
the project

- Work with children across a range

11 Some of these elements were included in the pilots
whilst others were identi ed in the re ection and
evaluation process.
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of primary school ages together (the
evaluation, while seeing this as a strength,
also highlights that it raises challenges
which need to be considered, e.g. building
in different responses for different age

groups)

- Attention paid to selection of tutors they
need to be multi-skilled to engage with
parents and children and also be team
players within the projects

- Induction and supervision meetings held
with tutors, as well as involvement in team
meetings

- Time allowed in sessions/classes for
participants to get to know each other

- Encouragement and support for parents to
progress to other learning opportunities
but at their own pace

- Development of a plan thatis exible but
ts with the shape of the school year

- Inclusion of activities for the summer
period

- Provision of transport a key element
contributing to success, particularly in
rural areas

- Recognition of the central role of
the project co-ordinator  building
relationships with participants but also
involved in outreach. The latter included
regular contact with participants including
follow-up by phone on a weekly basis
and call-out contact on a bi-weekly basis
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(Hennessy, 2006 (a), p. 9)

- Based on strong links and relationships
between the project co-ordinator and the
school, including with HSCL personnel.

Parents and Children Engaged in the Same
Activity but not Necessarily Together

This was the approach ultimately adopted in
Church eld. Although initially it was intended
to engage parents and children together in all
the activities, for practical reasons this was
not always possible, e.g. the fact that some
of the parents were in employment. There
were some joint activities, e.g. art classes in
Newberry House and all respondents felt
that this was an excellent day for bonding
with their children in a new, creative and fun
environment (Exodea, 2006, p. 13).

The strength of the approach in Church eld
appears to relate to the depth and continuity
of engagement in a separate but similar
experience, i.e. ongoing visits to Ballygrif n
Ecological and Organic Centre over a
three-year period. Although it was a similar
experience, it was not necessarily the same, as
there was an emphasis on the women having
time for re ection and personal sharing;
they identi ed this as very important to
them. As highlighted in the nal evaluation,
participants agreed that it was a cathartic
experience and for many it helped to improve
relationships with their children (Exodea,
2006, p. 12).



Yet the fact that they were spending time in
the same environment helped them share

that experience with their children. They also
visited other places of historical interest, e.g.
Cobh Heritage Centre. Their children visited
these places as part of the school year and
such visits were linked to the curriculum. This
helped parents relate to the experience of their
children and also to aspects of the school
curriculum.

Key additional elements which contributed to
the success of this approach included:

- The ongoing commitment of the three core
organisations the Ballygrif n Centre,
the Family Centre and the Local Primary
School, Padre Pio

- The experiential learning approach

- Links to the school curriculum (although
not necessarily explicit).

Additional learning arising from the
evaluation includes the value of:

- Encouraging parents who are involved to
actively recruit others

- Promoting more shared activities with
parents and children together

- Involving parents in school-based
activities, e.g. story-telling sessions

- Developing more links to school-based
learning for children
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- Expanding the joint art sessions, e.g.
utilising the Artists in Residence scheme

- Establishing a parent s network.

This evaluation also suggested the targeting
of fathers and, whilst this may have positive
outcomes if successful, the experience of
Glengoole was that such an approach is
extremely challenging. The learning from that
pilot was that broader gender role issues have
to be taken into account, including recognition
of who ful Is the primary caregiver role.

In addition, the increasingly complex nature
of family arrangements needs to be taken

into account.

The core learning from the pilots is that inter-
generational learning projects offer considerable
outcomes that are positive and worthy of
support. In terms of strategy it is unlikely

that onesize tsall . The strategy should be
determined in conjunction with the participants,
both parents and children. Also it does not

have to be an either/or approach regarding
whether activities are joint or separate; it may

be a combination of both. As one of the
evaluation reports highlights (Exodea, p. 21),
parents need a break away from the cycle of
poverty and hardships that exists . This may on
some occasions involve parents needing time
away from their children.

Projects such as these need resourcing and time
to develop. As was highlighted, relationships of
all sorts are core to the approach and the success
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of the project. This includes relationships
between parents and children, between parents,
children and project staff, and between the
project and other partners such as schools.

A core resource is a dedicated staff member
who can build and nurture relationships as

well as conduct outreach, recruit and support
participants, recruit and support tutors, and
plan and implement activities.

The pilots also demonstrated that initiatives
such as this require administrative back-up to
ensure adequate documenting of the processes,
activities, learning and outcomes. One
evaluation observes that documentation should
also include speci c targets and tracking and
monitoring systems (Hennessy, 2006 (a), p. 19).

The learning from the pilots highlighted that
there needs to be systems change and that
schools need to be open and fully committed
to the approach so that parents become seen
as co-educators as well as learners in their own
right. This commitment should be led by the
Principal and be re ected in the school ethos,
have a speci c place in the school plan and
whole school evaluation and have monitoring
mechanisms built in. Staff development and
training are crucial in this regard.

Openness to collaboration with community
initiatives on the basis of equal partnership was
also demonstrated. Finally, implementation
mechanisms such as the HSCL scheme can play
a key role. This was the case in both Glengoole
and Church eld.
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4.2.2 Outreach

The experience of the pilots con rms that
outreach strategies are essential. This included
those with an explicit focus on outreach as
well as those to which it became an essential
approach in order to engage the target
groups. The experience also highlights that
there are many challenges associated with
outreach work. The level of interest amongst
community, voluntary and statutory providers
was evidenced by the very large attendance at
the seminar Reaching Out, organised as part of
the pilot programme.

The key policy learning regarding outreach
includes the following:

- Outreach and pre-development work pay
dividends

- Ittakes considerable time
- The outcomes may not always be predicted

- Itcan have low visibility but must be seen
as central to the work of development and
be valued as such

- Itrequires avery particular range of skills
and attributes on the part of workers

- Itrequires resourcing, including
resourcing for workers. Resources are
central to training and the provision
of practical supports to would-be
participants, e.g. support for care roles
including childcare and transport.



Some of the core elements which contributed to
the successful outcomes of the pilots are outlined
below:

Workers

The central role of the outreach worker was

con rmed by the experience of the pilots. Two

of these involved the employment of a dedicated
worker; in the case of a third, much of the

time of the project coordinator (of the pilot)

was dedicated to engaging in outreach. Yet
evidence from the pilots and elsewhere is that
many statutory funders are not prepared to fund
the salaries of outreach workers. Community
Education Facilitators do play a role in this
regard but as they have to cover a whole VEC area
(i.e. city or county); this makes in-depth outreach
work dif cult.

