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Abstract

This thesis explores how a variety of political, religious and social determinants
counterbalanced each other to legitimise a new canon, or canons, in post-Ireaty
Ireland. ‘Participants’ to be discussed in the making of the Irish canon included
members of the Educational Board, university faculties, clerics, textbook editors and
anthologists, historians, creative writers, literary critics, politicians, censors, and so on.
The different traditions and perspectives they represent complicate the formulation of
the canon through which many antagonistic ideologies give shape to the various
versions of Irishness. The thesis also examines how and why some writers did not
attract critical attention in mid-twentieth century Ireland, and what kinds of wrting
were deemed most ‘canonical’, when political and religious 1deologies were more
influential than other factors.

To demonstrate how the formation of the Irish nation had impacts on the making
of an Insh canon, this thesis will discuss relevant issues at institutional and textual
levels. The institutional, as the first three chapters will elaborate, will focus on Irish
education from primary to tertiary levels. These three chapters will reveal how the
teaching of Irish literature might have significantly de-Anglicised Irish pupils, and
how it sought to secure an Irish national identity. The latter four chapters, following
the demonstration of the success and failure of educational de-Anglicisation, will
draw attention to literary works per se, to see why certain choices of themes would be
admitted to, or left out of, the canon, and under what circumstances. Although both
anthologists and many creative writers were interested in the topics of Irish history,
the latter seemed to be more capable of introducing historical subjects from
non-nationalistic or sometimes comic or feminist perspectives -- which caused some
of their works to be dismissed from the nationalistic canon. The writers to be
discussed in this thesis include Daniel Corkery, J.G. Farrell, Denis Johnston, Mary
Lavin, Iris Murdoch, Kate O’Brien, Frank O’Connor, Liam O’Flaherty, and James
Plunkett.
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Introduction

A stranger comes to the city and is immediately impressed with its orderliness and
efficiency. He is told that the good order of the municipality has much to do with the firing
of a cannon from the castle walls at precisely one o’clock every day. He goes to see the
cannon and asks the soldier how he can be sure that it is always precisely one o’clock when
he fires. ‘Ah’, says the soldier, ‘each day as I come up here to fire the cannon I pass the
jeweller’s shop. In the window is a chronometer and beside the chronometer is a sign which
says, ‘This is the ﬁlost accurate chronometer in the world’. I set my watch by it and then
proceed up here to the walls’., The stranger 1s impressed, and as he walks back down
towards the city he passes the jeweller’s shop. Sure enough, there are the chronometer and
the sign. ‘How’, he asks the jeweller, ‘can you be sure that your chronometer is the most
accurate in the world? ‘Well’, says the jeweller, ‘every day a cannon is fired from the walls
of the castle at preciscly one o’clock. I check my chronometer against it and it is always
right’. So it is with the canon of literature.!

The sharp satire revealed in this simple parable shows that a so-called classic canon,
as a product of sophistry, can be wvulnerable, yet secure at the same time. Its
vulnerability lies in the fact that the interdependence between the jeweller and the
soldier relies greatly on tacit but somehow fragile human trust. If one of them misses
checking the time, chaos may arise. People might wonder what would happen if a war
broke out, a:nd one of them, or both, were killed: I assume that the jeweller’s
descendants would continue his job, and the lord of the city would assign new soldiers
to keep his city in order. Time can be reset either by firing the cannon again, or by
adjusting the chronometer. However, it should be noted that the jeweller’s and the
lord’s unscientific measures set the daily schedule of people who have no choice but

to acknowledge the ‘agreed’ accuracy of the clock.

' Fintan O’Toole, ‘Fodder for an Irish Canon’, The Guardian, 21 November 1991, p. 24. O’Toole
commented on this parable himself, in the original article. I include this comment, as although it is not
part of the parable, it is cynical enough: ‘A piece of literature is great because it is in the canon of great
works. It is in the canon of great works because it is great’. The sophistry could have no end since the
definition of ‘great’ can be vague, so that the classics last without being questioned, particularly in an
ideology-bound but unquestioning cultural environment.



The lord who resides in the castle with the authornity of resetting the clock,
presumably functioning to maintain social order, may signify here the operator of a
literary canon whose formation is inevitably subject to various determinants:
aesthetics, politics, economics, education, and so forth. These determinants have
varying degrees of impact upon the canon, through which the public receives an
orthodox impression of society in the past and at present. Although the lord’s leading
position over the national/social mechanism can be verified through the demonstration
of military power, an effective method of showing its authority might be through the
promotion of a supporting literary canon. That is, the public, or the ruled, by reading,
teaching, and studying the approved canon, might hence internalise the sentiments
and perspectives sanctioned by the ruler.

| However, canons are not unalterable. A major political upheaval might diversify,
or reformulate, a literary canon which was popularised by the former political
authonty. As John Guillory points out, canons are ‘the repositories of cultural values’.
In his view, the canonical values can be decanted, ‘ritually qualified, subverted, or
rejected’, alongside the changes of political powers.” Bill Readings also claims that
canon does not necessarily ‘contain truth; it makes a demand of exegesis and
application, by virtue of its very closure’.” The ‘closure’ he refers to, on the one hand,
defines the canonicity of selected literary texts. On the other hand, it might exclude
those texts not readily available for political uses at present. Take ‘The Irish Mode’
for instance. It was proposed by Thomas MacDonagh, a 1916 Easter Rising
participant, as literature ‘from, by, of, to and for the Irish people’.* He proposed it

largely to differentiate ‘Irish literature in English’ from British literature with

* John Guillory, ‘Canonical and Non-Canonical: a Critique of the Current Debate’, ELH, 54 (1987),
487-527 (p. 488).

* Bill Readings, ‘Canon and on: from Concept to Figure’, Journal of the American Academy of
Religion, 57 (1972), 149-72 (pp. 168)..

* Thomas MacDonagh, Literature in Ireland (Dublin: Talbot, 1916; repr. Tyrone: Relay, 1996), p. xiv.



nationalistic sentiments. Although ‘The Irish Mode’ covered widely the literary works
written or translated by both Anglo-Irish and Irish writers, only those presenting “the
ways of life and the ways of thought of the Irish people’ were privileged. Put another
way, the ‘Mode’ MacDonagh proposed excluded those Irish-born writers who already
had a wide readership overseas but who wrote on topics that were not directly
concerned with the affairs of Ireland, such as George Bernard Shaw and Oscar Wilde .’
The emergence of ‘The Irish Mode’, though not fully satisfactory to those nationalists
who expected an ‘Irish-Irish’ patriotic canon, was still set against the English Classic
canon. (The Classic canon had been introduced to Irish pupils via different
approaches, such as the English national school system in Ireland.) In general, Ireland
in the early twentieth century, owing to political upheaval, had prompted a
reformulation not only of a new national identity but also of a literary canon: the

former reinforced the making of the latter which served as the supporting discourse

for the former. This thesis will explore how a variety of political, religious and social
determinants counterbalanced each other to legitimise a new Irish canon.
‘Participants’ in the making of the Irish canon included members of the Educational
Board, university faculties, clerics, textbook editors and anthologists, histonans,
creative writers, literary critics, politicians, censors, and so on. The different traditions
and perspectives they represent complicate the formulation of the canon through
which many antagonistic ideologies give shape to the various versions of Irishness.
Arguably, the political turbulence that the Irish people experienced in the early

twentieth century was due to the failed quests for a unified national identity, going

> Although George Bernard Shaw dealt with the Irish problem and the issue of Home Rule in his John
Bull s Other Island (1904), most of his plays were set in Britain and primarnly for English-speaking
audiences. Similarly, that Oscar Wilde produced little appreciable Irishness in his works might be the
reason why MacDonagh did not include them in his ‘Irish Mode’. As their works did not exactly
feature qualities ‘from, by, of, to and for the Irish people’, many Irish writers, like Shaw and Wilde,
could hardly fit into MacDonagh’s “Irish Mode’. Wilde’s homosexual behaviour was deemed morally
wrong, which prompted him to be left out of both British and Irish canons for quite a long time.



back for centuries. Militant events, such as the 1916 Easter Rising and the 1919
Anglo-Irish War, reflected the growing impatience of extreme nationalists who
expected to put their political aspirations into practice through radical means. The
conflicts amongst Irish nationalists themselves, resulting in the Anglo-Irish War, may
be seen as the conflicts between different concepts of Inshness. As the sentiments of
Irish patriotism had been encouraged through propaganda since the mid-nineteenth
century and before, it is understandable that the emergence of a patriotic Insh canon
was in view long before the establishment of the Free State. To glonfy Inish patriotism,
many anthologies -- which I will exemplify in this thesis -- had been published in
Ireland in increasing numbers since the end of the eighteenth century. In other words,
works relating to the independence of Ireland were frequently discussed, reprinted,

and anthologised, while other facets of Irish literature, such as romances, travelogues,
or creative works written in an experimental method, recetved much less attention.

The making of a new Irish canon with patriotic appeal was certainly not the only
proposed literary solution to the Irish Question, given that many critics and writers
with diverse political stances were keen to rebuild the (cultural) confidence of the
Irish people, while at the same time proposing different kinds of Irishness. The
versions of Irishness they formulated, though dissimilar to some extent and perhaps
over-idealised, were designed to counteract an unfavourable stereotype conceived by
the English towards the Irish. Irish people were either conceived by the English as a
feminine race, as Matthew Amold imputed in his The Study of Celtic Literature
6

(1867), or more derogatively as ‘the missing link between the gorilla and the negro’.

Some Anglo-Irish cultural nationalists, such as W.B. Yeats and Lady Gregory, taking

® This description is quoted from Richard Ned Lebow, author of White Britain and Black Ireland, who
surveyed the Irish-related caricatures and cartoons printed in Punch, a popular English magazine.
Quoted in Lebow, White Britain and Black Ireland: The Influence of Stereotypes on Colonial Policy

(Philadelphia: Institute for Study of Human Issues, 1976), p. 40.



upon themselves the responsibilities for redressing the misrepresentation of Irishness
and revitalising Celtic culture, endeavoured to collect and rewrite Irish folklore. They
and their followers also attempted to circulate a sense of heroism by dramatising
mythic figures, such as Cu Chulainn and Cathleen N1 Houlihan. The movement of the
Irish language revival -- promoted by the Gaelic League -- was also a key cultural
activity in de-Anglicising Irish culture after 1893, although the movement was
gradually politicised by the Leaguers who saw the Irish Revival as a necessary step
towards political independence. (The politicisation of the Gaelic League prompted its
President, Douglas Hyde, to resign in 1915). These conflicting expectations of
Irishness on the one hand enriched the discourse of Irish nationalism, but on the other
hand, testified to how cultural nationalists had, as Seamus Deane suggests, rendered
Irishness ‘in the manner of Romantic aesthetics’, particularly the Irishness proposed
by those of the ‘Yeats’s Ascendancy’.’ It could be advised that those radical
nationalists had their own romantic, or impossible, imagination of the Irish nation: a
State free from English cultural influences. To realise their ‘dream’, many of them
opted for a militant approach, regardless of the opposition from other nationalists.
Eoin MacNeill, a Gaelic Leaguer and the founder of the Irish Volunteers, had
attempted to prevent a large-scale insurrection after the Easter Rising, for he thought
not only that the Rising would not be successful due to the discovery of the German
arms by the British, but also ‘without [any] prospect, military action would {. . .] be

morally wrong. [. . .] [T]o kill any person in carrying out such a course of action is

" Seamus Deane, Celtic Revivals, 2nd ed (Winston-Salem, North Carolina; Wake Forest, 1987), p. 30.
Deane suggests that Yeats’s reconstruction of Irish history may not have been persuvasive but was
nevertheless fascinating, as he approached history ‘with the fortunes of the Imagination, and therefore,
almost indistinguishable from aesthetics’ (p. 30). Deane referred to William Black, Samuel Coleridge,
Thomas Carlyle, William Morris, and Matthew Amold, arguing that the Irishness which Yeats
romanticised had similar components to the feminine version of Irishness that Arnold characterised in
his The Study of Celtic Literature (1867).



murder’.® His advice or warning, however, did not have much effect.

What should also be noted is that as the majority of the population in southern
Ireland were Catholics, the remaking of Irishness at the turn of the twentieth century
was understandably embroiled with religious elements. The romantic Irishness, which
the ‘Yeats’s Ascendancy’ was keen to invigorate, was no more influential than
‘Catholic Irishness’. The latter was presumably endorsed by the Irish Catholic Church
and was promoted more efficiently, through schools operated by Catholic orders. The
making of Catholic Irishness was exemplified by Patrick Pearse, who set up St Enda’s
School in Rathfarnham in 1908. It was a school known both for its Irish-Irish
onientation and the strong Catholic ethos on campus. The short life of St Enda’s,
which was shut down in 1913 for financial reasons, had a strong influence, however,
on the education of Post-Treaty Ireland, as its curriculum was written to inculcate
‘Catholic Irishness’. Notably, the compulsory study of the Irish language at primary
and secondary schools, and the special position granted to the Catholic Church in the
new 1937 Constitution, illustrate how ‘Catholic Inshness’ was promoted through
government institutions. What can be criticised about the preference for Catholic
Irishness is that it ignores the fact that there are always ‘other social and cultural
possibilities [. . .] drown[ed] out’, as David Lloyd has observed.” Nevertheless, this
particular version of Irishness seemingly dominated Irish society after the Free State
was founded. The educational and cultural policies were mostly formulated in line
with Catholic moral guidance and for de-Anglicising purposes. One consequence in
relation to the making of an Irish canon -- to be studied by Irish pupils - was that only

those works which were not anti-Catholic and which met with nationalistic

® Quoted in D. George Boyce, ‘1916, Interpreting the Rising’, in The Making of Modern Irish History:
Revisionism and the Revisionist Controversy, ed. by D. George Boyce and Alan O'Day (London:

Routledge 1997), pp. 163-88 (p. 164).
> David Lloyd, Anomalous States: Irish Writing and the Post-Colonial Moment (Durham: Duke UP,

1993), intro., p. 3.



expectations would be selected by textbook editors. Literary works which did not
conform to public taste, religious constraints, and current political ideologies would
be rejected by the editors for their lack of canonical elements. The intentional
de-selection of those works thus resulted in the negative reviews -- mostly by
traditionalist Catholic critics -- of new writing by Mary Lavin and Kate O’Brien. The
unconventionalities of the two women writers and the social context which they

criticised will be discussed later in this thesis.

To demonstrate how the formation of the Irish nation had impacts on the

making of an Irish canon, this thesis will discuss relevant issues at institutional and

textual levels. The institutional, as the first three chapters will elaborate, will focus on
Irish education from primary to tertiary levels. These three chapters will reveal how
the teaching of Irish literature might have significantly de-Anglicised Irish pupils, and
how 1t sought to secure an Irish national identity. The discussion on Irish education
will begin in Chapter One by comparing the English national school system with
Pearse’s St Enda’s: the former was introduced to Ireland in 1831 in an attempt to
make Irish pupils ‘happy English child[ren]’; the latter aimed to de-Anglicise pupils
by permeating the campus with a strong Catholic ethos, making Irish its official
language.'® Both educational experiments were well supported by cultural discourses,
but coming from opposing political viewpoints. What should be noted is that the
antagonism between the two educational systems was somewhat mediated by foreign
Catholic orders, a growing number of which came to Ireland from the end of the
eighteenth century. Many of these foreign orders, particularly those with a French

onigin, catered for the educational interests of the middle class, while their

'* Quoted in F.S.L. Lyons, Culture and Anarchy in Ireland: 1890-1939 (Oxford: Oxford University
Press, 1982), p. 9. The idea of making every Irish pupil a ‘happy English Child’ was propounded by the
Protestant Archbishop Richard Whately (1787-1863), one of the earliest Commissioners at the English
Nattonal Board.



contributions were rarely documented by Irish or English historians. These foreign
orders to some extent maintained their non-Irish tradition at their schools, attracting
middle-class parents to send their daughters and sons to them. They became more
Gaelicised towards the end of the nineteenth century -- under the pressure of local
nationalist clerics. Some of the convent schools were even ahead of their time in
providing job training for girls, and in encouraging them to pursue a higher level of
study in university/college.!’ The existence of these foreign orders and their more
liberal education significantly facilitated the liberation of Irishwomen. Chapter One
will also discuss the potential reproduction of the English ‘murder machine’ during
the Free State period, in that the educational freedom that Pearse pursued did not
seem to be fully put into practice. More specifically, the freedom of teaching and
study which Pearse endeavoured to rescue from the English ‘murder machine’ did not
seem to have outweighed the social expectation of the rapid stabilisation of the Free
State. Students were prompted to prepare mechanically for the Leaving Certificate

examination, and their parents were unable to question the authorities involved in the

provision of a nationalistically inclined education.