Integrated Approach
The development of links with other providers,
the formation and support of new networks and
joining existing networks made a signi cant
impact in the case of Southill. This resulted in
being able to direct potential participants to a
range of possibilities. Such was also the evidence
from Listowel. This requires organisations and
agencies, including the sponsor organisation, to
be generous in their approach and to let go of
territorialism.

In the case of the pilots, the activities of

outreach workers did not necessarily result in
participation by those reached, in the host centre;
on some occasions it resulted in participation

in other services and opportunities in the area.
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This has implications for funding for some
organisations as they may be assessed in terms
of levels of usage of their project/centre.

Yet this approach is in line with calls at policy
level for joined up and integrated responses.
An integrated approach is required of all
players, community, voluntary and statutory.

Embedded Approach

Whilst centres, projects and agencies may
employ outreach workers and strategies, the
evidence from the pilots is that these must

be fully embedded in the work, systems and
management of the organisation and not be
seenasan addon . Just as funders need to be
aware of the value of outreach strategies and
of the slow nature and the low visibility of the
work, so also do the management and staff of
the centre. The attitude that can sometimes
exist of letting outreach workers get on with

it was not necessarily productive, according to
the evaluation (Rose, 2006, p. 15). The issue of
the ethos and atmosphere of centres was also
seen to be crucial in truly engaging people once
they made that rstvery dif cult step.

Beyond Numbers

Evidence from the pilots highlights that
simply assessing the value and effectiveness

of outreach strategies in terms of numbers

is inadequate. This overlooks the relational
aspect of outreach work and fails to recognise
that movement on the part of marginalised
individuals may be small and tentative, at least
initially. In the case of Listowel some of the
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men used the drop-in facility at the Family Centre
to ddle around with computers (Final report,
2006, p. 4). Childcare acted as an incentive for
mothers and grandmothers to drop in to Southill
House, without any formal reason to be there.

Funders need to be aware of the reality of the
potential types of engagement as well as the
integrated approach which may spread
engagement across a range of projects and
services. As the Final Report from Listowel
(p. 4) highlights:

while the networking activity and the
openness to refer to other services
was a very signi cant and successful
strategy it meant that the potential
synergy of many new people engaging
with existing provision in the Family
Centre was not realised.

Also related to the numbers issues is the
requirement of some VECs that there must be
8 or more participants before a course can be
funded. The experience of the pilots is that this
can act as an institutional barrier to engaging
smaller groups of would-be participants in an
area of interest and relevance to them.

Barriers

The experience of the pilots emphasised the
need to recognise the depth of the barriers
that confront many members of marginalised
groups. The Work Research Co-operative
(WRC), in a study completed in 1999, outlined
categories of barriers:
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- Contextual (including available policies
and programmes)

- Institutional (including image, ethos)

- Informational (including need for
guidance)

- Situational (including lack of time, costs)

- Personal/dispositional (including gender,
age, previous experience of education)

In the WRC study of service providers the
institutional and dispositional barriers were
most often mentioned (Rose, 2006, pp. 5-6).

Rose (p. 6) also observes that there is a need
to include a further set of barriers that could
be termed structural inequalities:  account
needs to be taken of the inbuilt inequality

in the education system as a whole . He
highlights CORI s analysis of this which
argues that the system has become a cause
of the perpetuation of inequality from one
generation to the next.

For many adult participants in the pilots,
particularly those reached through the
outreach strategies, the predominant
experience of education in the past had been

a negative one. As one participant in the
facilitated re ection session'2 commented:
they had mainly experienced failure . This
view was reinforced by the survey conducted by
the Action Research Group in Southill which
found that one of the barriers was a sense

12 This session was held to inform this report.



of fear of returning to a classroom situation
not knowing what to expect and expecting
the worst (Rose, p. 13).

Therefore, as another member at the re ective
session stressed, those who instigate
initiatives to engage the most excluded must
realise how vulnerable members of these
groups make themselves by coming forward
to be involved. This has implications for the
training and support of outreach workers,
tutors and all who engage with them. The
evidence from the pilots is that the trust and
safety created by those involved in outreach
resulted in people staying with the initiatives
as well as engaging with other services and
opportunities.

Needs Assessment and Meeting Needs
Agencies engaged in outreach need to examine
the services, activities and approaches they
offer in their centres to assess how suitable
these are in meeting the range of needs of
different target groups. McGivney (cited in
the Final Report, Listowel, 2006) points out
that while people will respond to what seems
relevant to their lives, they may not classify it
as education. Some examples here from the
pilots include the y-tying in Listowel, the
fun-shared activities for parents and children
in Glengoole, and access to childcare without
strings in Southill.

As the Southill evaluation concludes (Rose,
2006, pp. 15-16), participants at the Reaching
Out Seminar highlighted that undervalued
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courses like knitting and dt.coupage serve a
powerful role in introducing people to the idea
of learning. However, it was also stressed that
for those engaged in this work, the issue of
recognising and recording progress is also of
common concern .

A particularly effective strategy for assessing
needs was the setting up of an Action Research
Group (ARG) in Southill to carry out a needs
assessment with members of the target
groups as well as identifying barriers to their
participation. As already highlighted, this
involved past learners. It was vital that they
received training in survey methods and that
their expenses were covered.

However, the experience also identi ed that
the complexity of needs identi ed provided

a strong rationale for integrated approaches/
responses. It also highlighted that a particular
centre may have to prioritise responses and
work with speci ¢ groups rather than trying to
work with all. The experience of an associated
project North Kerry Together, strongly linked
with the Family Centre in Listowel through

a shared worker (in the nal six months of
pilot) was that when they focused on a speci ¢
target group lone parents they were very
successful in establishing a number of groups
(Final Report, Listowel, p. 5).

Speci c Strategies

The very speci ¢ approaches which were
shown to bear fruit in engaging potential
participants included the following:
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Street walking and door knocking. The door-
knocking exercise was seen as crucial in

all pilots engaged in outreach. However,

as a strategy it is not without dif culties.

For example, care needs to be taken not to
stigmatise speci ¢ groups in communities
through this activity. This may therefore
necessitate all doors being knocked. Equally,
the particular context is important. For
example, in areas where knocks on the door
can be associated with trouble , caution

needs to be used. Whether or not the worker is
known in the community can also be a factor.
Time needs to be allocated to this aspect of the
strategy as often more than one visit is needed.

Dissemination of information through lea ets,
advertisements in local papers, notices in
churches, post of ces, health centres and
shops. This has been highlighted by McGivney
(cited in Listowel Final Report) as having
limited success and the experience of the
pilots was that this could play a role but only
as part of a broader strategy. An example from
one of the pilots demonstrates this: A young
woman contacted the outreach number from
an advertisement in the local newspaper; this
was followed up with a visit by the outreach
worker which in turn encouraged her to attend
a group meeting. All involved in outreach
stressed the importance of not relying solely
on written means because of literacy and
language issues.

Word of mouth. This was a key part of the
strategy in Southill and Listowel, including
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through after school clubs , community
foraand jobs clubs. Activities such as being
out and about where people congregate and
having informal conversations were also
seen to produce results. In the case of the
Drogheda pilot the evaluation (Rose, 2005,
p. 13) highlights that the project coordinator
met four boys hanging around Boyne House
(venue for a Garda Diversion project) and
through chatting with them convinced them to
become involved in the pilot.

Use of surveys. Surveys were carried out in both
Southill and Listowel. In Southill the survey
was carried out by the ARG and in Listowel by
the Outreach Worker. The experience con rms
that surveys needed to be administered
personally rather than dropped in the door
and that sensitivity in framing questions

needs to be utilised.

Learning Champions

The idea behind this concept is encouraging
and supporting members of the local
community or speci c target group, who
have already engaged in life-long learning
processes, to play a role in recruiting and
encouraging others to participate. Although
this approach was not used in the pilots,
opportunities for such were identi ed and
it is hoped that in Southill that members of
the ARG will become involved in recruiting
members of the hard to reach groups.

This could produce a shift in the local
learning community, resulting in greater



ownership and control by local learners.

It was identi ed by members of this group
that they would need training for such a role
(Rose 2006, p. 18).

4.2.3 New Learning Experiences
The following elements are core to the
understanding of learning in the programme:

- Ensure learning opportunities are based on
learners needs, as articulated by them

- Involve engagement in an educational/
learning process that is meaningful to them

- Be based on respect for all learners

- Utilise all the intelligences and not just
the ones most emphasised in the Irish formal
education system (particularly at second
level)

- Celebrate success rather then focus on failure

- Recognise and value the relational aspect of
education/learning

- Recognise a variety of learning spaces

- Involve a continuum of learning through life.

Policy learning relevant to new learning
experiences , has already been highlighted under
the two previous themes, of inter-generational
learning and outreach. These included
engagement of parents and children together

in fun activities, immersion over a prolonged
period in an experiential learning experience
and the engagement of the hard to reach in
learning relevant to their interests.
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The following outlines additional policy learning
from the other parts of the pilot programme.

The Value of M1 Approaches

The evidence from the May eld pilot supports
the value of this approach. The following
thoughts from some of the participants
highlight this (Hennessy, 2006(b), pp. 29-31).

- Children
We had a lot fun. We also learned different
ways in which we are smart and that helps
with self esteem.

The best thing about this experience was the
presentation up in CYC because we showed
everybody what we had learned.

- Parents
This helped us as parents to understand that
just because you are not in school yourself
with the children doe not mean you cannot
understand what is going on. Sometimes to
be able to listen can help you to understand
how your child is doing.

The best thing for me was realising that you
don t have to have a piece of paper to say
how smart you are, that other things you do
like dealing with people or helping people
or just talking with people is an intelligence
of its own.

Hyland (2000, p. 42) points out that Gardner,
who pioneered the theory on which the work is
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based, argues that an Ml approach is not at the
expense of standards and quality in education.
Gardner is committed to high levels of standards
and quality. However, he is very critical of systems
of assessment which contribute to the narrowing
of the curriculum and which reward short-term
recall at the expense of deeper understandings.

Approaches such as Ml appear to be still under-
utilised in the Irish education system. The Multiple
Intelligences Curriculum and Assessment Project
(Hyland, 2000) which engaged teachers and,
through them, their students in a pilot project
utilising M1 and Teaching for Understanding
(TfU), concluded that these approaches

can provide opportunities for pupils
to demonstrate what they can do,
thereby experiencing success. A young
person who associates schooling with
negative experiences and with failure is
less likely to be a life long learner
(p- 200).

The experience of the May eld pilot con rms
this but, additionally, demonstrates how the
approach can be utilised in a community setting
and can also result in outcomes for parents.

Other learning identi ed by the pilot (Hennessy,
2006[b]) includes the following:

- The possibility exists to engage children who
might have a negative experience of learning
and to engender in them a delight in their
own learning ability.
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- The exhibition to showcase the learning
was very valuable to all involved, including
parents.

- Young people from the wider community
(Transition Year students from the local
school) also bene ted akey learning here
was the need for training and support for
this group.

- There is a need for the development of
resource materials, based on Ml and linked

to the school curriculum.

As with other interventions outlined earlier,
it is noted that there is a need to develop
base line data and a schema for monitoring
progress.

MI was part of a wider set of opportunities
available to children and parents through the
Home Work Club. The latter pre-existed the
pilot and its contribution to positive outcomes
for members of the community was also
highlighted in the evaluation of the pilot, e.g.
three students have progressed to third level.
Whilst acknowledging the limited time
devoted to the Ml approach and the fact that
it could be developed further, the evaluation
(Hennessy, 2006 [b], p. 22) concludes:

The MI model offers the local
schools and the formal education
sector a model of engaging
intensively in a creative way to
enhance the learning experiences of



children and in particular children
who experience challenges or
disadvantage within the school
environment.

The May eld Project also utilises other new
learning experiences such as art therapy and
the recording of the social history of the
community through community arts. Both

of these activities engage children and parents
as learners.

The Value of Learning through Engagement
with the Community

The Report on Active Citizenship Consultation
Process conducted by the Taskforce on Active
Citizenship (Higgins, 2006) concludes that
active citizenship will not happen by itself and
will require a concerted and consistent effort
to address current obstacles to it. It stresses:

Education and capacity building
is key to this through a system of
life-long learning opportunities
in the community, classroom and
workplace (p. 44).

The learning from the pilots con rms this
view. The barriers to participation were
highlighted, and evidence was presented as to
how meaningful opportunities to participate
in learning can contribute to overcoming such
barriers. Whilst it cannot be assumed that all
new/re-engaged learners will automatically
goonto active citizenship, there is evidence
from the pilots that, with support and
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progression possibilities, this did happen in
some cases.