Following discussion of the orientation of the Leaving Certificate examinations
and a comparison of Irish education during and after the colonial era, Chapter Two
will further examine the English and History curricula that the Department of
Education approved for primary and secondary education during the mid-twentieth
century. The State curriculum, which was introduced in 1938 by Eamon de Valera as
the Minister of Education, was use& for nearly three decades with only limited

revisions. The cumiculum, along with a set State exam and an emphasis on the

'! However, some foreign orders which catered for male students, such as the Jesuits from Italy and
Marist Brothers from France, were deeply Gaelicised, or localised, educating pupils in a way similar to
that used at school run by the Christian Brothers of Ireland. Foreign religious orders for Irish girls, on
the contrary, were more reluctant to adopt nationalistic or Irish-orientated curricula. I will further
claborate on this point in Chapter One.



acquisition of the Irish Language, successfully familiarised students with the Insh
cultural heritage, but it was objected to for not encouraging pupils to study a second
or third European language. This is a kind of curnculum which undoubtedly produced
‘Irish-Irish’ pupils but probably disqualified them from being future participants in
international matters. It is also worth noting that the impact of such a curriculum on
the making of the Irish canon was that many of the selected authors were Irish patriots,
even though their works included in textbooks were not necessarily on nationalistic

themes. To name a few of these writers, textbooks edited by James Carey and H.L.

Doak during the 1940s and 1950s included works by Theobald Wolfe Tone, Thomas

Davis, John Mitchel, Thomas Francis Meagher, Sir William Francis Butler, Stephen
Gwynn, and Joseph O’ Neill.

On the other hand, the appreciable impact on the teaching of history was that
English history, as my survey of the State-approved reading lists in Chapter Two will
reveal, was intentionally put second to Irnish political history. There were limited
references to the history of other European countries alongside that of Ireland, while
the strong emphasis on Irish history might have benefited the making of Irish-centred
historiography, it may have encouraged pupils to adopt a narrow historical perspective,
or become insular in their view of world affairs. The reduction of Irish nationalistic
elements in the curriculum could only be achieved gradually rather than radically,
since its makers had to conform to social expectations rather than personal interests.

To trace how the State curriculum underwent significant changes, and how those
changes were effected in the editing of textbooks over the years, this chapter will look

into a series of curricula and textbooks published from the 1940s to the 1960s. It was

a period in which (southern) Ireland had found its feet and was about to be more open
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to the outside world.'? The survey of relevant textbooks and curricula will reveal the
changes of social ethos and how de-colonial forces became weaker as time went on.
This chapter will show that as the 1960s drew to a close, some editors started
attempting to reintroduce the ‘international’ tastes of English literature to pupils,
regardless of its potential effects of cultural impenalism.

Chapter Three is a further investigation of the way in which the canons were
revised in Irish higher education, when the current political authority was replacing
the former one. By reviewing the English and History examination papers used at two
prominent Dublin universities in the 1930s — Trinity College Dublin (TCD) and
University College Dublin (UCD) -- this chapter will show that the process of
remaking canons might be more arduous than the shifts of political power, in that the
former was subject to a wider range of aesthetic, historical, religious and social
. factors, and could not simply be de-Anglicised as a result of a political uprising. More
specifically, the exclusion of any literary work from the traditional canon could be
objected to by certain members of the faculty, and they might endeavour to keep the
English Classic canon intact or to subjugate the emerging Anglo-Irish canon to it.
Conflicts amongst faculty members in relation to the reformulation of canons and
related historiographies were revealed in the making of English and History syllabi,
exam papers, and the selection of textbooks. My survey of these educational products
in the 1930s will suggest that the research interests of the chairpersons mattered for
the results of canon formation during their terms of office, whereas their successors,
particularly those with reservation regarding the Anglo-Irish canon, might amend the

syllabi to meet the interests of the traditionalist faculty. "> These curricular

'2 Some editors. such as E.J. Hally, J. P Dunleavy, P. J. Diggin, and James Carey, who chaired the
editing boards over several of these decades.

'> For example, Robert Donovan, who was a friend of Roger Casement and the chairman of UCD’s
English department from 1929 to 1936, introduced quite a few nineteenth-century Anglo-Irish writers
to students. These writers included Thomas Moore, George Darley, Aubrey de Vere, James Clarence
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amendments, and resistance to them, were common to the English and History
departments of both TCD and UCD, as many of the faculty members had an Oxbridge
background and, to varying degrees, came to have English perspectives and
historiography. On the one hand, they learned to adjust the curriculum to meet
demands for (educational) de-Anglicisation, but, on the other hand, some insisted on
teaching the English Classic canon for its assumed universal merits, managing to open
the traditional canon up in a discreet manner. To more properly scrutinise whether or
not Irish higher education was decolonised effectively, this chapter will also look into
the English and History curricula used at Queen’s University in Belfast, in order to
see whether Irish literature and history were taught differently in Northern Ireland,

which remained part of the United Kingdom.

Chapters One to Three might be read as a postcolonial observation of the

emergence of an Irish canon at different levels of education. Chapters Four to Seven,
following the demonstration of the success and failure of educational de-Anglicisation,
will draw attention to literary works per se, to see why certain choices of themes
would be admitted to, or left out of, the canon, and under what circumstances. To

address this issue, Chapter Four will start with a survey of a number of Insh
anthologies published since the late eighteenth century. Some anthologies aimed to
strengthen the patriotic ethos; some included works ridiculing Englishmen in
opposition to ‘stage Irishmen’; some highlighted stories set in the west of Ireland with

nostalgic themes, and some portrayed historical events, such as the Easter Rising and

Mangan, Samuel Ferguson, Thomas Davis, Denis MacCarthy, Percy Fitzgerald, William Allingham,
Gerald Griffin, William Carleton, and John Mitchel. Arguably, the selection of these writers might be
in accordance with (cultural) nationalistic concerns, as they either translated Gaelic poems into English
or presented the misery of Irish peasantry; some rewrote Irish myths, and so on. The study of these
writers might have benefited the making of an Irish cultural and national identity. There were no Irish
women writers introduced on the syllabi he approved. What is noteworthy is that the subsequent
chairperson, Jeremiah Hogan, perhaps due to his strong commitment to the traditional English canon,
left these Anglo-Irish writes out of the syllabi during his term of office. For more information, see
Chapter Three.
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the Northern Troubles. This survey will illustrate the changes in the social ethos
during the time when these anthologies were made, and how they contributed to the
formulation of Ireland as a nation. It could be contended that these Irish-themed

anthologies were also made to deconstruct the authority of the English Classic canon,

and to secure an Irish-centred cultural discourse. To give proper shape to the favoured
cultural discourse, some works were deselected, and some stories were either cut short
or amended by the editors, perhaps without the consent of the authors. These
approaches to the making of Irish anthologies, and their consequences, will be
illuminated in this chapter, along with an investigation of those published in the US
by an Irish American, Edward O’Brien, during the 1920s to 1930s. It was a period
when the Irish Free State 'govemment was finding its feet, but Bntish cultural

tmperialism was still strong throughout much of the world. Any minor modification in

this series of Irish anthologies made overseas might suggest, arguably, how the
‘keepers’ of the English canon learned to deal with growing de-colonial forces and
recognise the values of other I:egional literatures in English.

It might be worth clarifying the reason why the second part of the thesis focuses
on Insh fiction, rather than other genres. It was not because drama and poetry are free
from disputable issues relating to canon formation, but because prose writings --
which can also produce the same unsettling effects — did not always attract enough
attention from readers and critics due to the lack of reprints or wide circulation in
Ireland. Some were confiscated by Customs officers, if published overseas, before
they were dispatched to bookstores. Furthermore, although Irish prose often
‘represent(s] [. . .] highly diverse and uncooperative’ opinions and was considered ‘to
be in a [more] aggressively healthy state’, poetry and drama were easier to produce a

direct impact on readers and audiences because of the effects of a compact language



13

and form -- for being recitable or ideally suitable for political propaganda.'* In
addition, the number of prose writings to be reprinted from ‘editorials, columns,
speeches, letters’ was always fewer than that of poems, in that the latter could be
collected in anthologies and textbooks, and nationalistic drama could be restaged from
one theatre to another.!> The most comprehensive collection of these prose writings
might be the Field Day Anthology, which was published in 1991, when the twentieth
century was almost drawing to its end. To explore how some prose writers remarked
(:;n the negative effects of Irish nationalism, and to speculate on why some of their
works could never be selected for inclusion in Insh textbooks and anthologies in
mid-twentieth Ireland, Chapter Five will analyse a number of short stories and novels
seemingly not conforming to the ideology of Irish patriotism. These works portrayed
realistically how those on the social margin did not benefit from Irish nationalistic
‘terrorism’ but became its victims. The selected stories to be discussed include Liam
O’Flaherty’s ‘The Mountain Tavern’ (1929), in which the hostess of a tavern
counteracts a group of Republican ‘robbers’ who show no respect for human life;
Frank O’Connor’s ‘Guests of the Nation’ (1931), which depicts a Jewish merchant
being mistakenly taken to be English and killed by Sinn Féinners; Mary Lavin’s ‘The
Patriot Son’ (1956), in which a single mother strongly disapproves of her only son’s
attendance at any nationalistic event, including a weekly Irish class; and Denis
Johnston’s ‘The Call to Arms’ (1936), which comments on the lack of leadership in
the Republican army from a bartender’s viewpoint. These stories were regarded as
being unsuitable to a patriotic canon which was being formed through the

State-approved textbooks and curricula in the 1930s.

'* Quoted in John Cronin, Irish Fiction: 1900-1924, (Belfast: Appletree, 1992), intro. pp. 14-16.

'> Philip O’Leary, The Prose Literature of the Gaelic Revival, 1881-1921 (Pennsylvania: Pennsylvania
UP, 1994). By writing this book, O’Leary attempted to remedy the current deficiency of Irish literary
history in which the named types of prose writing were more neglected than attended to by critics. See
the summary of the book, which is printed on its back cover.
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Chapter Five will also dwell upon three historical novels which received limited
attention in Ireland, perhaps due to the authors’ unconventional approaches to
nationalistic events. The lack of critical reviews might be because these works, to a
large extent, do not echo nationalistic sentiments but elaborate the life of two extreme
social classes when Ireland was in its political turmoil: the socially marginalised and
the Anglo-Irish. One of the novels is James Plunkett’s Strumpet City (1969), in which
the author brings to light the voices of Dublin slum dwellers and their interactions

with the condescending clergy during the 1913 Lockout Strike. The novel also

characterises hypocritical landowners, corrupt officials, and sensationalist socialists.
As the choice of themes did not particularly favour Insh nationalism, this might
explain why the author was prompted to seek publishers in London, rather than in

Dublin. (The novel was first published in London by Hutchinson & Co.) Other novels

to be discussed in Chapter Five are Iris Murdoch’s The Red and the Green (1965) and
J.G. Farrell’s Troubles (1970). The former has a backdrop of the 1916 Easter Rising,
sketching only a few militant scenes but focusing instead on romance, lust, and incest
in a highly politicised and divided Anglo-Irish family. The latter 1s set in 1919 when
the Anglo-Irish war broke out, but the author approacheé the historical event not in a
realistic manner but through narration mixed with fantasy and journalistic reports. The
Anglo-Irish war is presented as a comical event in which a group of poor and elderly
Anglo-Irish ladies manage to entertain themselves under the threat of being killed by
the Republicans. These three novels were not written to glamorise Irish nationalism
but to be cntical of the underlying ideology. The unorthodox readings of those
nationalistic events might have, to some extent, not only directed the novelists to
publish their works outside Ireland but resulted in the lack of reviews by Irish critics.
The last two chapters, on Mary Lavin and Kate O’Brien, will demonstrate the

way in which Irish women writers were ignored by their male critics, regardless of
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whether they wrote seemingly in support of middle-class values or put the
fundamental Catholic teaching into question. Both writers started their writing career
in the 1930s, while their works were mostly published outside Ireland and had few

reprints in Ireland before the end of the twentieth century. Mary Lavin, whose writing

techniques were often criticised for not being as innovative and experimental as her
Irish male compeers, was in fact a master of literary realism, depicting of how Irish
women of different social classes strove to survive the patriarchal and hierarchical

suppression on them. She did not write as a feminist but, with a thorough observation

of puritanical Ireland, remarked with sympathy upon the weaknesses of both males
and females. Her realistic portraits of Irish women’s life -- observed with feminine
sensitivity -- should have turned over a new leaf of Irish literary history, but her works
were not studied critically in Ireland until the 1970s. Kate O’Brien, whose works were

more critical of Irish parochial life, was censored in Ireland for her delineations of

homosexual relations. Different from Lavin, she protested more unrelentingly against
the insularity of Irish culture, criticising explicitly the cultural policy of the Free State
government, as well as the Catholic Church, which had over-dominated Insh society.
Writing as a literary critic, she also raised challenging questions relating to the
under-representation of women writers in traditional canons, calling for a more
serious study of women diarists.

In general, being women writers, Lavin and O’Brien both showed a great
concern for the predicaments of Irishwomen in a society strictly dominated by
Catholic doctrines. Their attempts to voice the concerns of women in neglected and
peripheral communities, such as unmarried mothers, low-paid maids, lesbians, and
Irish governesses overseas, understandably contradicted the ideal image that the
Church put in place for Inshwomen. What is noteworthy is that Lavin and O’Brien

were not necessarily anti-Catholic, but were introducing a more sympathetic and
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liberal understanding of Catholic teachings. The significance of their intensive
portraits of the lives of Irishwomen from the lower to middle classes lies, on the one
hand, in their revelation of the hypocrisy of the Irish bourgeois. On the other hand,
their works document the facets of women’s lives which their male critics might have
failed to understand. These reasons directly and indirectly resulted in their being
ignored in the traditional male-dominated Irish canon.

Last but not least, I shall admit that, partially owing to the word limit of this
thesis, I have not been able to elaborate on some factors that have significantly given
shape to the Irish canon. One of the factors which should be discussed is media
censorship, which was rigorously enacted from 1929 until the 1960s. It was a
censorship carried out in line with puritanical Catholic values, deeply influencing the
public and private lives of most Irish people. The limited discussion on censorship in
this thesis, however, is not because the author does not recognise its unhealthy effects
on Irish society, but because, when compared with education at different levels,
censorship- was less important owing to the dichotomy it promoted as a literary
standard. That is, in the view of the censors, only two kinds of literature were
discernable: decent and indecent, moral and immoral. Education, on the contrary, due
to its involvement with parents (of different social classes), examining boards,
textbook editors, and faculties of various religious persuasions-and political interests,
produced more sophisticated effects on the making of canons. Consequently, I have
chosen to elaborate more on educational factors than on censorship. The last chapter,
on Kate O’Brien, will demonstrate the negative consequences borne by Irish readers

-- referring to her Pray for the Wanderer and The Land of Spices in particular; the
latter was banned for its homosexual subplot.
It should also be pointed out that some of the novels and short stories which are

to be studied in the second half of the dissertation were not published in the first few
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decades of the twentieth century, although this is the period which the first three
chapters cover. By reading those novels published after the 1940s, one might be able
to observe how the changes of social ethos could affect wnters’ choices of
perspectives in dealing with Irish historical events. James Plunkett’s Strumpet City,
Iris Murdoch’s The Red and the Green, and J.G. Farrell’s Troubles are examples
which suggest that how history is perceived by readers does not necessarily lie in
events per Se, but in the ways in which writers, including historians, approach them.
The works of Lavin and O’Brien examined in this thesis will illustrate how they
experienced the lingering effects of a nationalistic canon formulated under the
supervision of the Free State government and the Catholic Church. More specifically,
themes which were not in line with the sentiments of Catholic Irishness would hardly
be regarded as politically and morally correct, regardless of the time when they were
dwelt with in post-Treaty Ireland. During their lifetime, Lavin and O’Brien, whose
writing careers spanned the mid-twentieth century, had borne the consequences of
Irish canon formation -- largely dominated by male critics, nationalists, and the
Church.

Through analyses of selected literary texts and their accompanying social
contexts, this thesis intends to dissect how literary canons have been formulated when
political and religious ideologies were more influential than other factors. The
achievement of writers was therefore be judged by standards that were religious and
political rather than aesthetic. Altilough the establishment of the Free State did
contribute to the emergence of an Anglo-Irish canon, the fact that Irish culture was an
ethnic, denominational and political medley potentially disqualifies any Irish canon
for being unrepresentative. That is to say, as there is no simple version of Irishness
that is able to cover the different aspects of multi-cultural Ireland, it is possible that

diverse canons would be formulated to give a voice for specific. interested social
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groups, alongside different political and religious anticipations. Having said this, to
seek a ‘neutral and natural’ canon might not be impossible, as there are always
exclusions and inclusions of literary works in support of a favoured canon. This thesis

will aim to demonstrate how canon formation 1s a ‘battlefield’ where, to borrow

Gayatri Spivak’s words, all sorts of sources of ‘epistemic violence’ are exercising

their power.