The Higgins Report outlines how active
citizenship was de ned in the consultation
process. It notes that two broad de nitions
emerged one related to involvement in
voluntary activity and the other to wider civic,
political and social participation.

The development of active citizenship amongst
young people has been a focus of public
education policy for some time. This includes
the introduction of Civic, Social, and Political
Education (CSPE) as a mandatory subject

at Junior Cycle. CSPE aims to develop the
affective, cognitive and pragmatic dimensions
of active citizenship (Introduction to CSPE,
2001). Discussions are underway regarding the
development of a Senior Cycle subject with a
focus on Social and Political Education. The
inclusion of Contemporary Issues as a core
module in the Social Education element of the
Leaving Certi cate Applied is another example
of this approach.

The learning emanating from the pilot that
focused explicitly on the development of
active citizenship amongst young people in
Drogheda is outlined below.

This pilot demonstrated that an action-
oriented approach based in the community
can produce positive outcomes for individuals
involved and a wider community of young
people.
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Young people need to decide the focus of the
engagement and it needs to be relevant to
them. An example from the pilot emphasised
this. Originally the coordinator wanted to work
on environmental issues, but the young people
wanted to look at discrimination against
young people. The focus was changed and this
resulted in members of the group engaging

in activities that dealt with access policy for
young people in the local shopping centre. This
resulted in changes in this policy.

The bene ts of the youth organisation and
schools working together was demonstrated,
highlighting the value of cooperation between
the formal and non-formal sectors for the
purposes of providing development /learning
opportunities for young people. The evaluation
(Rose, 2005, p. 13) suggests that this could
have gone further and developed a model for
such cooperation.

The value of national programmes was
highlighted. One of the groups engaged with
the pilot was also involved in the Young Social
Innovators Programme. The evidence from
the pilot attests to the value of such national
programmes which engage young people with
social issues and with actions to bring about
change. This has the bene t of bringing the
result of their engagement to a wider audience
at regional and sometimes at national level.
The interest of young people is demonstrated
by the rapid rate at which this programme has
grown (www.youngsocialinnovators.ie).
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The importance of development of sound,
respectful relationships with young people in
terms of engaging and motivating them was
recon rmed.

The value of the use of creative methods as a
means of engagement as well as a medium to
get their messages across was highlighted.
DYD involved some of the young people

with Boal drama which is a methodology for
exploring social issues. Young people in one
the groups went on to devise a performance
using song, drama, etc. This was presented
to the community to highlight the issue of
bullying; 120 people attended and a DVD was
produced as a resource, entitled Beauty is in
the Eye of the Beholder. Art work continues to
be prominently displayed in the DYD centre
(Rose, 2005, p. 9).

The use of IT as a tool for engagement was
demonstrated. One group designed and
generated computer graphics which they then
painted on the walls of the Youth Centre. They
also produced individual canvases which they
took home (Rose, p. 8).

The issues taken up by students are of concern
for a broader group of young people and these
also need to be a focus of public policy, e.g. the
opportunity for young people to congregate.
As the evaluation report points out, the
National Youth Council has raised concerns
that the introduction of ASBOs will restrict
this further.



Bullying for boys and body image for girls also
emerged as areas of concern. These issues
have implications for policy in schools and
youth services. They highlight the need for
curricular initiatives and programmes within
schools and youth services which support
young people to understand these processes
and how they can be tackled. The Exploring
Masculinities Programme (DES, 2000), piloted

in a number of schools, has relevance to

these issues. The programme was positively
evaluated but still has not been rolled out in
second-level schools. Such programmes also
need to be available in Youthreach Centres and
in youth service contexts generally.

Other learning which was identi ed in the
evaluation included:

- The need to involve young people more in
leadership roles in projects in which they
are the main target group

- Thedif culties in recruiting the more
disadvantaged young people and the
importance to develop strategies to do so.

4.3 Learning for Local
Organisations

All of the organisations that were
involved in the pilot programme
were well established. They included
three family resource centres, one
local development project, one
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community development project
working with a small speci ¢
community; one local youth
organisation, and one second-
level school. All of these have their
own management structures,
staff, strategies and plans. The
learning outlined here refers to
organisational learning in terms
of developing and implementing a
pilot within the wider organisational
contexts. This learning is
highlighted in the evaluation
reports.

As with the policy learning above, the learning
is based on what worked well in the pilots as
well as aspects that did not work so well. Many
of the pilots incorporated the learning into
their processes as the work progressed. Once
again, the re ective and evaluative processes
involved in the pilot programme assisted this
to happen as did the openness of the pilots to
take on board emerging lessons.

As many of the themes cut across the pilots,
particular reference to pilots will only be used
where deemed to be of speci ¢ value.

There has also been learning for the
organisations in terms of the strategy/
approaches which they adopted. This

has mainly been captured under policy
learning above.
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4.3.1 Proposals and Plans.

The learning for some organisations was that
their original plans were overly ambitious

and that more speci ¢ naming of expected
outcomes with indicators and measures may
have resulted in the re ning of aims and
objectives. This activity, associated with action
planning with timeframes and clearly allocated
responsibilities, could also have assisted with
reality checking.

4.3.2 Formal Needs Assessment

The learning here was that formal needs
assessment is an important tool to inform

the development of proposals and plans. In a
number of cases these became part of the work
of the pilot projects. The model that involved
local people being trained to carry out the
needs assessment proved to be very useful and
offers an example to other organisations.

4.3.3 Re ning Targets Groups and
Strategies to Engage
The learning here was that more speci ¢
targeting, e.g. based on gender, age, parenting
status, allowed for more nuanced responses
based on actual need, e.g. the need for
childcare in order to facilitate the participation
of women. More targeting also facilitated the
development of speci c strategies to engage
members of the group, e.g. fun activities for
parents with young children. Additionally, it
allowed pilots to prioritise based on need and
the capacity to respond.
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4.3.4 Embedding the Pilots

The experience of some pilots highlighted
the need to embed pilot projects fully within
the wider organisation. This was found to

be essential for the successful achievement
of the aims and objectives of pilots and also
for sustaining approaches and strategies
after the pilot nishes. In a number of cases
following mid-term evaluations they became
more embedded. Mechanisms used here
included the pilot worker attending team/staff
meetings; managers playing a fuller role in
terms of support and supervision of workers;
management committees/speci ¢ steering
group taking a more engaged role in guiding
and supporting the pilot projects.