' Gayatri Spivak, Jn Other Worlds: Essays in Cultural Politics (New York: Methuen, 1988), p. 154.
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Chapter One
The Decolonisation of a ‘Murder Machine’:

Education and the Catholic Church in Post-Treaty Ireland’

In his preface to After Colonialism: Imperial Histories and Postcolonial
Displacements, Gyan Prakash wrote that modern colonialism has operated more
subtly, through intellectual activities involving native elites educated in western
academies, rather than by military means. They formed a dominant class as they
restructured the postcolonial state. Prakash also observed that their contribution, if any,
was the °‘[re-]institut[fion] [of] enduring hierarchies of [colonial] subjects and
knowledges’; they came up with limited innovations with regard to the decolonisation
of the new-born State.”> They, to a relative extent, inherited a colonial mindset with
which they learned to conceive the world as ‘the Occidental and the Oriental, the
civilised and the primitive, the scientific and the superstitious, the developed and the
undeveloped’.> With this colonial mindset, the elites were inclined to privilege
themselves as the new, more ‘civilised’ authority over the native people. Interestingly,
Frantz Fanon described the re-adoption of the colonial mindset in similar terms in his
The Wretched of the Earth. He contended that the new ruling aristocrats ‘easily
convinced [themselves] [. . .] with wilful narcissism [. . .] that [they could]

advantageously replace the middle class of the mother country’.* For both Prakash

and Fanon, the new dominant class was seen to become another oppressor who helped

! The post-Treaty period which I referred to in this chapter, also throughout the thesis, is the 1920s to
1940s, during which Ireland gained its political independence in 1921 with the signing of the
Anglo-Irish Treaty. The Treaty created an Irish Free State of twenty-six counties, and was defined by its
Constitution as a dominion of the British Commonwealth. The political affiliation with the former
coloniser ended in December, 1948, when J.A. Costello, the former Prime Minister, declared Ireland to
be a Republic and to be leaving the Commonwealth.

* Gyan Prakash, After Colonialism: Imperial Histories and Postcolonial Displacements, ed. by
Prakash (Princeton, N.J.: Princeton University Press, 1994), intro., p. 3

3 Prakash, After Colonialism, p. 3.

4 Frantz Fanon, The Wretched of the Earth (New York: Grove Press, 1968), p. 120.
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little in liberating the colonised but justified their superior position in relation to those
less educated and advantaged indigenous peoples. They endeavoured to claim a
singular, national consciousness by introducing new constitutions, rules and
programmes, while to some extent they mimicked -- with a few novel experiments --
the administrative, bureaucratic system that the former coloniser had formulated.
Their leading position and own interests were strengthened in the process of national
formation, but the concerns of political dissenters and religious minorities, which had
existed long before Ireland became independent, were not resolved. Post-Treaty
Ireland, in my opinion, illustrates the problems that Prakash and Fanon have
addressed. Take, for instance, the predicament of Unionist senators in the Free State.
Although their number was sixteen out of thirty in the new Senate, they were often
given ‘a special position [. . .] to watch the work of the dominant D4il from close
quarters’.> The D4il was ‘deliberately intended to be dominant’ not only over the
Senate but also over the executive government upon which many Protestant Unionists,
including W.B. Yeats, as a senator who was concerned about his Anglo-Irish heritage,
could have limited influence.® The union of the nationalistic government and the
Catholic Church turned into a powerful body that constrained dissenting voices
through a variety of measures. National education -- which this chapter will dwell
upon -- was one of the methods that attempted to blur those religious, ethnic, political,
and cultural divides, or to assimilate them with the mainstream Catholic ethos.
However, Ireland, as the only colony of the British Empire in western Europe,
was rather different from other colonies in pursuit of decolonisation. The complexity

of the Irish Question lay in the fact that, firstly, Ireland and England, primarily due to

their close geographical distance, had shared a long partnership in commerce and

* F.S.L. Lyons, Ireland since the Famine, 2nd edn (London: Fontana, 1973), p. 474.
6 Lyons, p. 474.
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agriculture since 1800 under the Act of Union. Secondly, Ireland had been, by the end
of the nineteenth century, transformed in many ways into an Anglicised state under
the influences of Victorian England. According to ES.L. Lyons, not only the
economic interests of industrial England had flowed across the Irish Sea but ‘English
fashions in dress and speech, English journalism and advertising, English books and
plays, English music-hall, English concert programmes and concert artists, English
painting, English sports and pastimes [. . .] [had] [grown] and flourished in an Ireland
which [. . .] [was] little more than a province in the empire of Victorian taste’.’
Moreover, although Irish was still spoken by many Irishmen, English was the
common language amongst the majority of the urban Irish and with English people.
Thirdly, in politics, there was a severe split amongst Irish parliamentarians at
Westminster arguing for or against Home Rule after the fall of Charles Parnell.’ The
fall of Pamell, in one way or another, incurred deep suspicions between Irish
Catholics and Protestants, and between revolutionary nationalists and home rulers.
These factors all directly and indirectly confounded the solution to the Irish Question.
Nevertheless, before any political agreement was made to solve the Irish Question,
militant Irish nationalists, mainly Irish Volunteers and the Irish Citizen Army, had
triggered the Easter Rising in 1916, facilitating the establishment of the Irish Free
State in 1922, ‘[T]he tragic interplay of two emotional forces: nationalism and faith’,
according to one historian, therefore empowered the new government and the
Catholic Churchlto direct the construction of the Free State in the way they wished.’

What is noteworthy is that the politicians who were involved with the making of the

" ES.L. Lyons, Culture and Anarchy in Ireland: 1890-1939 (Oxford: Oxford University Press, 1982),

7.
PCharle:s Stewart Parnell was an Irish nationalist parliamentarian at Westminster. He was elected
leader of the Irish Parliamentary Party whose object was Home Rule and the establishment of a
separate Irish parliament in Dublin. In 1890, the party split as a result of Parnell’s scandal with Katie
O’Shea, the wife of Captain William O’Shea who was one of Parnell’s party aides.

? Paul Blanshard, The Irish and Catholic Power: An American Interpretation (Boston: Beacon, 1953),
p.14.
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Free State by and large were members of the elite receiving their education at colonial
institutes, or former parliamentarians (at Westminster), or both. They learned a great
deal about English codes and regulations, redefining them in line with their patriotic
and Catholic ideals, ignoring the fact that Ireland was a state with a mixture of
cultures, denominations, languages, and races. They, to some extent, reproduced a
mindset similar to that of the former coloniser in discouraging non-nationalistic
interests. Many of the Protestant minority had therefore criticised the imposition of
Catholic values upon them through various governmental policies."

It is true to say that the establishment of the Irish Free State in 1922 came with
the emergence of a privileged ruling class on which this small number of elite groups
could decide by themselves how the country should be (re-)built, according to their
nationalistic aspirations. Although Unionists, whether Catholic, Protestant, or
Anglo-Irish, could express their opinions in the Senate and other public meetings,
they could not always have a decisive impact on the matters that concerned them due
to their being a minority in the Executive Council (of the Free State). These native
elites, mostly Catholic nationalists, hence contributed to ‘the only integral Catholic
State in the world’, legitimising the joint rule of the Church and the gcwemmcnt.ll
On the one hand, the elite on the ruling class -- who stood by Irish nationalism --
reconstructed what Fanon called the ‘hierarchy of cultures’: to maintain not only the
security of the nation but their leading position.'> On the other hand, they reversed

the order of the hierarchy by placing the Gaelic culture, which used to be under the

suppression of the English coloniser, at a more dominant level. The strong preference

'* Daniel P. Johnson, ‘Censorship and Publishing in Ireland in the 1930s and 40s’ (unpublished
doctoral thesis, University of Ulster, 2001), p. 6. The media censorship, for instance, was severely
criticised by some Catholic intellectuals and Protestants, but it was not less rigorously enacted until the
1960s.

'' Quoted in Blanshard, Catholic Power, p. 4. It was contended by Dr. James Devane, one of Dublin’s
?zotcd champions of the Church.

Frantz Fanon, ‘Algeria Unveiled’ in A Dying Colonialism, trans by Haakon Chevalier
(Harmondsworth: Penguin, 1970), pp. 35-64 (p.41). '
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for ‘Irish Irishness’ can be seen from the insistence of the Ministry of Education,
though not without criticism, on making the learning of the Gaelic language an
obligatory course in primary and secondary education; and the revision of textbooks
on literature, history and geography to include more lessons about Ireland or Insh
authors.

Although Fanon’s concept of a ‘hierarchy of cultures’ initially referred to the
white coloniser’s attempt at making the indigenous culture inferior, it could be argued
that Irish cultural nationalists in the ruling class possessed a similar attitude in
privileging ‘Irish Irish’ rather than the English version. Nevertheless, the project of
re-Gaelicising Ireland could not be deemed a completely successful one, as the
consequences of Anglicisation had been very far-reaching and could hardly be
removed. Specifically, by the 1970s, ‘[o]utside school, English was [still] the
language [students] heard and spoke; it was the language their parents spoke; and the
language of newspapers, books and radio’.”> Although the Ministry of Education did
try to re-Gaelicise Ireland through education by similar means to those that the
English had used to for impose Anglicisation, the results were not always as
satisfactory as patriotic educationalists expected, in that there were always
non-educational factors that hindered ‘the (complete) decolonisation of the mind’ -- a
phrase coined by Ngiigi wa Thiong’o. The movement of de-Anglicising Ireland, as
this chapter will discuss, cannot be claimed as a definite success.

This chapter will focus on the ways in which education was used as a method to
promote privileged cultural and political ideologies before and after the establishment

of the Free State. What was similar between the English colonisers and the Irish
nationalistic educationalists was that they both thought highly of schooling and its

influences on future generations; both structured national education systematically

'3 Thomas J oseph Durcan, History of Irish Education from 1800 (Bala: Dragon, 1972), p. 157.
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and introduced a common curriculum. The marked difference, however, was the
extent to which denominational schools were encouraged by the colonial and
nationalistic governments; the former provided very limited public funds to them,
while the latter were more generous. I will examine in particular those Catholic
convent schools run by foreign teaching orders, some of which managed to maintain a
non-Irish-nationalistic and non-Anglican education for pupils from the middle class,
and were not as deeply Gaelicised as those run by the Irish Christian Brothers. The
contributions of these foreign orders towards Irish education have often been ignored.
I will also compare St. Enda’s School, which was founded by Patrick Pearse, with
those under the English national school system and the Catholic system before and
after Irish independence. In addition, I will discuss how the Intermediate and Leaving
Certificate examinations affected the ways in which knowledge was taught and
received, and their contribution to the joint rule of the Church and the government
over the Free State. In short, how education was conducted significantly underpinned
the formation of a nationalistic canon, since such a canon might incorporate various

social and political interests, including aesthetic ones.

A. Two Failed Educational Ambitions: the English National School System

versus St. Enda’s Revivalism

Education has always remained an important and effective channel for any political

authority to promote favoured ideologies, based on the widely received premise that it
Is easier to influence young pupils’ ideas than adults who have already formed their
opinions. Education could also be a method to assimilate those whose religious,
political, and cultural backgrounds remained heterodox, as a method to keep the

colonial sovereignty integrated. It could be argued that the education that the English
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colonisers promoted in Ireland since the eighteenth century involved two purposes at
least -- to resolve the Irish Question and to assimilate the Irish-speaking population.
As the passing of the Union of Act in 1800 had legalised English rights over Ireland,
education became an essential means to promote a culturally, religiously, and
linguistically unified British Empire. Nevertheless, the English national school system,
introduced in 1831, did not ever fully succeed in assimilating the Irish-speaking

public.

Before this chapter moves on to discuss how post-Treaty education would serve
as an instrument in Gaelicising pupils, it is firstly necessary to understand the political
agenda behind the English national school system, and how this system was received
in both Ireland and England. This consideration will underpin my later elaboration of
the reasons for which Irish education in post-colonial period would be, on the one
hand, anti-colonial, while on the other hand it would be as authoritarian as that in the
former colonial era.

It may be observed that the political agenda behind the introduction of the
national school system was mainly to have Ireland Anglicised, although this intention
was under the guise of bringing culture and civilisation to people of lower classes and
in remote regions. One of the noticeable traits about the colonial education is that
English was the only language to be allowed in classrooms, ‘even in predominantly
Irish-speaking areas’.'* The curriculum taught no Gaelic and had little focus on Irish
history and culture. However, for colonial educationalists, it was an education

expected to benefit ‘a fully integrated nation’ and ‘prepare children loyal to the

Sovereign, to be obedient to the laws’, as an inspector commented in an 1855 report.

14 Michael Coleman, ‘Representations of Americans and the Irish in Education Reports, 1850s-1920s°,
Irish Historical Studies 3 (2002), 33-51 (p. 47).

'> Quoted in Coleman, ‘Education Reports’, p. 42. This was included in the report written by the
inspector, Patrick J. Keenan.
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This underlying intention of Anglicising Ireland through education was more apparent
in the fact that educational reports -- written by teachers, commissioners, and
administrators -- were all in English, despite a large percentage of the authors being
Irish natives. Specifically, they represented the Irish and the English mostly as ‘us’ or
‘the same’, while it could be assumed that not all Irish teachers were unionists; some
might have sympathy for nationalistic causes to some degree.'® These discordant
voices were largely silenced in these official reports -- reviewed not only by
educational commissioners in England but also by readers (mostly) in the teaching
profession in Ireland. Hence, it can be argued that different levels of the national
school system, from the making of curriculum to the wnting of educational reports,
have aimed to address a similar purpose of Anglicisation. In other words, the
promotion of the English national school system was to cultivate every Irish pupil into
‘a happy English child’, as the Protestant Archbishop Richard Whately (1787-1863),
one of the earliest Commissioners at the National Board, contended."’

Although the Anglicisation of Ireland was not solely effected through education
but was achieved in various ways, the function of the English national education in
Ireland was pivotal, on the grounds that the English government had invested a great
deal of money -- ‘long before public money was spent on English education’.
According to J. M. Goldstrom, it was to keep the colonisers from ‘los[ing] their purse
strings’ of the ‘hostile population and alien religion’ in Ireland.'® Within two years
after 1831, there were almost 800 schools established or brought within the State
system with over 100,000 pupils. By 1900, the government had set up 8,674 national

schools, admitting 700,000 pupils across Ireland, according to the report of the

:: Coleman, ‘Education Reports’, p. 37.
N Quoted in Lyons, Culture and Anarchy, p. 9.

J. M. Goldstrom, The Social Content of Education 1808-1870: a Study of the Working Class School
Reader in England and Ireland (Shannon: Irish University Press, 1972), p. 52.
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National Education Board of Ireland.'” Although government funds did subsidise
schools outside the national school system, they were largely for those adopting
non-denominational curricula approved by the State. The amount of subsidies,
moreover, varied from school to school, and teachers’ salaries differed from individual
to individual, based upon students’ examination results and other rules. The subsidies
were ‘fairly’ distributed according to the number of ‘passed’ students, and how
teachers performed their duties under ‘The Rules and Programme for Secondary
Schools’, a handbook published annually by the Ministry of Education.”® If the
number of ‘passed’ students was comparatively less than that of other schools, or in
the case of teachers being found teaching subjects other than those regulated in these
Rules, then such individuals would risk reducing their own salary as well as the
school subsidies. On the one hand, this system of fee allocation might ensure the
quality of national education, and create competition among schools. On the other
hand, it compelled teachers not only to consider materialistic profits but also to
encourage students to prepare well for examinations. This tended to stifle creativity in
the domains of teaching and learning. However, not only were there many Insh
educationalists opposed to such a method of education, but some English scholars had
reservations about the way in which the State’s education was being run. E.GA.
Holmes, an English educationalist, detailed the consequences of a standardised,

national education in 1912 as follows, arguing that it would turn teachers and students

into ‘slaves’ of teaching and learning:

The State, in prescribing a syllabus . [. . .] told [teachers] in precise detail what

[they were] to do each year in each ‘standard’, how [they] was to handle each

;: Coleman, ‘Education Reports’, p. 36.
The scheme of distributing secondary school subsidies according to examination fees was justified
under the Intermediate Act of Education, passed in 1878.
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subject, and how far [they were] to go in it; what width of ground [they were] to
cover; what amount of knowledge, what degree of accuracy was required for a
‘pass’. [. . .] The teacher who, in response to the deadly pressure of a cast-iron
system, has become a creature of habit and routine, cannot carry out his
Instructions except by making his pupils as helpless and as puppet-like as

himself.?!

Holmes’s view of the negative consequences of national education can be
applied to the educational status quo in both England and Ireland, on the grounds that
teachers and pupils in both areas had to conform to teaching manuals produced by the
Board of National Education on every subject. The Board also drew up regulations
concerning the distribution of subsidies and teaching grants. Under such
circumstances, teachers had virtually no freedom in deciding how and what to teach,
but were obliged to follow the standard instructions given by the Board, so as to help
students passed the Intermediate Examination.”® The preparation for examinations
disciplined both students and teachers to work with ‘mechanical obedience’, and
diminished their confidence in questioning authority.”

The national school curricula also served to prompt the Irish to identify with the
values and perspectives of the English upper class. As E.J.R. Eaglesham observed, the
curricula for both Irish and English pupils reflected values ‘not from Leeds or West
Ham but from Eton and Winchester’.® It would be justifiable to say that the

promotion of the culture and interests of the English dominant class since the

:; E.GA. Holmes, What Is and What Might Be (London: Constable 1912), pp. 103-4.

According to the 1904 Regulations for Secondary Schools, the courses for examination as defined
by Sir Robert Morant at the Board of Education, included English Language and Literature, Geography,
History, Mathematics, Science, and Housewifery for girls. See Ivor F. Coodson, The Making of
Curriculum: Collected Essays (London: Falmer, 1988), intro., p. ix.