4.3.5 Steering Groups

The learning from the pilots con rmed the
importance of good management structures
for pilots, projects and organisations, whether
this is in the form of a speci c steering group
or as a broader management committee. In the
pilots where steering groups existed and/or
management committees took a proactive

role, it was found to pay considerable
dividends. The strength of the former is that it
ensures a strong focus on the speci ¢ pilotand
that it is a mechanism for representation of the
target group(s). Also it can be a mechanism
for networking amongst relevant agencies
represented on the steering group and of
feeding back into their organisations.



The value of clear Terms of Reference was also
con rmed. Where both a steering group and a
management committee existed, it was learned
that clear reporting procedures were required
between both bodies. Finally, the need for
capacity building for voluntary committees
was identi ed, and the importance of this
being offered at times suitable to them

was stressed.

4.3.6 Role and Support of Workers

All the evaluations con rmed the central role
of workers either speci cally employed for the
pilots or inputting as part of a wider brief.

The learning from the pilots con rms the
importance of support for project workers.
Following the mid-term evaluation one pilot
bridged the gap in management time for such
support by contracting an external mentor.
This proved to be a very useful strategy.

The need for rates of pay and conditions
commensurate with other professionals,

e.g. social workers, teachers, was also
highlighted. This issue has been raised by
those concerned with the development of the
sector in order to ensure retention of quali ed
and experienced people.

4.3.7 Managing the Finances

In the main, the evidence is that nances were
well managed. The main learning from the
point of view of funders is the importance of
separate accounting for monies granted as
well as sole use for designated activities.

67

4.3.8 Documenting the Work and

the Learning
The learning here is that documenting
the work is vital for a number of reasons:
to capture progress, to identify who is
participating, whether the target groups are
being reached, the retention rates and reasons
for people leaving; to track participants
progress; to capture the learning; to identify
what works/ does not work; to identify and
celebrate achievements. Documenting is
essential in identifying models of good
practice and policy learning. Finally, it has
resource (including time) implications for
local organisations.

4.3.9 Re ection and Evaluation

Re ection and evaluation were central

to the approach of the pilot programme.

The learning is that re ective processes
within pilots are essential and where these
happened they proved to be very valuable. The
mechanism of seminars and conferences was
particularly useful. The crucial contribution
of the formal formative evaluation process,
particularly the mid-term evaluations,

played a useful role in informing the further
development of speci c pilots.?

13 There may be different views amongst the pilots
regarding this issue as in one case it resulted in a
reduced level of funding.
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4.4 Learning for Presentation
Centre

The learning outlined below draws on
the experience of the pilot programme
as captured in evaluations, reports,
other documents arising from the
programme, and insights gained
from members of the monitoring
group; on occasion it also draws on
the observations of the author of this
report. As with Section 4.3 above,

it encapsulates what worked well at
Centre level as well as aspects that
could have been strengthened.

4.4.1 Focus of the Pilot Programme
Pilot programmes which aim to develop and test
models of good practice and capture policy
learning bene tfrom a tight focus around a
small number of speci ¢ themes. In the case of
this programme most learning was gained in
relation to two speci ¢ themes outreach and
inter-generational learning . These themes were
the focus of a number of pilots.

The shared focus has the potential to deepen the
learning across pilots. It also has the potential to
deepen expertise at programme level and assist
in the identi cation of research opportunities.

442 Policy Learning

The value of an ongoing process to capture
policy learning from the experience of the pilots
on the ground was con rmed by the experience
of the pilot programme. Mechanisms and
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processes which assist this include: are ective
process regarding policy learning in reporting
procedures and evaluation processes; explicit
inclusion at monitoring committee level and,
most importantly, at pilot programme events
and seminars.

The sponsors of programmes such as

the Centre can play an important role in
supporting this process as they are not

caught up in the detailed work on the ground,
although the insights gained from this level
are at the core of the policy learning. Sponsors
can also support the development of capacity
regarding policy learning and in  uence at
local level through training, provision of
resources and ongoing support.

The policy capacity at programme level can
be strengthened by the inclusion of policy
experts and policy shapers/in uencers at
steering group/monitoring committee level.

4.4.3 Application Process

The Calls for Proposals documentation plays

a key role in ensuring that the necessary
information is available to potential
applicants. The possibility for further advice
and support in nalising applications is also
very valuable. The inclusion of a requirement
that applications are based on formal needs
assessments can ensure that applications are
not drawing on unchecked assumptions.
The use of external assessors in addition

to internal assessors can assist in terms of
transparency and expertise. The use of a



weighting system of assessment where
certain criteria are prioritised can assist

in ensuring that the projects selected are
potentially strongest in terms of contributing
to the achievement of the core aim(s) of

the programme.

444 Structures

The important role played by a steering
group/monitoring committee at programme
level was demonstrated. Important roles
include ongoing re ection, which in turn
can inform ongoing strategic development.
It also includes monitoring of progress and
the identi cation of challenges and possible
responses to these.

The contribution of such committees can
be enhanced by clear Terms of Reference,
representation from the pilots, and
independent experts relevant to the focus
of the programme.

4.4.5 Support and Monitoring

The value of structured support from the
programme level was evidenced in this pilot
programme, including face-to-face meetings
at local level and individually tailored
approaches. The contribution is enhanced
where roles and responsibilities of support
personnel are clearly spelled out and agreed
with pilots. Also where speci ¢ requirements
exist, e.g. reporting or nancial arrangements,
these are more likely to be adhered to when
spelled out and agreed with pilots in advance
as well as being backed by appropriate

69

enforcement mechanisms , e.g. use
of contracts.

Where support needs cannot be met by
programme personnel the use of locally based
mentors can be of considerable value. As
before, the role and responsibilities need to
be clearly agreed between key stakeholders.

4.4.6 Documenting the Programme

Pilot programmes by their nature are about
learning, and ongoing documentation at
programme and local level is crucial in this
regard. At programme level a range of reports
can assist this process, including regular
written reports by programme staff, annual
reports, and formative evaluation reports.
The use of a formal archival approach can
ensure that all key documents arising from the
programme are retained and can be drawn on
forre ective and learning purposes.

4.47 Evaluation

The evidence of this pilot programme

recon rmed that one of the most important
mechanisms for capturing learning as well
as informing ongoing development of both
local pilots and the programme is the use of
a formative evaluation approach.