2 Holmes, p. 103

“ EJR. Eaglesham, The Foundations of Twentieth-Century Education in England (London:
Routledge, 1967), p. 59.
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mid-nineteenth century served to reinforce the imperialistic hierarchy, so that pupils
within the British Empire could learn to either justify the superiority of colonial
values, and serve the ruling class in the future. Only in 1908 did the subject of Irish
history become a separate discipline within the curriculum due to increasing demands
from Irish nationalists. Prior to this date, ‘Irish children learned little Irish history,
unless individual teachers risked teaching it’.” It could therefore be assumed that the
introduction of the national school system to Ireland represented an act of promoting
the values and culture of the English upper-classes. Its success was also consolidated
by the intensive interactions in commerce, politics, arts, and journalism between
Ireland and England during the course of the nineteenth century.

Some might argue that the English national school system was not necessarily
detrimental to Ireland, as it ensured pupils of all denominations were taught at
improved, State-funded schools. Although many Catholic traditionalists did express
their concerns for an insufficient level of religious practices at national schools, the
English government still efficiently promoted a favoured, non-denominational
education with financial advantages, mostly derived from industrial English society at
the end of the nineteenth century. It can be therefore deduced that the colonial
government, under the influences of the Industrial Revolution, regarded a national
school system as an effective method of modemising Ireland. Nevertheless, this
agenda along with standardised programmes and rules might work to efface the
cultural and ethnic identity of the Irish; in other words, to assimilate the
non-English-speaking population within the Empire in the name of modemisation.

The consequences of the Great Irish Famine (1845-1848) also facilitated the
promotion of the national school system in Ireland. On the one hand, as the finances

of the Irish Catholic Church had not been able to receive adequate support as before

£ Coleman, ‘Education Reports’, p. 45.
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from the local merchant class, the Church experienced difficulties in maintaining its
network of primary education under such economic recession. On the other hand, as
the English government did enhance the facilities of national schools with its ample
financial resources, many Irish parents felt prompted to send their children there for
better education. Nevertheless, even though the Irish economic situation was
deteriorating, the determination of Irish Catholic educationalists to maintain a distinct,
denominational education did not diminish. Feeling unsettled about the ‘Godless’
State education, they cooperated with many European teaching orders to provide
education exclusively for the Catholic pupils, particularly during Paul Cullen’s period
of office as archbishop of Dublin (1851-1878).%° The religious atmosphere at these
Catholic schools was presumably more intense than that at national schools where
religious images and instructions were banned, except during the limited times set
aside for each denomination.

It is fair to assume that the consistent maintenance of denominational schools in
Ireland, even during a period of deteriorating economic circumstances, suggests that
Ireland’s ethnic, cultural, and political variations were not easily erasable. It should be
also noted that the maintenance of Catholic schools involved more than religious
concerns. A sentiment of Irish nationalism always underpinned Catholic
educationalists’ belief in the necessity of having a separate, religious schooling for
Irish pupils. Partially due to nationalistic motives, the demand for a separate education
for Irish children’s own religious, educational, and linguistic interests became more
Insistent at the turn of the twentieth century, as fundamental nationalists found such

education essential in counteracting the ongoing Anglicising influences. Patrick

Pearse, for example, founded St Enda’s School, or Sgoil Eanna, as an institute that

** T will later name those teaching orders from European mainland and the years they arrived in Ireland.
Also see note 48,
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was ‘distinctively Irish in complexion, bilingual in method, and of a high modern type
generally, for Irish Catholic boys’, as its 1909 prospectus declared.”’ The significance
of St Enda’s lies in its aim to meet a marked social expectation for this type of
Irish-Irish school to counter English-oriented ones; notwithstanding the support of
many unpaid but loyal staff who, at times, were needed to rescue it from financial
crises. Noticeably, its curricular paradigm had lasting effects on education in
post-Treaty Ireland.

Pearse was a leading revolutionary, Catholic educationalist, an active member of
the Gaelic League, and editor for An Claidheamh Soluis, a weekly paper of the
League. He established St Enda’s to countervail ‘the examination fetish[ism]’

prevalent at schools that adopted the Stated-approved syllabus on one hand; as well as
to fulfil the goal of the Irish Revival, which was being advocated by Gaelic Leaguers
with enthusiasm. ® St Enda’s was fundamentally different from those
English-dominated schools. For instance, students entering the campus would
immediately encounter a nationalist fresco with the motto: ‘I care not though I were to
live but one day and one night, if only my fame and my deeds live after me’ # Thisis
a statement attributed to Ca Chulainn, a hero of Irish sagas who sacrificed his life
~ with loyalty to Conchubor, King of Ulster. The teaching of the Gaelic language also
had a primary emphasis: ‘Irish is established as the official language [. . .] and is, as
far as possible, the ordinary medium of communication between teachers and
» 30

pupils’.™ Most subjects were taught bilingually. Irish history, geography, literature,

and legends were highlighted and ‘formed an important part of the curriculum. [. . .]

% Patrick Pearse, ‘The Prospectus of Scoil Eanna 1909°, A Significant Irish Educationalist: the
Educational Writings of P. H. Pearse, ed. by Séamas O Buachalla (Dublin: Mercier, 1980), pp. 317-47
(p. 317).
;E) Lyons, Ireland since the Famine, p. 332.
o Quoted in Lyons, Ireland Since the Famine, p. 332.

Pearse, ‘The Prospectus of Scoil Eanna 1909', p. 318.
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to instill into the minds of the pupils an intimate and lively love of their fatherland’,
according to the school prospectus.’’ These highlighted subjects made St Enda’s
significantly different from English-orientated schools where Irish pupils were
examined and trained to acquaint themselves with English culture and values, not
least of which were its historiography and classical literature,

Religious training constituted an essential element of the St Enda’s curriculum.
As Pearse stressed in 1913 in An Craobh Ruadh, a publication for the Belfast Gaelic
League, ‘St Enda’s is a Catholic school’, and parents were assured that their children
would receive proper Catholic and moral training.”> As a result, pupils were not only
required to attend daily Mass and receive half-an-hour each day devoted to the
teaching of the Catechism, but the school also opened and closed with formal prayers.
This deep-seated and permanent religious atmosphere as developed by Pearse aﬁmed
to prepare students ‘towards the awakening of a spirit of patriotism’.>® It also had the
intention of making St Enda’s ‘worthy of our fame as the most Irish of Insh
schools’.** Tt is therefore fair to say that St Enda’s, with its explicit emphases placed
on Irish language, culture, Catholicism, and patriotism, served as an example for
Pearse’s successors as nationalistic educationalists. That is to say, most schools in the

Inish Free State adopted a similar model of curriculum and textbooks to those Pearse

Introduced. Details on the textbooks selected and used during post-Treaty Ireland will
be further elaborated in the following chapter.

The foundation of St Enda’s as an Irish-Irish school realised Pearse’s educational
aims in redressing the repressive effects of English-orientated schools on Irish pupils.

He addressed relevant issues with regard to the suppressive English education in The

:; Pearse, ‘The Prospectus of Scoil Eanna 1909, Irish Educationalist, p. 319.
, Pearse, ‘St Enda’s’, Irish Educationalist, p. 345.
“ Pearse, ‘The Prospectus of Scoil Eanna 1909°, Irish Educationalist, p. 318.
Pearse, ‘By way of Comment’, Irish Educationalist, p. 324. This article appeared in An Macaombh,
which was the school journal of St Enda’s.
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Murder Machine. In this work, he compared the (English) national school system in
Ireland to the system of slave education, in that both taught students ‘to be sleek, to be
obsequious, to be dexterous’, and ‘not to be strong and proud and valiant’, turning
them into ‘not slaves merely, but very eunuchs, with the smoothness and softness of
eunuchs’.” In particular, he denounced the Intermediate examination programmes
and educational boards, for in his view they ‘chained the English-Irish educational
donkey’ to a machine-like system and ‘grind[ed] them for the English Civil

Service’.*® To him, the most beneficial education for Irish pupils should be developed

‘in God’s way, [not] in the Board’s way’, and cultivate students’ ‘heroic spirit’.”’

Nevertheless, in reality this ambitious Irish-Irish educational goal could only be
practised in part, since in its later years St Enda’s did open courses preparing students
for the ‘machinery’ examination, following parents’ demand. Faced with the
difficulties of finding fully competent teachers to conduct subjects in Gaelic, together
with criticisms (principally from unionists) about the suspiciously over-patriotic
agenda of the school, Pearse became rﬁore reserved about the result of his bilingual
experimentation. In an article for An Macaomh, St Enda’s school journal, he admitted
that a purely Gaelic-speaking school did not really suit the contemporary needs of
Ireland, even though he had foﬁnerly expected Gaelic to be its official language: ‘I do
not think that a purely Irish-speaking school is a thing to be desired; at all events, a
purely Irish speaking secondary or higher school is a thing that is no longer

possible’,”®

I would argue that this statement was made with some degree of frustration

35 Patrick Pearse, The Murder Machine (Dublin: Whelan, 1916), p. 4.

° Pearse, The Murder Machine, p. 18. He specified four educational boards which he supposed put
Irish pupils in servitude: the Commissioners of National Education, the Commissioners of Intermediate
Education, the Commissioners of Education for certain Endowed Schools, and the Department of
Agriculture and Technical Instruction.

*" Pearse, The Murder Machine, pp. 13, 16.

3% Pearse, ‘By way of Comment’, Irish Educationalist, p. 324.
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stemming from his forced compromise between his ideals and real pressure exerted
from parents, who expected St Enda’s to open review courses for students to prepare
for the Intermediate examinations, on the grounds that an Intermediate exam
certificate would be an effective means to help to open doors to suitable jobs. In other
words, since parents were the major fee-payers to the non-State supported St Enda’s,
it is likely that Pearse had to respect their opinions and meet their expectations in one
way or another. St Enda’s bilingualism probably 1s the result of a compromise which
Pearse had been obliged to make long before the school was set up. That is, his

idealistic ‘Gaelic-speaking’ school had to be capable of catering for the pragmatic
needs of prospective Irish pupils in a society in which English was always the

dominant language.

What is also worth noting about the operation of St Enda’s was its ‘modern’
curriculum which was built upon the foundation of ‘the high tradition of Cu
Chulainn’.* The two pursuits of education, however, were contradictory, as there was
hardly any common ground on which to accommodate modernisation and tradition at
the same time. In the St Enda’s prospectus, the school was introduced as ‘a high
modern type’, while Pearse had denounced the defects of modern education
elsewhere.”’ For instance, in The Murder Machine, he argued that modern education
would impair students rather than benefit them, as ‘[i]t should be obvious that the
more “modern” an education is the less “sound”, for in education “modernism” is as

much a heresy as in religion’.*! Although the modern education that Pearse targeted

was more likely that being practised in the State’s schools, the curriculum of St Enda’s

was not much different from theirs in reality. The subjects taught at St Enda’s were

almost the same as those in English-orientated schools, except for a particular subject

i’: Pearse, ‘By way of Comment’, Irish Educationalist, p. 324.
Pearse, ‘The Prospectus of Scoil Eanna 1909°, Irish Educationalist, p. 317 (my italics).
*! Pearse, The Murder Machine, p. 8.



35

on ‘Christian Doctrine’. More specifically, common subjects to be taught at St Enda’s
and English national schools included: History, Geography, Nature-study,
Experimental Science (Chemistry and Physics), Mathematics (Arithmetic, Algebra,
Euclid, and Trigonometry), Handwriting, Drawing, Manual Instruction, Hygiene and
First Aid, Book-keeping, Shorthand, Typewriting, Elocution, Vocal and Instrumental
Music, Dancing and Physical Drill.* Although the teaching of History, Geography,
and Music was essentially Irish-orientated, pupils could in fact acquire relevant
British historiography and relevant knowledge in review courses for exam purposes. It

was a curriculum able to match the needs of students who wanted to sit for the

Intermediate examinations for entry to a university first degree programme, or who
intended to enter employment following graduation from ‘a university.* As the
‘modern’ curriculum stands, it could be argued that St Enda’s would have been one of
the modern schools that Pearse would have criticised, had he not been its principal. It
is also seems justified to observe that the formation of St Enda’s as a *high modern
type’ was likely the result of parents’ requests, since they, as tuition-fee payers, might
not have expected their children to be educated in a provincial manner, but rather
under the auspices of a modern school; the ability to speak Gaelic was as important as
serving an English-speaking society. The ideal that Pearse pursued might therefore be
understood differently in the eyes of those parents who sent their children to St
Enda’s.

Although St Enda’s only survived for five years, from 1908 to 1913, it had
far-reaching effects for the history of Irish education in post-Treaty Ireland, where

Catholic nationalists were active in reformatting the nation and its educational

42 Pearse, “The Prospectus of Scoil Eanna 1909’, Irish Educationalist, p. 319.

> Under the 1878 Intermediate Education Act there were junior, middle and senior grade Intermediate
examinations for secondary-school students. The senior grade certificate would be the most valuable,
designed for those who wished to study for a Bachelor's degree, followed by employment in positions
that granted access to the higher social ranks. I am grateful to Prof. Norman Vance for this information.
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apparatus. In the following section of this chapter, I will explain how the Catholic
Church had produced another educational framework; in what way and to what degree
post-Treaty education was based upon Pearse’s educational aspirations. Last but not
least, I will discuss how foreign teaching orders subscribed to different pedagogical
views with regard to the teaching of pupils from the middle classes and I therefore
will compare their schools with those emphasising the Irish-Irish tradition. I will
further analyse how ‘modern’ concepts of education were absorbed and practised in

different levels of education, particularly for women, through a process that had

unsettling effects.

B. Catholic Education in Ireland and the Influences of European Teaching

Orders

Long before the National School System was introduced to Ireland in 1831,
Catholics had developed a strong tradition of running their own schools catering for
Catholic children. This tradition became more spirited, particularly after 1782 when
the English Penal Laws and an act of the Dublin Parliament annulled the proscription
of Catholic teachers. Not only did foreign orders in Europe arrive in Ireland to set up
branches in increasing numbers, but some native middle-class Catholics were able to
conduct their own charity services. The foundation of the Christian Brothers of
Ireland, which later became the principle Catholic teaching order with influences on
many aspects of Irish education, was therefore laid in the social context of early

nineteenth century Ireland.**

“ In 1802, Edmund Ignatius Rice, a Catholic merchant in Waterford, founded a primary school there
and attracted a number of religious brothers to assist. In 1803, a local monastery was built and more
people joined it. Soon Waterford became renowned for its Catholic education with an increasing
number of voluntary teachers. Similar organisations and schools with support from the Archbishop of
Dublin, the Most Rev. Dr. Murray, were later set up in Cork in 1811 and in Dublin in 1812. These
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It is fair to maintain that the growth of the Christian Brothers in the nineteenth
century was a result of Catholic Emancipation during the 1830s and 1840s, as a result
of which Catholics could be admitted to Parliament and military offices under a Relief
Act in 1782. Although the English government during the same period had invested a
great deal of money in setting up non-denominational schools against Catholic ones,
the Christian Brothers, with support from the Vatican, still spread through major Irish
towns and also to Liverpool and London, and established schools and orphanages in
other large population centres in England. In the second half of the nineteenth century,
the Christian Brothers became known for missions to Gilbraltar, Africa, India,
Australia, New Zealand and the Far East, promoting not only Catholicism but also the
standard of monastic education.® What is noteworthy is that, apart from the
expansion of the Christian Brothers from Ireland to foreign lands in the nineteenth
century, there had been a group of male and female European congregations arriving

in Ireland during the nineteenth century, setting up monasteries and convents with

different traditions from that of the native Christian Brothers. Amongst these foreign
congregations, French religious orders in particular pioneered the introduction of a
more liberal curriculum and foreign culture to Irish middle-class pupils, shadowing a
series of changes at different levels of Irish women’s education later at the turn of the
twentieth century.

Before this section further discusses the impacts that these French religious

orders produced on Irish women’s education, it is necessary to note that the roles that

organisations, with numerous branches throughout Ireland, contributed to the Christian Brothers of
Ireland. In 1820, the Christian Brothers became the first Irish male order approved by a charter from
Rome. See J.L. Slattery, ‘The Christian Brothers of Ireland’, The Catholic Encyclopedia, 20 August
2002 <http://www.newadvent.org/cathen/03710b.htm> .

‘> Nevertheless, it could be argued that the development of the Christian Brothers was not all due to
the consequences of Catholic Emancipation but in part to the toleration of the English coloniser, who,
in one way or another, might have deemed Catholic congregations useful in cultivating the indigene in
the newly-expanded Imperial territories. The Christian Brothers was therefore able to enjoy a

prosperity that Irish Catholics in the eighteenth century could hardly have expected under the Penal
Law.
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Insh women were actively encouraged to adopt, under the traditional Christian
doctrine, were largely domestic. Education for Irish women, whether under the
National School system or the Catholic one, diverged distinctly from that for men, in
that women were supposed to take a different direction of life from that of males.
Noticeably, in the Catholic Church, women were strongly discouraged from
‘parad[ing] [themselves] before the public gaze in a character so unworthy of
[children] of Mary’, as Edward McCabe, Archbishop of Dublin, put it in his

condemnation of the suffragists in 1881.* John William Burgon, a High Church

Anglican priest, was firmly opposed to the idea of equal education for girls and boys:

‘to educate young women, like young men, [is] a thing inexpedient and immodest’.*’

These comments suggest that, before the turn of the twentieth century, both the
Anglican and Irish Catholic Churches were satisfied with only ‘teach[ing] [. . .] young

women to be wise, to love their husbands, to love their children; to be discreet, chaste,

sober, having a care of the house, gentle, obedient to their husbands’.*® There were

few public careers that were considered suitable for girls by fundamental Catholics
and Anglicans.

The views held by fundamentalist Anglicans and Irish Catholics towards
women’s education revealed distinct patriarphal sentiments, while European teaching
orders in Ireland were more liberal in the way they educated pupils from the middle

class. These orders arrived in Ireland mostly during the mid-nineteenth century, such

‘ Edward McCabe, ‘Archbishop McCabe Opposes the Ladies’ Land League’, in Women in Ireland,
1800-1918: A Documentary History, ed. by Maria Luddy (Cork: Cork University Press), pp. 262-263
(p. 263). The open letter appeared first in Freeman's Journal, 12 March 1881. McCabe was Archbishop
of Dublin from 1879.

*” Quoted in Lorcan Walsh, ‘Images of Women in Nineteenth Century Schoolbooks’, Irish Educational
Studies 4 (1984), 73-83 (p. 76).

** Quoted in Anne V. O'Connor, “The Revolution in Girls’ Secondary Education in Ireland 1860-1910°,
in Girls Don'’t do Honours: Irish women in Education in the 19th and 20th centuries, ed. by Mary
Cullen (Dublin: Women's Education Bureau, 1987), pp. 31-54 (p. 36). (The next chapter will exemplify
how these gender stereotypes were passed on to pupils year after year through school textbooks, and
their consequences on the literary canon.)
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as the Sacred Heart (1842), the Faithful Companions of Jesus (1844), Sisters of
Charity of St Louis (1859), Sisters of St Joseph of Cluny (1860), and the Marists
(1873). They joined three other teaching orders that already resided in Ireland: the
Dominicans (1644), the Ursulines (1771), and the Loreto (1822).* What is worth
noting is that, amongst these orders, the Ursulines, the Sacred Heart, and the Faithful
Companions of Jesus (FCJ), by the end of the nineteenth century, had “displayed the
greatest degree of French influence’.”® The curriculum used at these schools had a

somewhat metropolitan outlook. According to Anne V. O’Connor, classes for senior

pupils were almost entirely conducted in French, and upon graduation these pupils
were virtually bilingual. Their parents, presumably, were most supportive of the
European-orientated schooling, since their daughters could have “an advantage for

which they would otherwise have had to go abroad’.”*

As foreign orders were traditionally not subject to local authorities, these

French-orientated convent schools enjoyed greater pedagogical freedom with respect

to the construction of the curriculum; unlike those run by the Christian Brothers or the
English at national schools. Although these ‘foreign’ convent schools did share
similar Christian doctrine with other Catholic schools in Ireland, the former were
more able to maintain their own approach to women’s education: not leaning towards
either a conservative or progressive attitude. More specifically, these
European-orientated convent schools disciplined pupils basically in line with Catholic

values, but the curriculum for them had an emphasis on vocational skills. This was

* O’Connor. “The Revolution’, p. 38. The dates given in brackets show when these European orders
arrived in Ireland. The Domlmcans and the Marists ran schools for both boys and girls; the native-born
Christian Brothers order taught only boys.

9 O0’Connor, ‘The Revolution’, p. 38.

5| O’Connor, “The Revolution’, p. 38. Nevertheless, there were French orders which catered
particularly for the education of the poor, such as the Brigidines, the Presentation Sisters, the Holy
Faith order, and so on. They set up day-pension or ‘pay’ schools, in contrast to boarding convent
schools for children of the well-to-do. This chapter mainly discusses middle-class Irish women’s
education run by the French, in that the middle class had greater influences on the changes in education
at different levels at the turn of the twentieth century.
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different from the curriculum commonly used at national schools, which highlighted
the skills of ‘knitting, weaving, and patchwork’ for girls.”

It could be conjectured that the introduction of vocational training was, on the
one hand, due to those French nuns’ understanding of the conséquences of the
Industrial Revolution in mainland Europe; or, on the other hand, to the support of
middle-class parents wh;) had benefited by the advance of industrial England. As the
Irish Catholic middle class was forming its economic and political power during the
period 1880-1890, parents from this social rank then expected their daughters to be
more highly educated: not just for domestic roles but for socially profitable purposes.
They consequently expected the schools where they sent their daughters to make
those subjects, such as book-keeping, shorthand, and typewriting, as available as they
were to boys. In addition, since a few Protestant schools in Dublin, Belfast, and Cork
had provided practical training for girls, girls’ schools unavoidably had to modify
their curricula to comply with the needs of middle-class Catholic families. Those
convent schools with a French origin were, as a result, able to ‘insist on the new
departures in the face of Episcopal disapproval’.s >

The influence of the Industrial Revolution was also reflected in the way in which
girls were educated in French-orientated convent schools. At these schools, pupils
were encouraged to compete for prizes: whether for essay writing, elocution, term
examinations, or good conduct, even though this philosophy jarred the nerves of Irish
Catholic fundamentalists, for ‘public opinion in Ireland was originally opposed to

examinations for girls’.* Nevertheless, it could be contended that the modification of

*¢ Knitting, weaving, and patchwork were three main subjects in reading books for girls. both at
Catholic and English national schools.

*3 Mary Cullen, Introduction, Girls Don? do Honours: Irish women in Education in the 19th and 20th
centuries, ed. by Cullen (Dublin: Women’s Education Bureau, 1987), pp. 1-6 (p. 3).

** Mary Luddy, Women in Ireland, 1800-1918: A Documentary History (Cork: Cork University Press,
19935), intro., p. 91.
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the curriculum for Catholic girls in the late nineteenth century was also desiral?le due
to the passage of the Intermediate Act of 1878. Under this Act, the (English) Board of
Educational Commissioners distributed financial grants for both girls’ and boys’
schools on an examination results basis, despite their denominational differences. This
Act therefore facilitated some fundamental changes in women'’s education in Ireland,
enabling both girls® and boys’ schools to compete on a controversial, but equal, “fees’
basis. This Act also provided some basis on which some European convent schools
had a different standing from other ‘Irish-Irish’ Catholic schools in late nineteenth
century Ireland. That is, by preparing pupils for the Intermediate Exam, some of these
convent schools were oriented towards exam results. These European convent schools
were, to some extent, tinged with Irish and English characteristics but did not
necessarily become an organ for the Celtic Revival. The teaching of French, for
instance, was still a highlight of their curricula. It *is true to say that some schools,
perhaps under pressure from local communities and Irish clerics, indeed offered
courses in the Irish language at the turn of the twentieth century, but these courses

were often optional rather than compulsory. > Pupils could still opt for the

acquirement of other European languages.

These convent schools with a European tradition also played an important role in
providing tertiary education for Irish Catholic women, because some of the pupils
who passed the Intermediate examinations then expected to go to a college run by
Catholics. Without having a choice, before the Royal University of Ireland was set up

in 1879 and admitted girls, some of these pupils had to go on to colleges operated by

*> The final chapter on Kate O’Brien will introduce Laurel Hill School in Limerick. as a French-run
convent school attended by O’Brien herself during her childhood and adolescence. The Mother
Superior for this school, as O’Brien recalled, understood the causes of Irish nationalism but did not
deem it was appropriate to have local nationalistic clerics Gaelicise her school, on the grounds that her
foreign order was not supposed to be involved with local politics. She grudgingly allowed Irish nuns at
her convent to teach the Irish langnage to pupils, admitted that it is not the mission of her order to open
such courses. The teaching of the Irish language was only an optional course at her convent school.
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Protestants, such as the Ladies’ Collegiate School in Belfast, the Queen’s Institute and
Alexandra College in Dublin. Sympathetic towards those who had to attend Protestant
colleges, nuns with a foreign origin were active in pleading for the establishment of
separate colleges for Insh women students. As Anne V. O’Connor recorded, one of
the most active orders in this respect was the Dominican Sisters, which set up the first
girls’ colleges in Dublin in 1883. The Dominican nuns, however, were not satisfied
with their own achievement but kept writing to Dr. William Walsh, the new Catholic

archbishop of Dublin appointed in 1885, urging him to set up more colleges for

intelligent Catholic Irishwomen.”

Foreign teaching orders, such as the Dominicans, did instigate a new phase for
Irish women’s education, providing a different choice of culture for the middle-class
Irish. However, to some extent these orders had to rely on English rules and
programmes to differentiate themselves from those schools run by local Catholic
orders. Their endeavour in preparing girls for the Intermediate examination can be
seen as an example of this reliance, even though 1t was deemed to be against the
traditional teaching of Irish Catholicism. What is worth noting is that the English rules
and programmes, with which these foreign orders complied, can be regarded, in the
view of Irish nationalists, as suspicious devices that the coloniser made to Anglicise
the Irish. In particular, the scheme relating to grant distnbution based upon
examination results was probably, as I discussed earlier, a promotion of the values of
Eton and Winchester schools, for instance, where the English upper middle class
expected to educate their children. To maintain their fundamental differences in
religion from English national schools, nuns at these European-orientated convent
schools still managed to place an emphasis on Catholic practices in their curricula.

That is, pupils not only studied for the purpose of passing examinations but were also

*¢ O’Connor, ‘The Revolution’, p. 45-6.
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cultivated in a Catholic ethos. It might therefore be apprppriate to judge that this was
how these foreign orders found a balance between traditional Catholic teachings and
the call from the Irish middle class for an improved curriculum for girls.

During the colonial era, these foreign teaching orders were still able to maintain
some relative degree of independence in the making of their own curricula, while their
independence was largely diminished after Ireland entered the post-Treaty period.
These orders, under the joint rule of the Irish Catholic Church and the government,
had to adopt a common curriculum that was distinctly ‘Irish Irish’ with patriotic
sentiments. Few of them were able to maintain a curriculum with a European outlook
or conduct classes in languages other than English or Insh. School teaching during the
post-Treaty period was almost completely led by examination, which standardised
what pupils should learn and how teachers should teach. The next section of this
chapter will illustrate how the educational authorities adopted a similar mindset to that

of the former coloniser in recreating a Gaelicised ‘murder machine’ in respect of

national education.

C. Catholic-Ruled Education in Post-Treaty Ireland -- the Reproduction of the

English Educational Machinery

The partition of Ireland in 1922 was a significant watershed in Irish history.
Many Catholic nationalists, though by no means all, had to accept that it was the faute
de mieux solution to the Irish Question. As for education, it was a ‘territory’ over
which Catholic nationalists were keen to reclaim their sovereignty. As education had
been known to be an essential device with regard to the creation of national
consciousness, the Department of Education, with Eoin MacNeill as its minister (he

was also the founder of the Gaelic League), soon took over the functions of the
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(English) Commissioners of National Education in Ireland (C.N.E.L). What was
passed on from the C.N.E.I to the new Department of Education, however, was not
simply a directorship for national education, but an educational system, programmes
and rules that the former coloniser had made ready and practised for years in Ireland.
Specifically, the ready-made system and programmes was accompanied by a
domineering attitude with which the State assumed itself responsible for the
de-colonialisaton of education nationwide. Very few pupils could be spared the study
of the Irish language, even though they and their parents had been protesting against
this language imposition for decades.

‘Although the new educational board did make a number of slight modifications
to the inherited educational system to comply with the movement of Gaelicisation, the
system per se was problematic, as it was originally that with which the former
coloniser used to assimilate the Irish, namely those upper-class, cultural values. One
of the notable examples with regard to the inherent problems inherited by the
post-Treaty educational authorities was the emphasis on patriotic and Irish-Irish
sentiments in the revision of history textbooks; the idea of unionism was little
acknowledged, even though it was formerly proposed as a solution to the Insh
Question. The making of the curriculum also acknowledged a few opinions from
‘parents and other potential educational interest groups’ but the government acted
mainly on the advice of the Christian Brothers between 1922 and 1962.>7 It is true to
say that the whole educational apparatus of the Free State was mainly controlled by
the nationalistic government and Catholic Church with the common aim of producing

a unified, nattonal(istic) consciousness against ‘foreign influences’. Most importantly,

the union of the Catholic Church and the government underpinned the way in which

>’ Thomas A. O’Donoghue, The Catholic Church and the Secondarv School Curriculum in Ireland
1922-1962 (New York: Peter Lang, 1999), p. 2.
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the literary canon should be conceived. This section will explore how these two
powerful bodies paved the way for this unified, national consciousness on the
foundation of the educational legacy left by the former coloniser.

That the passage of educational authority and policies from the C.N.E.L to the
Department of Education could proceed smoothly should be attributed to the fact that
the values inherent in many of the C.N.E.I. programmes had actually been
acknowledged by the Irish middle or upper middle classes before Ireland became a
Free State. As the Irish middle class had been the major economic force in society, it
1S understgandable that their desire for a more stable society would be recognised by
the new government, on the grounds that no party could benefit from a troubled
country. On the one hand, as the Easter Rising of 1916 and the Anglo-Irish War had
produced tremendous disturbances in Ireland, it is reasonable that the public also
expected that social order would soon be restored. On the other hand, since the former
coloniser had already introduced many eﬁ'ectlive and systematic programmes and rules
that did comply with the interests of the middle class, the new government did not
therefore bother to remake them but adopted what had been made already. Education,
which was one of the infrastructures that the English government had maintained with
consistent programmes, was soon taken over by the Department of Education as the
new authority. Nevertheless, as the national education system in Ireland had formerly
been aiming to make every pupil ‘a happy English child’ at an elementary level of
education, along with an examination programme for secondary-school students --
which Patrick Pearse denounced as a ‘murder machine’, it is possible that a similar

educational hierarchy was produced in its stead that provided the educational

institutions with a powerful authority by which to imbue pupils with nationalistic
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sentiments.”®

It might be appropriate to say that the smooth transference of Irish educational
authorities from the C.N.E.L to the Department of Education should also be attributed
to the hierarchal nature of Christianity with regard to ‘Apostolic Succession’.”” For
Irish Catholicism, as its doctrine and clerical system contained distinct hierarchical
elements, the joint rule of the Catholic Church and the Free State government would
therefore act on those elements to direct how government policies should be made. As
for education, since the Catholic Church claims to be the sole body through which the
salvation of souls could become possible, and was highly experienced in Catholic
schooling for centuries, the Free State soon recognised it as the most appropriate
establishment for de-anglicising Irish education. The Insh Catholic Church was
therefore authorised to take a leading role in national education not only for
de-colonial purposes but also for religious aims. With endorsement from the
government, and vice versa, the Church became an almost insuperable voice in
directing the course of many Irish domestic affairs.

In the matter of education, the Church, as an establishment responsible for the
salvation of souls and the decolonisation of Ireland with governmental endorsement,
would consequently assume itself accountable for the (re-)making of educational
policies, and the revision of a national curriculum and textbooks. For fundamentalist
Catholic nationalists, the newly-retrieved responsibility was almost like a ‘second

coming’ for the Irish Catholic Church, in that many Catholics had regarded

themselves as suppressed by the Protestants in the previous colonial era ~ in one way

*® Quoted in Lyons, Culture and Anarchy, p. 9.

> The doctrine of ‘Apostolic Succession’ legitimises the authority that the Catholic Church exercises
over its followers. Through the ‘Apostolic Succession’, Peter, traditionally the first Pope, was given
authonty, through Jesus, from God. He was to pass God’s instructions down to the bishops, who were
then authornised to do the same for the clergy, and then down to the people. That is also how hierarchy
implies authority.
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or another. As the majority of the Irish in the Free State were Catholics, it was entirely
justifiable for the Church to view itself as the representative of its people, no matter
whether it was granted a ‘special position® in the 1937 Constitution.*

Although the Catholic clergy did not have any formal position in the government,
its influences were significant. The Christian Brothers, for instance, were ‘consulted
directly by the Irish Department of Education’ and given the task of revising
textbooks for Irish Catholics.®’ It became the most influential educational body
supervising the way in which knowledge was passed on to pupils. Notwithstanding
this, a large percentage of schools were put under Catholic management during the
Free State period. Compared with Irish parents during the colonial era -- who could
choose not to send children to Catholic schools but to English non-denominational
national schools, parents in post-Treaty Ireland could only send their children to

Catholic ones.®* Deliberately sending children to non-Catholic schools, no matter

whether ‘primary or secondary or continuation or university’, was, according to Dr.

John Charles McQuaid, Archbishop of Dublin from the 1940 to 1972, a “mortal sin,

and [parents would be] unworthy to receive the sacraments’.®

That the Church could maintain its strong position in educational matters was
also due to the State’s generous financial support, of which the former colonial
government had never given enough. According to Thomas A. O’Donoghue, who

compared Catholic education in Ireland and other countries in the mid twentieth

® The ‘special position’ of the Roman Catholic Church was formally recognised in the new
Constitution of 1937. However, the influence of the Catholic Church had been strong since the

establishment of the Free State n 1922. The recognition of its special position was now likely to

double, confirming its legitimacy in directing domestic affairs. Not until 1972 was this article removed.

*! O’Donoghue, Secondary School Curriculum, p. 3.