At programme level the approach is of
particular value when based on a model

of evaluation which includes an agreed
evaluation framework that speci es amongst
other things the aim and objectives of the
evaluation; anticipated programme level
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outcomes, indicators and measures; key
evaluation questions; methods to be utilised;
evaluation procedures and evaluation

points; roles and responsibilities of all key
stakeholders; feedback mechanisms and so
on. The importance of all key stakeholders
being involved in inputting and agreeing the
framework is vital.

Experience from elsewhere shows that

an externally conducted evaluation has
bene tsas it allows the programme-level
aims, structures, activities and processes to
be evaluated.
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The key to success
IN Many Instances
was the outreach
work which resulted
IN the engagement
of individuals/
groups who usually
do not engage



Introduction

This chapter will attempt to

make a brief assessment of the
achievement of the core aims of the
pilot programme. As this is not an
in-depth evaluation it will simply
draw conclusions based on what
has already been outlined in the
outcomes and learning chapters.

It will also summarise/reiterate the core policy
messages, drawing on the detailed policy
learning outlined in Chapter Four.

5.2 Achievement of Programme
Aims

The programme aims were

always challenging to achieve,
incorporating as they did the local
(responding to unmet needs) and
the wider arena (in uencing policy).
Experience highlights that very often
local pilot/projects will focus more

strongly on meeting local needs as
opposed to the policy aspect. This
can be for a number of reasons:

the very demanding nature and
immediacy of responding to needs
on a day-day basis; the more visible
nature of the work and associated
outcomes; resource and capacity
issues. Whilst it is a strength that
policy messages emanate from
practice on the ground, keeping a
balanced focus on these two aspects
is a challenge.

The achievement of the following aims is
considered brie y below:

- Responding to unmet needs at local level

- Developing models of best practice

- Learning for in uencing policy.

5.2.1 Responding to Unmet Local Needs
The majority of the pilots responded to unmet
local needs. They offered opportunities,

particularly for members of groups who
are deemed hard to reach and all of whom
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could be categorised as experiencing poverty
and/or social exclusion. These included:
mothers and young children from both urban
and rural areas affected by disadvantage;

lone parents; members of a speci ¢
marginalised community living in temporary
accommodation; men and boys experiencing
social exclusion; young female students at risk
of early school leaving.

In some cases actual needs were identi ed

as part of the work of the pilots. In the case
of Farranree, this resulted in these needs
informing local school policy but also linking
the school to a national initiative. In another
case (Southill), the identi cation of needs was
done through an innovative approach that
has potential in other settings. There were
challenges to pilots to ensure they were not
duplicating what was already available and in
some cases this took time (sometimes into
the second phase, i.e. following the mid-term
evaluations).

The key to success in many instances was

the outreach work which resulted in the
engagement of individuals/groups who usually
do not engage. It also resulted, at least in one
case, inthe identi cation of new groups in the
community who, to that point, were not the
focus of interventions.

5.2.2 Developing Models of Best Practice
According to the evaluations the foundations
of three models of best practice have been
established:
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- Integrated approaches to outreach
- Inter-generational learning

- New learning experiences and in particular
the development of community-based
MI approaches.

The key elements of these have been outlined

in Chapter Four. Some are more developed
than others. With regard to the rst two,
considerable development took place over the
life of the four pilots involved and resulted in
the development of two models of best practice.

In the case of inter-generational learning

two different approaches were adopted in

two of the pilots, both of which had positive
outcomes. One emphasised joint activities

for children and parents; the other adopted
an approach of similar but separate activities
with some shared activities. It is likely that
both approaches could be included in a model
of best practice, based on the recognition that
one size does not tall .

With regard to the new learning experiences/
MI model, this was one strand within a
three-strand initiative (the last of which only
commenced towards the end of the life of
the pilot) and the evaluation deemed it to

be an emerging model that could be further
developed and tested.

Capitalising on these developments will
enhance the outcomes and achievement of
the programme in this regard.



5.2.3 Learning for In uencing Policy

As outlined in Chapter Four, considerable
policy learning emanated from the pilots that
can inform policy at a number of levels:

- Local level organisations including
community, voluntary and statutory bodies

- County/regional level, e.g. VECs,
Partnerships, CDBs, regional education
committees

- National level, including the following
government departments: Department
of Education and Science; Department
of Social and Family Affairs; Department
of Justice, Equality and Law Reform;
Department of Health and Children;
Department of Community, Rural and
Gaeltacht Affairs; and the Department of
an Taoiseach; as well as national agencies
such as National Council for Curriculum
and Assessment; National Education
Welfare Board; Pobal; Of ce for Social
Inclusion; and the Family Support Agency.

The policy messages identi ed are not always
new but they con rm key messages already
highlighted in policy debates. They are
particularly useful as they draw from work at
grass-roots level and are grounded in the lived
experience of pilots and the people with whom
the pilots worked. The detailed policy learning
outlined in Chapter Four is summarised to

the following set of core policy messages
relating to the focus and themes of the pilot
programme:
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Integrated Approaches

1. The need for this approach was evidenced
across all the pilots and recon rmed the
need for commitment by all agencies to
integrated approaches in the interests
of learners/service users. This entails a
generosity of approach and the letting
go of territorialism; integrated approaches
also require support and resources, e.g. to
develop networks.

Outreach

2. There is a need for recognition of the
central role of outreach strategies and the
slow and labour-intensive nature of these;
this recognition needs to be accompanied
by a commitment to resource workers.

3. Also needed is an acknowledgement that
outreach is a central part of development
work and not an add-on or optional extra.

4. The depth of the barriers which exist to
inhibit the participation of individuals
and groups needs to be understood
and structures and systems identi ed
as potentially problematic, rather than
individuals/groups.

5. Recognition is required that outcomes
from outreach may be tentative and cannot
always be measured in numbers accessing
aspeci ccentre/service; these may be
demonstrated in a more dispersed way,
e.g. across a range of services.
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There is a need for centres/providers to

be ready to change their approaches and
services to meet the needs of those engaged
through outreach.

Inter-generational Learning

7.

10.

11.

There is a need to recognise and support
inter-generational learning approaches,
located speci cally in the community.

Recognition is required of the need to work
with the primary caregiver (in the majority
of cases this is mothers) and the approach
should take account of both the needs of
the children and the needs of the caregiver.

Schools need to demonstrate commitment
at management level to working in

a different and developmental way

with parents (particularly those who

are disadvantaged) and community
development projects; this to be re ected
in the vision and ethos of the school

and in the whole plan and whole school
evaluation.

It is important to ensure that the spread
of the HSCL scheme covers all students
experiencing educational disadvantage.

Real partnership between HSCL and
community initiatives is required to
develop and implement this approach and
there is a need to consider the location and
employment of HSCL personnel in and by
community organisations.
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Innovative Learning Approaches

12.

13.

There is a need for investment and
support for the development, testing
and evaluation of a range of innovative
learning approaches to ensure that all
young people and adults, particularly
those affected by educational
disadvantage, bene t from education
and learning systems.

Recognition and further testing of Ml
approaches both at community and school
levels is needed, with linkages between the
two settings where young people involved
are still attending school.

Inclusion of Young People as Active Citizens

14.

15.

In line with the National Children s
Strategy (2000), increased opportunities
for the inclusion of the voices of children/
young people (particularly those who are
disadvantaged) are required; including
opportunities to facilitate their input to
the formulation and review of school and
national education policy.

There is a need to support initiatives

that promote the development of young
people as active citizens; and strategies

are required to ensure the engagement of
hard to reach young people, to avoid them
being doubly disadvantaged.

Resources

16.

There is a need to ensure the provision of
core funding and resources, to community
development/community education



organisations, to facilitate long-term
development work

17. Resources are also needed at local level to
overcome practical barriers to participation
such as child care and wider care roles,
transport, and other expenses attached to
participation in initiatives.

Life-Long Learning

18. Life-long learning is con rmed as essential
to tackling educational disadvantage and
social exclusion.

19. Within the life-long learning framework,
the role of community education and
community development was found to
be central, reiterating the importance of
responses that address the development
of social capital, social networks and
whole communities rather than isolated
individuals.

20. There is a need for further development
of structures nationally and regionally
to support the full development and
implementation of the promise of the
White Paper Learning for Life (2000).

The programme met many challenges in terms
of forwarding a policy agenda: some of these
have already been alluded to e.g. balancing
meeting unmet needs with a policy agenda and
the need to build capacity and provide support
at local level in this regard. None-the-less
there was a number of positive achievements
at programme level in forwarding this aim.
This were demonstrated in the following ways:
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the inclusion of policy learning at events such
as the Reaching out Seminar; the re ective inputs
by some pilots at the national conferences;

the inclusion of learning emanating from
pilots in the Centre s newsletter; the inclusion
of insights from the programme informing
other policy activities, e.g. submissions and
advocacy work. As outlined below this work

is ongoing.

5.3 Overall Conclusion

Much was achieved both by

the local pilots and the pilot
programme, particularly within
the resources available to them.
The outcomes in Chapter Three
testify to considerable outcomes at
local level for individuals, groups
and communities. The learning
emanating from the pilots and the
programme as outlined in Chapter
Four is evidence of the re ective
and evaluative processes and the
willingness of those involved to take
a learning approach and to share
this with others.

Thisisalso re ected in the decision to
commission this report which highlights

the Centre s commitment to ongoing
dissemination of the learning and use of this
to forward a policy agenda. Therefore the
work of the programme is continuing and
potentially will continue to produce outcomes
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into the future. It has and continues to
contribute to the desired shift in focus in the
Presentation Ministry as expressed in

the Foreword to their current Strategic
Plan* (Towards a New and Radical Agenda
2002-2006, p. 4).

A major implication will be a shift
from a ministry predominantly of
service provision to one focused

on developing innovative models

in response to urgent unmet needs
and to in uencing public policy and
systemic change.

14 Anew plan is currently being developed.
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Appendix One

Call for Proposals

To Presentation Community Education and
Community Work Centres and Projects to Pilot
New Educational Experiences

The Strategic Plan for the future
development of Presentation
Ministry calls for a new vision,

a new understanding and a new
practice of education in the

adult and community or informal
sector as well as within the formal
school sector.

Lifelong learning is the core value at the centre
of this new educational paradigm. The lifelong
learning approach raises the need for new
structures and systems focused on integration
to ensure a relatively seamless progression
through an educational continuum from
cradle to grave, with open boundaries between
the worlds of work/home/education (Learning
for Life: White Paper on Adult Education 2000:
30). In emphasising the centrality of lifelong
learning the OECD states that: A lifelong
learning approach calls for a sweeping shift

in orientation, from institutions, schools and
programmes to learners and learning (OECD
Education Policy Analysis 1998:5).

The Strategic Plan seeks to promote
innovation in community and adult education
and in community development through
targeting new and unmet educational and
social needs in communities experiencing
poverty and exclusion.

The vision statement of the Strategic
Plan expresses the commitment of the
Congregation to:

building a more just and inclusive
society where people s rights and
dignity are respected, and where
communities are empowered to
reach their full human development;
and to working with communities
in collaborative and participative
ways, to overcome poverty and
social exclusion.

Towards a New and Radical Agenda,
Strategic Plan 2002-2006 p.15.




Learning Together

The promotion of education for social
transformation is a key strategy to overcoming
social exclusion. Within this new vision for
education, community education would focus,
not only on second-chance opportunities and
re-training, but on consciousness-raising

to empower communities to make the links
between their experiences and wider structural
injustices.

Education for social transformation asks
critical questions about how society is
structured. Education understood in this way,

creates awareness of and
promotes action for justice in
working to identify and challenge
the barriers  the social, cultural,
political and economic injustices
and inequalities - that prohibit
people from becoming fully human
and from participating in their own
collective development.
Towards a New and Radical Agenda,
Strategic Plan 2002-2006 p.18.

Presentation ministry has a strong presence
in and is engaged in a range of services to
communities experiencing marginalisation
whether they are located in a geographic area
- inner cities or rural areas, or are speci ¢
groups within society, for example, the
Travelling Community, the homeless, or
ex-prisoners.
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This Call for Proposals seeks to build on
current initiatives as well as to develop new
approaches to adult and community education
that promote inter-generational learning, the
full human development of individuals, and
the collective development of communities.
Integrated approaches and outreach strategies
to the hard to reach to overcome barriers to
participation in local initiatives and services
are suggested as key strategies.