52 According to a survey in 1984, of the 3,500 national schools in the Republic of Ireland, 3,400 were
under Catholic management. The remaining 100 were managed by the Protestant Churches, including

Church of Ireland, Presbyterian, and Methodist. See Tom Inglis, Moral AMonopoly: The Rise and Fall of
the Catholic Church in Modern Ireland (Dublin: University College Dublin Press, 1998), p. 59.

63 Qluoted3i(;16J ohn Whyte, Church and State in Modern Ireland: 1923-1970 (Dublin: Gill & Macmillian
1971), p. :
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century, Ireland was one of the very few countries in the world in which its
government devoted a large amount of funds to church schools; in the Soviet Union,
no religious orders were allowed to operate schools; in the United States and many

other countries, church schools received no direct aid from the government and

maintained their own financial independence.®* Despite the fact that State funds were
also made available to non-Catholic schools, it could not be denied that Catholic
schools were the major receivers due to their overwhelming number in Ireland. By the

1930s, ‘the Church’s hold over the control of the schools was secure’.®> Arguably, the

Irish Catholic Church was never so privileged in manipulating the State’s education.

The teaching order which received most financial benefit from the State was,

understandably, the Christian Brothers, which had been an organ for Irish nationalism

and ‘virtually synonymous with the Gaelic Ireland ideal’ since the colonial era.®

With the State grants, the Christian Brothers in the Free State period developed to its
full potential by setting up more primary and secondary schools, and teacher training
colleges, in Ireland. However, some of the training colleges operated by foreign
orders, such as Mary Immaculate College in Limerick, run by the French Oblates of
Mary Immaculate (O.M.1.), and St. Patrick’s Teacher Training College at Carysfort,
run by the Presentation Sisters, were shut down in 1943 due to lack of funding.®’

The dominant position of the Catholic Church in educational matters could also
be seen from its rejection of the proposal from lay teachers for joint responsibility for
schools between laity and clergy. To hold public schools securely under the Church’s
control was ‘the only format ever acceptable by either the secular clergy or by

members of religious orders or congregations’.°® What is more noteworthy is that lay

° O’Donoghue, Secondary School Curriculum, p. 2.

5> O’Donoghue, Secondary School Curriculum, p. 43.

° O’Donoghue, Secondary School Curriculum, p. 116.

>’ O’Donoghue, Secondary School Curriculum, p. 133.

8 E. Brian Titley, Church, State, and the Control of Schooling in Ireland 1900-1944 (Montreal:
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teachers at Catholic schools, unlike people in other professions, could expect to
receive a salary but not a pension.” This discouraged lay teachers from entering the
teaching profession thus enabling the clergy to remain dominant in school
administration and teaching practices in classrooms, as monks and nuns need neither
salaries nor pensions. The number of lay teachers was also reduced through several
other measures endorsed by the government and the Church. For instance, lay women
teachers were obliged to retire at marriage, as the Church expected them to be
mothers and wives fully devoted to their families, rather than working women. In
1934, the State even decided that only those graduating from State-recognised training
colleges within the Free State could be qualified to teach; those with teaching
certiﬁcatés from training colleges in the United Kingdom, including Northern Ireland,
could no longer be hired by schools in the Free State. Those who wanted to be
teachers could only choose training colleges run by either the Christian Brothers or
the De La Salle Brothers -- both were recognised and funded by the State.”’ Thatis to
say, the training of teachers, at this point, was strictly under the joint supervision of
the Catholic Church and the State. It might be appropriate to say that the restriction
put on teachers from non-Catholic training colleges was to prevent them from -
instilling unorthodox influences into the minds of pupils.

In the early part of this section it was mentioned that the Irish educational
authorities shared a similar domineering attitude with that of the former coloniser in
directing national education, and to a large extent relied on the programmes and rules
that the English had exercised in Ireland. This point could be further explored by

scrutinising the school system, national curricula, and the State examination system

during the Free State period, as they were major channels through which Catholic

'lgéchill-Queen’s University Press, 1983), p. 5.
- Titley, Control of Schooling, p. 115.
O’Donoghue, Secondary School Curriculum, p. 133.
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nationalists promoted selected political and religious sentiments. After the
establishment of the Free State, schools originally under the English national school
system mostly came under the management of diocesan Catholic authorities, except
for those run by Anglicans, Presbyterians, and Methodists. There were a few
non-denominational schools, but they were strictly under the supervision of the
Catholic Church. In general, Irish primary and secondary education was not just to
de-anglicise pupils, but more importantly, to ‘recruit candidates for the religious
life’.”! The success in enticing pupils to join the religious ranks can be seen from the
satisfaction that the clergy explicitly expressed with regard to the increasing number
of postulants. In an address given by the Reverend Aubrey Gwynn, S.J., to St.
Joseph’s Young Priests’ Society in Dublin in 1937, there was ‘an amazing harvest of
vocations in Ireland. Young boys [. . .] [were] clamouring for an opportunity to
become priests’.”* In 1940, Bishop O’Brien of Kerry also attributed the large number
of vocations in his diocese to the ‘God-fearing [laylmen and women teachers’.”
These all suggest that pupils -- on the lowest rank within the hierarchy of church
schools - would learn to be submissive to religious authorities: not only within
seminaries but also in life outside school. The maintenance of the religious ethos and
the reproduction of the clerical hierarchy on campus would therefore, in the view of
the Church, reinforce the loy‘ralt)} of the Catholic laity in the future, even if pupils did
not choose a religious career.

The strong influences of the joint rule of the government and the Catholic

Church on education can also be seen in the promotion of a national curriculum

between 1934 and 1971. Within this period, nearly all primary and secondary schools,

"I Titley, Control of Schooling, p. 143.
2 Quoted in Titley, Control of Schooling, p. 145.
" Quoted in Tuley, Control of Schooling, p. 145. From the transcnbed sermon of Bishop O’Brien of
Kerry at Killarney in 1940.
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‘ereat and small, urban and rural’, followed a common curriculum designed by the
Department of Education (with advice from the Christian Brothers).’* There were
very few schools able to maintain a European-tinged curriculum, similar to that
operated by foreign teaching orders in Ireland before the establishment of the Free
State. The promotion of a common curriculum was, on the one hand, to enable pupils
to have a standard guideline when preparing for Intermediate and Leaving Certificate
Examinations. On the other hand, it was also to facilitate the movement of
Gaelicisation on a national scale, as cultural nationalists wished. In this national
curriculum, not only was the study of the Insh language made compulsory but there
was also a distinct Irish emphasis in the teaching of history, music, and geography. As
fof the obligatory study of Irish, it incurred a certain amount of criticism from both
students and parents who did not feel it worthwhile to study a dying language 1n a
society whose dominant language is English; it would help them lttle in future
business dealings with the outside world. For British Protestants who resided in
Ireland and regarded themselves as members of religious minorities, the compulsory
study of Irish was seen as ‘a discriminatory measure’ against them.” Nevertheless,
the educational authorities never loosened their grip over this issue, despite knowing
that there was an insufficient number of teachers competent in the language.”®

It is true to say that the ideology behind the obligatory learning of Irish lies in the

strong nationalistic sentiments lingering from the colonial period into post-Treaty

Ireland. Thomas Derrig, Minister of Education from 1932 to 1939, claimed that to

" John Coolahan. Irish Education: Its History and Structure (Dublin: Institute of Public
Administration, 1981), p. 43.

" Quoted in Coolahan, Irish Education, p. 76. For details, see Irish Times, 8 November 1926; Times
Educational Supplement, 27 November 1927.

"® Coolahan, Irish Education, p. 76. In the 1920s and the 1930s, as the number of qualified teachers
was not enough to meet the high demand of schools to teach Irish as a compulsory subject, the
government arranged summer courses every year to improve current teachers’ competence in both

written and spoken Irish. From 1926 an examination in oral Irish became a requirement for being a
sccondary teacher,
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enable pupils to speak Irish was to ‘foster a patriotic and Gaelic outlook’.”” There
were therefore few Irish pupils, in the name of patriotism, who could be spared from
studying the language. What is necessary to note is that the cultural nationalists
ambition of Gaelicising Ireland was indeed expedited under the joint rule of the
Catholic Church and the State, and substantially affected the operation of foreign
teaching orders in Ireland. Take, for example, the French teaching order, the Oblates
of Mary Immaculate (O.M.L.), which came to Ireland in 1856. Perhaps to maintain a
mutual relationship with and receive support from the local authority, it became a firm
instrument in echoing the Irish nationalists’ call for the revival of the Irish language
and the promotion of related activities. This French order, under the supervision of the
Department of Education, did publish a significant number of manuals for the
teaching of Irish with Irish patriotic sentiments. Father D.A. Collier, O.M.IL, the
author of one of the manuals, Irish Without Worry for Everyone, was a strong
advocate of making Irish a widely spoken language for patriotic 'reasons. What is
striking is that he actually represented an order with a French tradition. He contended

in the preface to Irish Without Worry for Everyone that

To ask the Irish nation to take a referendum as to whether we should allow the
language to live or to die is akin to asking the nation to commit national suicide.
As the soul gives life and vigour to the body, so does the language give life and

self-respect to the nation.”

It might be appropriate to conjecture that Father D.A. Collier was one of the Irish

clergy of the O.M.I, and his statement above shows that this French order did have

"7 Quoted in Coolahan, Irish Education, p. 42.

"’_ D. A. Collier, OM.L, Irish Without VWorry for Everyone (Dublin: House of Retreat, O.M.L 1959), p.
Vii,
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difficulties in counteracting the dominant influences of the Irish Catholic Church and
the nationalistic government. Partially due to the increasing number of the Irish clergy
in foreign orders like the O.M.L, and partially to facilitate their missions in Ireland, it
ts understandable that the clergy of the O.M.I. would involve themselves with the
local, secular campaign for Gaelicising Ireland, so as to make the order vernacular,
rather than “foreign’. Noticeably, the O.M.I,, amongst other foreign orders in Ireland,
was no less fervent than the native Christian Brothers in promoting the Irish language
and seeing it as an ‘important crusade [. . .] to knit the people together as a nation [. . .]
[and to] serve as a practical strbnghold against outside influences’, as Father Collier
stated in his manual.” It could hence be claimed that this French order had allied
itself to Irish patriots in the matter of de-Anglicising Ireland, and was deeply involved
in secular politics.

The other controversy about the national curriculum, apart from the patriotic
agenda of Gaelicisation, was its distinct Victorian characte;'istics that were dominant
in English national schools in the first half of the twentieth century and were copied in
Insh schools from the Free State period until the early 1980. It was the kind of
curriculum that the English revised in the 1940s to suit the needs of the modern
welfare state. According to John Devitt, the curriculum -- which was masterminded
by Eamon de Valera in 1939 as Minister of Education and used for three decades --
was ‘a monument to an essentially Victorian sensibility’.* D.H. Akenson also had a
similar comment, contending that the De Valera’s curriculum was ‘quintessentially
Victorian’ and ‘resembl{ed] that of the English public schools of the mid-Victorian

period’, in that it highlighted ‘hyper-academic’ subjects: not just English and Irish but

;Z Collier, Irish Without Worry for Everyone, p. vii (my italics).
John Devitt, ‘English for the Irish: Literature and the Post-primary’, The Crane Bag Book of Studies
6 (1982), pp 104-110 (p. 1006).
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Latin and Greek.® What is worth attention is that the curriculum, as introduced by
De Valera, ‘focusfed] on theoretical lessons rather than practical or experimental
experiences’.” The ‘theoretical lessons’, in fact, referred to the study of Classical
subjects that were the highlights of Victorian education. It is therefore justifiable to
contend that the national curriculum was a creation devised by the Irish elite who
thought in line with the fraditional values of the ‘mother country’, even though in
politics nationalists had made a radical divide with their coloniser, This
Victorian-orientated curriculum -- which was implemented during those crucial
decades when many Western European countries were transforming and modernising
-- did not lead the Irish to a less parochial state, but showed that the authorities were
concerned about the possible materialistic effects on pupils of modern education.
However, although the re-making of a curriculum with Victorian elements might
have illustrated that its proponent, De Valera, was a product ‘of his own Classical
secondary education [. . .] [and a] prisoner to his own teaching experience’, it was
actually an artifact favoured by the Catholic Church.* This was largely because the
Victorian-style curriculum, which put more emphasis on Classical subjects, rather
than on practical/vocational training, corresponded to the ideal of education justified
by fundamentalist Catholics. For them, vocational training might incur ‘deviat{ion]
from the central moral aims of schooling’.®* Moreover, since the Catholic Church had
traditionally seen schools as a medium for recruiting postulants, as I have discussed
earlier, a curriculum which highlighted its practicability might have seemed to them a

breeding ground for materialistic attitudes. Such attitudes would possibly divert

pupils’ attention away from the Vocation, and in the long run, the Church might have

" Donald Harman Akenson, A4 Mirror to Kathleen’s Face: Education in Independent Ireland
8}2922--1 960 (Montreal: McGill-Queen’s University Press, 1975), p. 1, 76.
o O’Donoghue, Secondary School Curriculum, p. 93.
. O’Donoghue, Secondary School Curriculum, p. 93.
O’Donoghue, Secondary School Curriculum, p. 100,
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to lose its control over the future dominant class. The Church’s strong concern with
the way in which pupils were educated can be seen from a statement from a Jesuit
priest, quoted by E.B. Titley, about appropriate education for Irish pupils: ‘[a] suitable
and thorough education for this body manifestly lies at the very bedrock of Ireland’s
moral, intellectual and material well-being. If they are sound, the country is safe’.*’ I
would argue that here the ‘material well-being’ refers to, in the view of a priest, not
the enrichment of materialistic life, but the attainment of basic human needs for
laymen. Besides, to keep pupils in line with religious morality was always the
essential end of Catholic schooling, as his statement suggests.

The English programme that was reintroduced to the Free State, as well as the
Victorian-orientated curriculum, including the examination system, was of little
benefit to pupils, on the grounds that they had to learn largely by rote in order to pass
the Intermediate and Leaving Certificates Examinations.®® Although the notorious
scheme for paying teachers according to examination results, along with the State
Examination system, was abolished in 1922 by Eoin MacNeill, a founding member of
the Gaelic League and Minister of Education, the exam pressure on pupils was never
taken away but increased to its full during the Free State period. From the early 1920s
to the 1960s, Irish secondary schools single-mindedly aimed to prepare students for
the two State exams, because the Certificates guaranteed access to secure employment
such as in banks, the civil service, county council offices or insurance firms.®’

Students with high marks would be granted scholarships to universities where they

%5 Titley, Control of Schooling, p. 153.

® The Leaving Certificate Examination, established in 1924, is the final examination in the Irish
secondary school system, to be taken by students in the seventeen to nincteen age bracket. It was the
former senior grade of the Intermediate Examinations. The (Junior) Intermediate Examination was
replaced by the Junior Certificate Examination in 1992, and to be taken in a secondary school student’s
third year and not before age fourteen. Those who want to pursue a college or university degree
gerqf;re required to study for the Leaving Certificate two to three years after completion of the Junior

crtiicate,

* O’Donoghue, Secondary School Curriculum, p. 87.
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could look forward to a promising future as doctors, dentists, lawyers, engineers, and
so on. In other words, to pass these exams with good marks would facilitate students
and their families, particularly those from the lower levels of the social hierarchy, to
upgrade to higher, more financially secure, positions. However, as the curriculum that
every school had to follow was Victonan in nature, with an emphasis on Classical
studies, and pupils had to study by rote for many subjects, they did not learn to
develop their creativity, or other more sophisticated cognitive skills.

I would argue that the examination system which dominated how Irish pupils
acquired knowledge was in fact akin to the English ‘murder machine’ -- described by
Pearse when referring to the defects of colonial education -- on the grounds that
learning and teaching were very much standardised and pupils were given little
freedom to develop their own independent consciousness. Although the examination
system was, in one way or another, tinted with some degree of Inshness -- with an
increasing number of topics on Irish history and geography -- the system did not
actually come up fully to Pearse’s ideal of Irish education. What resulted from the
device of examinations, in my observation, was perhaps the compelling of pupils to
learn the Irish language attentively, while studying other subjects by rote, thus greatly

depriving the system of the ‘freedom’ that Pearse had pleaded for as follows:

The first thing I plead for [. . .] is freedom: freedom for each school to shape its
own programme [. . .] freedom again for the individual teacher to impart
something of his own personality to his work, to bring his own peculiar gifts to

the service of his pupils, to be, in short, a teacher, a master, one having an

Intimate and permanent relationship with his pupils, and not a mere part of the
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educational machine.®®

Obviously, neither schools nor individual teachers had ‘freedom’ in choosing
what and how to teach. Teachers became merely ‘transmitters of knowledge’, but
hardly mentors, counsellors, or guides for young students. What 1s more noteworthy 1s
that religious training at schools -- of which the Catholic Church always thought
highly - did not really moderate the pressure on pupils who had no choice but to
manage to survive in this educational ‘murder machine’ akin to the system of the
former coloniser. The teaching of Catholic doctrine was mainly through catechism. In
the 1960s, the Church even spent a great deal of money and time on devising books
and tapes for catechism at schools. Pupils were required to pray at the routine times
and occasions the clergy specified: the beginning of each day, lessons, sodalities,
missions, retreats and so on.*’ They were disciplined at school under the supervision
of the State and the Church, in that religion was stipulated as ‘the most important [. . .]
of all the parts of a school curriculum’, as the Rule for National Schools stated.”*
There was little freedom for them to acquire latitudinarian ideas, as liberal Catholics

in other European countries might do.

In conclusion, I would contend that due to the rigorous control of education by
the overpowering union of the Irish Catholic Church and the government, many Irish
people did not learn to question the authorities but were presented with a fixed set of
religious and secular instructions. It is also true to say that Irish educationists during
the Free State period did not really contribute to the decolonisation of the country but,

to a relevant extent, reinforced the inviolable directorship that the former coloniser

*® Pearse, The Murder Machine, p. 15 (my italics).
89 Inglls Moral Monopoly, p. 58.

*® Quoted in Christina Murphy, School Report: A Guide for Parents, Teachers and Students (Dublin:
Ward River, 1980), p. 155.
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had transmitted into their rules and programmes. However, the adoption of these
ready-made programmes might have benefited most those members of the elites who
had 1dentified their inherent values and perspectives, for it was this privileged group
that orchestrated that movement lower down the social scale in which rank amongst
the political and economic hierarchy was decided. Namely, they formed a new class
of rulers of the former colony with attitudes or prejudices that the former coloniser
had maintained. Philip G. Altbach has made a similar observation on postcolonial

education, as it was often built ‘on the ruins of traditional colonial empire’ and

implied ‘a new, subtler, but perhaps equally influential, kind of [neo-]colonialism’.”*

The advantage that could not be denied about the reintroduction of the
coloniser’s programmes, rules, and mindset was that it at least helped to stabilise a
once turbulent society and rebuild it systematically on an already formed foundation,
although in education it was at the expense of teachers’ autonomy and pupils’
creativity and talents. To see how the English and Irish ‘murder machines’ were run
and resisted, and their influences on Irish literary canons, the next chapters will
compare and analyze textbooks used at primary and secondary levels before and after
the establishment of the Free State, as well as examination papers used in university
classrooms, as a method for exploring how political ideologies and religious

sentiments confronted or cooperated with each other in the making of literary canons.

> Philip G Altbach, ‘Education and Neocolonialism®, in The Post~colonial Studies Reader, ed. by Bill
Ashcroft, Gareth Griffiths, and Helen Tiffin (London: Routledge, 1997), pp. 452-6 (p. 452).
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Chapter Two
Education and the Formation of the Irish Canon in the mid-twentieth Century:

Curriculum and Textbooks for Primary and Secondary Schools

The establishment of the Irish Free State in 1922 was a watershed 1n Irish history, as
its profound consequences incurred many changes in various aspects of the Irish
nation in the following decades. One of the major consequences in politics was that
the Free State, with the support of Roman Catholics who constituted most of its
population, became ‘the only integral Catholic state in the world’, as James Devane,
one of Dublin’s noted champions of the Church, acclaimed it in 1952.! Prior to the
time that Devane made this statement, the Irish Catholic Church and the secular
government had formed a privileged, church-state alliance -- legitimised in the 1937
Irish Constitution. It was a Constitution that not only granted the Roman Catholic
Church a ‘special position’ in domestic matters in Ireland, but also secured for it a
favoured discourse in the creation of an independent nation.” Moreover, as the Free
State government was fundamentally a nationalistic entity, aiming to de-Anglicise
Ireland, the government’s efforts in creating a distinctive national identity -- different
from that given by the former coloniser -- were widely supported. The establishment
of Irish as the first official language of the State, for instance, was one of the

approaches through which the nationalistic government attempted to formulate a

' Quoted in Paul Blanshard, The Irish and Catholic Power: An American Interpretation (Boston:
Beacon, 1953), p. 4. James Devane’s comment appeared in the Jrish Rosary, December 1952. A survey
which was done in 1971 shows that over 90 per cent of population in southern Ireland were Catholic, It
can be assumed that when James Devane made his comments in 1952, the percentage of Catholic
population was not less than this figure. See Thomas A. O’Donoghue, The Catholic Church and the
Secondary School Curriculum in Ireland 1922-1962 (New York: Peter Lang, 1999), p. 2.

? Take media censorship for instance. It can be seen as a product of this church-state alliance, endorsed
by the Constitution. Article Forty of the Constitution provided the grounds for censors to prohibit ‘the
radio, the press, the cinema’ from ‘criticis[ing] Government policy [. . .] [and] undermin[ing] public
order or morality or the authority of the State’. The text and relevant amendments of the Constitution
can be seen on the official website of the Irish government:

<http://www.taoiseach.gov.ie/upload/publications/297 htm>, 4 April 2004,
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separate national discourse against that of its English-speaking neighbour, in spite of
the fact that English had been, and still was, a virtually dominant language in Ireland.
As the Free State was by and large created to fulfil Catholic nationalists’ aspirations
for what they imagined would be an ideal Ireland, the birth of the Irish Free State was
hence more than a result of political confrontation with Britain, but was mixed with
cultural, social and religious appeals, in the hope of decolonising and liberating
Ireland from the influences of Britain/England.

For Irish cultural nationalists, the decolonisation of Ireland could only move
towards complete facilitation when Irish culture, arts, literature and language were
revived on a national scale. They endeavoured to call people’s attention to the decline
of the Irish language and customs, arguing that the foundation of ‘a separate
nationality’ for ‘the world’s recognition’ was laid on the Irish cultural heritage, as
Douglas Hyde had stated in ‘The Necessity for De-Anglicising Ireland’ in 1892
Headed by Hyde himself, a group of cultural nationalists, including Eoin MacNeill,
Patrick Hogan and Thomas O’Neill Russell, established the Gaelic League in Dublin
in 1893 as a non-sectarian and non-political body, to promote the Irish language and
relevant cultural activities. Although in 1915 Hyde resigned from his post as President
for being unable to maintain the League as a broad cultural movement free from
political involvement, most Leaguers still identified with his petition for reviving the
Irish languagé through education. Its branches -- more than six hundred in number -
continued to offer Irish-language classes and social gatherings where Irish dancing
and music were encouraged. What is worth attention is that the educational policy of

the new State was deeply influenced by Gaelic League ideas; curricula and textbooks

were remade to include distinctive Irish components, as a method of ensuring the

’ Pouglas Hyde, ‘The Necessity for De-Anglicising Ireland’, in The Field Day Anthology of Irish
Triting, ed. by Seamus Deane, 3 vols (Derry: Field Day, 1991), I1, pp. 527-33 (p. 527).
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de-Anglicisation of Ireland from the primary to the higher levels of education.

It could be argued that the emphasis on education as the means for creating an
Irish (cultural) identity suggests that such an identity -- which nationalists
endeavoured to recreate - was not something given, and it could be acquired through
repetitive learning in schools. Irish nationalists might not have considered that the
identity that they strove to re-create might have never existed as a fixed ideal, since
the Irish population per se was a mixture of peoples arriving at the Emerald Isle from
the Continent at different times. Some were from the Mediterranean, some from
northern Europe, some from the Iberian peninsula, and some from Scotland and
England. (In recent years, some have come from Eastern Europe and Africa as
refugees). The cultures they brought to Ireland were always in progress towards
further integration. That Irish people acquainted themselves with English manners and
language might testify to the inevitability of cultural coalescence, and not necessarily
have been an act of ‘imitation’, as Hyde generalised in his speech on the
consequences of Anglicisation.* My point is that, by suggesting the influences of the
Gaelic League on post-Treaty Ireland, Irish nationalists might have over-emphasised
education as the agent for the creation of an exclusive national and cultural identity,
which actually circumscribed Irish culture, preventing it from absorbing metropolitan
elements from the mainland. They might have ignored the fact that one’s attempt to
learn the best of English or European culture could be one’s personal choice and did
not mean that one ceased to be Irish. However, as the Department of Education of the

Free State had largely taken in the ideology of the Gaelic League, requiring all pupils

* In the article, Hyde observed that Irish people had maintained themselves in an ‘illogical position’ by
which ‘they hate the country which at every hand’s turn they rush to imitate’ (p. 527). However, Hyde
might not have realised that it was the British misrule of Ireland that irntated some Irish people, rather
than English culture per se. That Irish people chose to ‘adopt English habits’ might be because they

ri_cqgnised their merits and did not a// hasten to judge their English neighbour from nationalistic points
of view.
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in the regime to learn Irish but not necéssarily a second European language, the
movement towards inter-culturalism slowed down in the Free State period; there was
no personal choice for joining or not joining the campaign for Irish language revival.
It could therefore be argued that as pupils had to sit for relevant tests in Irish to ;;ass
the Leaving Certificate examinations, the sense of Irishness they ‘retrieved’ was
constructed more through paper examinations or in the classroom, than given in an
Irish-speaking environment. (English was/is still the most dominant language in Irish
society.) In other words, the State examination aimed to °‘standardise’ the sense of
Irishness that the nationalistic authorities expected, but failed to help diversify Irish
culture within a broader European framework.

This chapter will draw attention to the making of national curricula and
textbooks used during those formative years in which the Inish Free State attempted to
de-Anglicise itself, following on from the discussion on the similarities and
differences between the English national school system and Pearse’s experimentation
at St. Enda’s in the preceding chapter. My interest in primary and secondary education
is because it served as a platform on which various social forces collaborated, or
competed against each other, in seeking to interpret what Irishness was/is. By
studying the choices of lessons in textbooks and the amendments in curricula, this
chapter w;ill explore how the notion of Irishness changed over the years and how it
was a gendered product under the influences of Catholic teaching. I will attempt,
except for specifying those texts/textbooks illustrating Irishness, to examine related
educational factors that contributed to the formation of the literary canon(s), as well as
the relevant pedagogy by which teachers imbued pupils with a standardised
perception of their new Irish nation. I will also compare the history and literature
curricula used at primary and secondary schools in southern Ireland with those used in

the North under the English educational system, to demonstrate how education could
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be bound to different ideologies and sentiments.” This chapter will, by examing
éxamples of textbooks with strong patriotic and religious elements, illuminate how

Irish post-Treaty education carried a more rigid cultural and social ideology, and did

not free the Irish psyche from political determinants.

A. The Formation of the Literary Canon and the Making of Irish National

Curricula

Before this section discusses how Irish curricula underpinned the formulation of

literary canons, it is important to note that a curriculum can be seen as a package of
selected subjects that ‘organise our comprehension of the world around us’, as
Kenneth Milne defined in his article ‘A Curriculum for Irish Education’ in 1970.° It
was also a package of selected moral, cultural, and political values that pupils had to
familiarise themselves with before they left school and started their working lives. For
curriculum makers, curricula were not only designed to prepare pupils for life, but to
enable them to appreciate society’s ‘cultural, technical and artistic achievement |. . .]
[by] transmitting knowledge and skills from generation to genera'cion"’..7 For the Irish
educational and religious ;uthorities, a State-approved curriculum, to some extent,
was intended to standardise the way in which pupils saw themselves as social and
religious beings, in case of ‘a deterioration in the quality of life, . . .] or a falling
away from the Christian standard of conduct between citizens’.® It is hence safe to

say that the duty of curriculum makers was seen to provide not only relevant

> In Chapter One, I have mentioned that the curricula—approved by Eamon de Valera as Minister of
Education in 1939 and used until the 1970s--had been criticised for their outdated Victorian
characteristics and sentiments. It was the curricula that justified the grounds on which traditionalist
Sducators put great emphasis on the study of classical subjects, rather than sciences.

Kenneth Milne, ‘A Curriculum for Irish Education’, Education in Ireland: Now and the Future (Cork:

7Mercicr, 1970), pp. 33-50 (p. 33).
Milne, p. 36.
® Milne, p. 37.
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knowledge and training for future members of society, but identical moral and cultural
groundings on which the security of a nation could be maintained.

Milne’s elaboration of the meaning of the curriculum and its related functions,
interesting!y, was akin to the definitions of canon that many critics had presented and
argued for in the 1980s. According to John Guillory, canons are like ‘the repositories
of cultural values, [. . .] the selection of texts is [therefore] the selection of values’.”
Charles Altieri also defines ‘canon’ similarly as ‘ideological constructs’.’’ The
‘repositories’, in Guillory’s view, functioned to accommodate elements that appeared
to be socially acceptable, including existing aesthetic and ethical standards. Those
critics who defend the existence of a traditional canon believe that the canon
‘incarnates transcendental values or truths’ and secures ‘a collective identity’ of a
people.!' However, for the assailants of the traditional canon, such as Douwe
Fokkeman, it was no more than ‘an arbitrary solution to a social coordination problem
where there is more than one possible equilibrium’. '? Critics who accepted
Fokkeman’s point would therefore be reluctant to identify a canon which ‘serves as an
adequate basis for a common (literary) culture’.’” Those critics who held more radical
views than Fokkeman would be even less likely to acknowledge the value of any
canons, not only because of their incomplete portrait of a diversified society, but
because aesthetically, ‘literary values [seem to them] an illusion or an arbitrary

construction’.'* In other words, a traditional canon, in the eyes of these critics, was

likely to re-inscribe idealised, aesthetic criteria which were illusionary per se, even

? John Guillory, ‘Canonical and Non-Canonical: A Critique of the Current Debate’, ELH, 54 (1987),
487-527 (p.488).
'® Quoted in Bill Readings, ‘Canon and on: From Concept to Figure’, Journal of the American
zl-’llcademy of Religion, 57 (1989), pp. 149-72 (p. 151).
. Readings, p. 149,
" Quoted in Paisley Livingston, ‘Justifying the Canon’, The Search for a New Alphabet: Literary
Studies in a Changing World, ed. by Herald Hendrix and Joost Klock (Amsterdam: John Benjamins,
l13996:),.._ pp. 145-50 (p. 146.).
y Lfvmgston, p. 146.

Livingston, p. 147.
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though they had been widely accepted by the mainstream public.

I do not intend to argue for, or against, any of these standpoints regarding the
value of canons, in that any judgements might be, to different degrees, involved with
one’s (political) biases. For instance, an Irish nationalistic critic might be disinclined
to acknowledge the intrinsic excellence of the classic English canon, preferring the
formulation of an ‘Irish-Irish’ canon in which the voices of Irish people could be
brought to light. Traditionalist English critics might be more reserved in
acknowledging the strengths of other regional literatures in English; say those
produced by writers of an Irish, Australian, Indian, Canadian, or Nigerian origin. It
could hence be contended that any decision made in support of the canonisation of
certain texts, or the highlighting of particular subjects in curricula, is likely to be
dominated by current ideologies. The ideologies -- which are usually endorsed by
religious and political authorities and internalised by the people -- would therefore
legitimatise canons, or curricula, for assumed cultural interests. That is to say, the
decisions which were made to ratify or revise a canon are in fact subject to a number
of extrinsic factors, such as ethnocentrism, whether or not critics or readers were
aware of their own prejudices. Having said this, I do argue with Paisley Livingston’s
statement that no canon i§ clear of subjective human decisions, as ‘none of [them] 1s
ever rational’."” Canons should not therefore be relied upon to solve either ‘basic
literary problems that we face’ or more profound ones in politics..16

Some critics who have held more liberal attitudes towards the remaking of
canons have suggested that the coexistence of canons -- which cater for differently

Interested groups — should be encouraged, as few canons can fully satisfy readers

with various backgrounds. More specifically, as ‘a canon is context-bounded’, these

:: Livingston, p. 149,
Livingston, p. 149.
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critics would be unlikely to oppose ‘a canon of a reading-club, a canon of a literary
magazine, an academic canon or a school canon’, believing that different social
groups or literary circuits deserve a canon addressing their particular interests.'”
Differently from those who are sceptical of the values of any canon, these liberal
critics more quickly accept the pluralisation of canons which ‘leads to a specification
as well as to a broadening of the canon concept’. '® Their generosity in
acknowledging the ments of different canons, on the one hand, shows that
canonisation is subject to a series of acts of exclusion and inclusion. Take the canon of
a juvenile reading club for instance. What is often excluded is the material that adults
identify as unsuitable or too sophisticated for the underaged, while the former might
underestimate the intelligence of the latter. What is included therefore are those items
with homogeneous elements -- sanctioned by parents, teachers, and °‘juvenile
specialists’. On the other hand, the recognition of a variety of canons -- within one
broader social context -- suggests that a canon does not necessarily present an
absolute truth but a selection of knowledge and opinions favoured by a specific group
of people. What is notable is that the making of a canon, even that of juvenile or

children’s literature, can be subject to overpowering political and religious factors in

an attempt to produce either ‘a happy English child’ or a devoted Irish Catholic

1-19

pupil.” Textbooks were consequently made to meet these political and religious

appeals; the State examination was set to confirm whether pupils had acquired

knowledge and opinions that reached the accepted *standards’.

This elaboration on the different shades of opinion regarding the formulation of

'" Jozien Moerbeck, ‘Canons in Context’, The Search for a New Alphabet: Literarv Studies in a

f‘g;v;‘g;fng Horld, ed. by Herald Hendrix and Joost Kloek (Amsterdam: John Benjamins, 1996), pp.
=21 (p. 187).