Pilot Initiatives

In seeking to contribute to this
vision, Aim 1 of the Strategic

Plan calls for the setting up of a
small number of pilot trailblazing
initiatives on new educational
experiences:

Aim 1: To Promote and Enable Education for
Social Transformation

Promote and pilot alternative
approaches to education through
developing new educational
experiences to bene tall young
people and adults, but particularly
those who are educationally
disadvantaged.

The pilots would provide models of best
practice that, with support, can in uence
policy on education and so lead to change in



the social and educational arenas. Initially,

the main bene ciaries of the pilots would be
individuals and communities experiencing
exclusion and disadvantage, but ultimately, the
whole system could bene t.

Presentation Ireland is making this Call for
Proposals to those involved in education in the
formal sector and the informal or community
sector. This includes Presentation schools,
Presentation communities, those involved

in community education and community
development work, and individuals and
groups who wish to bring forward ideas on
promoting a new educational paradigm.

Presentation Ireland will support the
development of a small number of pilot
initiatives aimed at learning lessons for best
practice and for in uencing policy. A limited
number of successful proposals will receive
support and assistance. This will take the form
of assistance with the design of the initiative,
research back-up, on-going monitoring and
review to learn lessons for best practice, and
funding, where appropriate.

Ideas for the Community sector to
develop a Proposal for a Pilot Initiative

The purpose of the Call for
Proposals is to encourage
individuals and groups to bring
forward creative and innovative
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ideas that can promote this new
vision for education.

Proposals can be related to current community
education/community development work or

to school-based initiatives. They could span
both school and community or they could

be completely new initiatives. However, they
should not duplicate initiatives by statutory
and voluntary bodies but rather bring a new
dimension to them. The main bene ciaries

of proposals should be those who are
disadvantaged.

Features of proposals for pilot initiatives
could include developing new local structures
to support adult and community education,
forming new alliances or partnerships

to support the development of learning
communities and integrated learning centres
and strategies to support inter-generational
learning (particularly in the light of the Back
to Education Initiative). Other features could
include outreach initiatives and targeting
new emerging educational needs that are not
currently being met.

In particular, Presentation Ireland would
welcome proposals that seek to:

- promote community education focused on
social transformation;

build a network of community educators;
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- promote consciousness-raising
and empowerment strategies for
communities;

- develop outreach to the hard to reach ;
- promote integrated approaches to learning;

- identify barriers to participation in
education for adults;

- identify new educational needs;
- promote inter-generational learning;

- alternative approaches to learning for
adults e.g. Multiple Intellligences;

- promoting greater recognition of APEL
(Acquired Previous Experiential Learning);

- combat educational disadvantage for
speci ctarget groups, e.g. Travellers, ex-
prisoners, drug affected, homeless, refugee
children, etc.

This is a real opportunity to contribute to
social justice through the possibility of
participation in a pilot trailblazing initiative
designed to bring about systemic change. This
would bene tthose who are disadvantaged,
and contribute to a new vision of education
based on equality and fairness.
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Target Groups

A proposal should be innovative

in its design and where possible it
should encourage the participation
of members of the target group in its
implementation and management.

It is recommended that proposals should
have an area-based approach with a strong
focus on community action to address needs,
and promote community ownership of the
initiative.

Depending on the nature of the proposal the
target group will vary. The National Economic
and Social Forum has identi ed the following
groups for targeting measures to combat
disadvantage. They are the groups with high
risk of being in poverty.

- The long-term unemployed

- Persons dependent on means tested social
welfare payments

- Lone-parents

- Travellers

- People with disabilities

- Smallholders and their families

- People living in poverty as a result of
low pay

- Homeless people



- Ex-prisoners

- Young people involved in or at risk of
becoming involved in drug abuse.

(NESF, 1999, Local Development Issues,
Forum Opinion no. 7, Dublin: NESF, p 54)

They are the kinds of groups that new
Presentation initiatives should seek to be
involved with but within an overall context of
community development.

Proposals should seek to respond the unmet
educational needs of these groups. However,
depending on the group being targeted

for intervention, e.g. the homeless or ex-
prisoners, access to education may not be top
of their list of priorities with more pressing
needs of accommodation, emotional stability
and healthcare taking priority. Therefore an
integrated approach that encompasses

a range of agencies to meet these diverse
needs, including learning needs, would

be appropriate.
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Support for making a Proposal

It is hoped that this Call for
Proposals will generate a number

of creative and innovative ideas.
Presentation Ireland is committed to
assisting community development
and community education initiatives
in the formulation of proposals.

Presentation Ireland is in the process of
establishing an Expert Group on New
Educational Experiences to advise on the
development of pilot initiatives.

The following are some of the supports
Presentation Ireland can bring to the
development of selected proposals.

Design and Implementation

Proposals that have been selected will receive
assistance from Presentation Ireland at the
design stage. They will also receive support
in terms of on-going monitoring throughout
their development.

Initiatives would be designed in such a way as
to ensure outcomes for policy in uencing as
well as outcomes to bene t the target group.
Itis envisaged that proposals could come
from an individual community development/
education initiative or in partnership with a
number of agencies in a local area.
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Research

Itis envisaged that most new initiatives

will require research back-up and on-going
review to learn lessons for in uencing

policy. Depending on the kind of proposal,
Presentation Ireland may provide this research
or will facilitate the provision of research in
partnership with others.

Funding

Initiatives are encouraged to source their own
funding from public funds available from
various funding agencies. It is envisaged that
most of the initiatives will be collaborative
ventures and can draw resources (not only
funding) from other participating agencies. A
limited amount of funding is available for new
initiatives unable to source funds, provided
that the proposed initiative is in line with the
aims of the Strategic Plan.

Criteria for Selection of Proposals

A number of proposals will be
selected for development into pilot
initiatives. Some other proposals
may be directed towards other
agencies to explore the possibility of
their development as pilots.

The following are some criteria to be used in
the selection process. Proposals do not have
to meet all of them. The over-riding criteria
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are that the proposal does not duplicate work
being done by statutory and voluntary bodies,
and the main bene ciaries of the proposal are
those who are disadvantaged.

It is suggested that successful proposals will
promote initiatives that:

- contribute to a new vision of education;

- target educational needs not currently
being met;

- have outcomes to bene tthose who are
educationally disadvantaged;

- promote the principles of partnership and
participative decision-making;

- are designed to enable community groups
to make the link between local problems
and the social, economic and political
structures in society;

- are designed to enable useful lessons for
policy-makers;

- include other networks and agencies;
- have potential for systemic change;

- start where the community is at and are
accountable to the community in which
they are based.
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