18 Moerbeek, p. 187.

** Quoted in F.S.L. Lyons, Culture and Anarchy in Ireland: 1890-1939 (Oxford: Oxford University
Press, 1982), p. 9.
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canons may serve as the theoretical foundation on which the following investigation
of Irish national curricula could develop. The association between a canon and a
national curriculum stems from the fact that there is unlikely to be a more effective
method than State education to circulate a favoured canon and its relevant values. In
other words, there was no better medium than the State education structure through
which social elites could promote their preferred ideologies and deconstruct those
they identified as unfit (for Catholic Ireland). As ‘curriculum [. . .] 1s the area of all
sorts of shift and interests and relations of dominance’ in a society, the study of a
series of national curricula should provide a clearer picture of how Irish canons are
restructuré:d along with significant social changes.®

In the case of mid-twentieth century Ireland, according to the survey carried out
in 1969 by the Organisation for Economic Cooperation and Development (OECD), an
international consultant body to which the Irish government resorted for advice on the
improvement of its national education, Irish pupils had spent far too much time on the
learning of the Irish language and classical subjects, and religious practice:s.21 The
foreign surveyors then speculated that this educational deficiency, directly and
indirectly, thwarted Ireland’s economic growth in general, compared to other
European countric—;s. By examining the average weekly timetable at Irish primary
schools from the 1940s to the 1970s, the surveyors more specifically pointed out that
pupils spent 10 hours weekly in acquiring languages (Irish and English), and 2.5
22

hours in religious practices, out of 22.5 hours of their total school time.

Nevertheless, before these investigators published their figures, John MacNamara, an

2? Ivor F. Goodson, The Making of Curriculum: Collected Essays (London: Falmer, 1988), intro., p. 12.
T:hlS educational deficiency was in fact pointed out by some Irish educationalists, long before the
foreign OECD conducted this survey. For more information, see Reviews of National Policies for
gducaﬁon: Ireland (Paris: Organisation for Economic Co-operation and Development, 1969).
Reviews of National Policies for Education: Ireland, p. 35. There were 5 hours for mathematics, and
another 5 hours for other subjects.
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Irish educational psychologist, had demonstrated a similar point in 1966 in his
Bilingualism and Primary Education. According to his estimation, 42% of pupils’
school time in the 1970s was devoted to the study of the Irish language, 22% to
English, and 24% to arithmetic, regardless of 2.5 hours allowed for religious
Instruction every week.>> The two surveys seem to suggest that if Irish pupils could
have spent more time on science subjects -- as at those English schools whose
curricula I will discuss later -~ Ireland by the 1980s might have been established as
more than a country mainly dependent on agnculture, and have acquired more
advanced industnes.

It could be argued that the value of the Irish language and religious practices in
schools was to reconstruct and circulate a sense of Catholic Irishness amongst Irish
pupils, as Catholic nationalists expected; the required study of Irish might be seen as a
backlash against the former colonial education system. The primary school
curriculum, according to the OECD’s report, was modified to a large extent from
1932 onwards for use in British and Northern Irish schools, whereas the Department
of Education of the Free State had adopted it in the 1920s without making significant
changes and used it until the 1970s. More specifically, as pupils in northern Ireland
were spared from the required study of Irish and time devoted to religious practices,
their curricula were more flexible in accommodating a greater number of optional
courses: from handwork, nature study, elementary science, algebra, geometry,
horticulture, French, Irish and Latin, to physical science (including light and
magnetism). Appé.rently, Irish was only one of the optional courses (for pupils in the

fifth grade) amongst these subjects.** However, curricula for southern Irish pupils,

e John MacNamara. Bilingualism and Primary Education: A Study of Irish Experience (Edinburgh:
gdmburgh University Press, 1966), p. 132.
A more detailed discussion on the curricula for primary school pupils in northern Ireland since 1932

cl:z;r; bgegseen in Thomas Joseph Durcan, History of Irish Education from 1800 (Bala: Dragon, 1972), pp.
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although also classical to some degree, were dominated by compulsory subjects:
religion, Irish, English, arithmetic, history, geography, music and (for girls)
needlework. In general, southern Irish pupils, compared with those in the North, had
fewer opportunities to learn science subjects and were confined to rural science or
nature study, even until the 1970s. Other science subjects were either unavailable or
were non-compulsory. Thomas Joseph Durcan, who had surveyed primary school
curnicula used in southern and northern Ireland between the early 1930s and the 1970s,
therefore claimed that those circulated in the North did ‘show clearly the important

place given to practical subjects’.> What is noteworthy is that the Free State allowed

women teachers not to teach algebra and geometry, so that girl pupils -- taught mostly
by women at convent schools -- could presumably have more time for the
acquirement of cookery, laundry work, and/or domestic economy.*® Noticeably, the
curricula distributed in the Free State were distinctly more Irish onentated and
gendered, compared to those applied in the North, where pupils did not have to study
Irish and boys could be taught needlework, according to the new programme coming
into force in 1932 for British primary schools.?”

The promotion of the acquirement of Irish and the insufficient teaching of
science subjects were also features of the curricula for secondary schools in the Free
State. The emphasis on the study of Irish, rather than other continental languages, was
specified by the OECD’s advisors as a hindrance for Ireland to become a more active
participant in the European Economic Community.*® Irish pupils’ inc;,ompetence In
European languages was revealed through the Leaving Certificate examinations. For

instance, amongst 24,556 pupils who sat for the Leaving Certificate Exam in 1963,

= . Durcan. p. 180. (My italics)
Rewmvs of National Policies for Education: Ireland, p. 35.
Durcan, p. 181.
** Reviews of National Policies for Education: Ireland, p. 41.
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only 165 boys were awarded honours for French, 16 for S paniéh, 6 for German and 1
for Italian, but 88.3% of boy students sat for the examination in Latin, despite Irish
being an obligatory subject.”” Although the lack of qualified teachers might be the
cause of a limited number of pupils studying a second European language, the fact
that pupils had spent so much time learning Insh and that they might not be
encouraged to learn more languages should be noted. Pupils’ incomﬁetence in
continental languages, consequently, resulted in the insularity of Insh culture in the
mid-twentieth century. It could be pointed out that, as pupils could only learn to
conceive the world largely through English, Irish and/or Latin, they could not freely
absorb viewpoints through European languages other than English. As English
~ remains the major language in Irish society, Irish people were, to a large extent, still
subject to English-centred perspectives which were not necessarily more
accommodating to cultures other than Irish ones.

The unbalanced amount of teaching between traditional humanities and science
subjects in Irish secondary education was noted not only by foreign advisors from the
OECD but also by local educationalists in the 1970s, when the Irish economy had
remained stagnant in comparison with other European countries. The report,
Investment in Ireland, written by Irish surveyors appointed by the Minister of
Education in 1965, indicated that secondary' school pupils devoted less than 10% of
their school time to physics and biology, whereas about half their time was assigned
to traditional subjects.’® Some students could pass the Intermediate Certificate

examination with a high mark without studying much science at school. What is

? Reviews of National Policies for Education: Ireland, p. 41, 49, 55. The rcason why the majority of
Irish pupils would sit for the examination in Latin was largely because it was the language taught and
used frequently during their daily religious practices at school. In addition, the Mass was always said in
Latin in the days before Vatican I It was the language Irish pupils were most familiar with, aside from
Irish and English.,

0 Investment in Education: report of the survey team appointed by the Minister for Education in
October 1962. (Dublin; Stationery Office, 1965), p. 276.
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notable is that Irish pupils in the 1970s, unlike those in post-industrial English society
who might opt for subjects of study out of vocational considerations, whatever their
sex, were still confined to society’s gender expectations. That 1s, there was a greater
number of both boy and girl students taking examinations in Geography (boys 80.9%;
girls 89.1%), History (boys 64.3%; girls 73.1%), and Latin (béys 88.3%,; girls 38.3%);
while the number of pupils taking science examinations was contrastingly low:
Physiology and Hygiene (boys 1.0%; girls 41.8%), Physics (boys 28.8%, girls 2%),
Chemistry (boys 31.7%; girls 4.8%), Physics and Science (boys 7.2%; girls 4.7%)."

It cbuld be argued that the low number of female pupils taking science was not
because they were not interested in, or capable of, scientific studies, but because Irish
society had traditionally expected girls to be more serviceable in the domestic sphere,
rather than at workplaces. More specifically, as Catholic/Christian teaching used to
encourage Irish women to model themselves after ‘Our Lady’ as a virgin and devoted
mother, ‘girls’ future roles [were confined to] the family context’.>* They were not
particularly encouraged to compete for ‘professional’ careers but to behave as “angels
in the house’. It is true to say that this patriarchal ethos was strongly maintained
through the 1938 Irish Constitution masterminded by Eamon de Valera, who was not
only a ‘product of his own Classical secondary education under the Intermediate
Education system’ but a ﬁmdamentalisf Catholic. To quote from the Constitution he
introduced, ‘[t]he State shall [. . .] ens‘ﬁre that mothers shall not be obliged by
economic necessity to engage in iabour to tile neglect of their duties in the home’

Girls were consequently channelled to a domestic arena, instead of a more

competitive world where more vocational knowledge and skills were required. In

Z: Investment in Education. p. 276.

" Anne V. O’Connor, “The Revolution in Girls’ Secondary Education in Ireland 1860-1910°, Girls
Don't do Honours: Irish Women in Education in the 19th and 20th Centuries, ed. by Mary Cullen
(Dublin: Women’s Education Bureau, 1987), pp. 31-54 (p. 36).

* Constitution of Ireland, <http://www.taoiseach.gov.ie/upload/publications/297.htm>, 4 April, 2004.
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addition, as post-Treaty education had acquired many Victorian characteristics
lingering from the nineteenth century through the English national school system, as
demonstrated in Chapter One, the Victorian ideal of women’s service and devotion to
men remained in force, restricting women from having a wider range of job choices.*
These factors might have been the cause of the low number of Irish boys taking
Physiology and Hygiene, since the two subjects seemed more suited for girls.

My discussion of Irish boys’ and girls’ different leanings in their choices of
school subjects suggests that women in Ireland had been encouraged to take up more
domestic roles through education, whereas men were expected to be breadwinners in
a society not only dominated by fundamental Catholic doctrines but stricken by the
effects of the economic recession because of the World War One. In addition, the
State textbooks -- which I will investigate later in this chapter -- did not feature
women pursuing vocational opportunities but the achievements of male politicians
and historical figures. Noticeably, that the Irish canon was largely dorﬁinated by male
writers was probably the consequence of the unequal gender status between Irishmen
and women. Only a very limited number of women were able to develop careers as

writers. As to the emphasis on Irish but not other European languages, it had

contributed to the formulation of a national/nationalistic canon in which Irish women

writers were rarely included. It could be argued that although an Irish-centred

** During the English national school period, girls were given different materials to cultivate their
motherhood. Take, for example, the Reading Book for the Use of Female Schools, published by the
Commissioners of National Education in 1854. Many lessons were devoted to the care of children,
cooking, housckeeping, knitting, and nursing, such as ‘A Visit to an Infants’ School’, ‘On Attending
the Sick’, ‘Duties of a Housemaid’, ‘Female Benevolence’, ‘A Mother’s Experiment’, ‘On Cleanliness’,
‘The Manufacture of Pins and Needles’, and so on. There were some literary matenals, but they were
largely confined to motherly subjects. Titles of poems selected for study included “Mother, What 1s
Death?’, ‘Power of Maternal Piety’, *“To my Mother’, ‘What is that, Mother?’, “To My Child at Play’,
"A Mother’s Grief®, “To a Butterfly’, ‘The Orphan’, ‘A Mother’s Love’, “To an Infant’, and so forth.
The number of lessons in history, geography, literature, mathematics and science, compared to the
male-equivalent textbooks, was small, while the textbooks for girls served as manuals for domestic
management. My argument is that Irish education in the Free State was not freed from the Victorian

gelx;_der stereotype of women, which restrained them from studying science as a non-domestic-related
subject.
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perspective might have been constructed successfully through the intensive teaching
of the language, it was in fact a male-led perspective rather than one catering for
non-nationalistic or domestic women. The next two sections will also be observing
whether Irish texts (in English) were actually subsidiary to the canon of English
literature -~ as shown in syllabi -- and how the nationalistic canon survived constant
challenges from the 1930s to the early 1970s. The more detailed investigation into the

teaching materials in literature and history for secondary school pupils will aim to

reveal how the foundation of the Irish canon and national formations were

strengthened through compulsory education.

B. Inclusions and Exclusions in English and History Syllabi

The early part of this chapter has referred to John Guillory’s definition of canon
as ‘the repositor{y] of cultural values’.”> 1t is the kind of repository that can, under
some circumstances, be decanted or refilled in accord with the interests of relevant
authorities, although some degree of intellectual independence would be maintained
by individuals (against the authorities). Charles Altiert gave a similar description of
canon as ‘a repository of human ideals’, arguing that it ‘functions negatively rather
than positively and works to make us struggle against rather than to confirm our
smugness’.”® In the case of Ireland, nevertheless, the refilling of the ‘repository’ of
literature, as I will probe later, was not necessarily subject to the changes of
government in the early twentieth century. The literary standard and tastes that the

former coloniser had promoted in Ireland through national education and other means

were, to some extent, endorsed by Irish syllabus makers and textbook editors. More

2: Guillory, p. 488.
Quoted in Readings, p. 151.
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specifically, most English syllabi approved by the Dublin Examining Board (for the
Leaving Certificate examination) in the 1930s were not particularly de-Anglicised; the
number of Irish texts remained limited and could hardly counterbalance the English
ones. What is notable is that the teaching of traditional English literature was not less
emphasised even after Ireland became a Republic in 1948. Some syllabi which I have
surveyed, and will analyse later,‘ shov;r that Irish texts (in English) were not always
included after Ireland claimed itself to be an independent nation no longer under the
English crown. The reason why the traditional English literary canon could still
remain in force in Irish classrooms could be conjectured as the difficulty of cultural
decolonisation; however, it is possible that Irnish people had become more confident in
their own national 1dentity constructed through the compulsory study of the Irish
language. In other words, Ireland, particularly in the second half of the twentieth
century, had been “Gaelicised’ to a relevant extent, so that syllabus makers would not
necessarily assume themselves to be required to de-Anglicise Ireland, but could treat
English literature as a separate subject alongside others on the syllabi.

Take, for example, the reading list that the Dublin Examining Board made in
1936 for secondary school students preparing for the Leaving Certificate examination
in English. The list was made when the Irish government was about to reinforce its
independent status with a new Constitution to be introduced the following year. The
list significantly itemised a number of Irish-themed books written or edited by
celebrated nationalists and Gaelic scholars. Two of the four Irish-related titles on the
list were: Douglas Hyde’s The Story of Early Gaelic Literature (1895), and Eleanor

Hull’'s A4 Text-book of Irish Literature (1906)." Nevertheless, a reading list which

37 Helps for Students: Book Lore. Key to the Primary, Intermediate and Leaving Certificate Courses of
the Department of Education, etc. 1936, ed. by William Joseph Maguire (Dublin: Browne & Nolan,
1936), n.pag. Hyde was President of Ireland from 1938 to 1945; Hull was renowned for her English
trf:mslation of a great number of Gaelic verses. Apart from Hyde’s and Hull's books, the other two
Insh-themed anthologies to be studied were Ireland in Prose and Poetry: Senior Book (1930), and The
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appears more ‘patriotic’ was the one designed for final-year students, comprising
titles exclusively on nationalism, such as Alice S. Green’s Irish Nationality (1911),
and John Drinkwater’s Patriotism in Literature (1924).>® Although the number of
Insh-themed books on the two lists, compared with lists that focused on English
literature and composition, was small, the inclusion of these Irish titles with a political
nature shows that the educational authorities at the time were keen to create an
Irish-centred, patriotic ambience in English syllabi.’*” On these grounds, it should be

appropriate to judge that the teaching of Insh literature might be an ‘act of

expediency’ with which pupils were ‘Gaelicised’ for patriotic purposes. That is to say,
the Irish-themed books on the lists mostly aimed to develop a sense of patnotic
Irishness amongst pupils. Unlike those on English literature, none of these Insh titles
were unbiased or systematic studies of literature. Some of the English textbooks
included were actually monographs on particular subject matters: W.P. Ker’s Medieval
Ef;glish Literature (1912), G.K. Chesterton’s The Victorian Age in Literature (1913),
H.N. Brailsford’s Shelley, Godwin and their Circle (1913), J.M. Robertson’s
Elizabethan Literature (1914), and John Bailey’s Milton (1915).* None of these
books were overtly political but more resembled in-depth commentary on specific
" interests than those textbooks assigned for the study of Irish literature. What is also
notable s that the number of titles for the improvement of students’ English writing

skills was also greater than that of Irish-themed books.*" It might therefore be true to

Voice of Ireland Calling Men and Women of Tomorrow (1933).
% Helps for Students: Book Lore, 1936. The other two Irish-themed books were: J.M Flood's Jerne - A
Selection of Prose and Poetry relating to Ireland (1929) and Eleanor Hull’'s A Text-book of Irish
Literature (1930). |
* There were fifty-five books in total on the two reading lists for the Leaving Certificate examination
in English, while there were only eight titles relating to Ireland or Irish literature. Other titles were on
ggther English literature or writing skills in English.
. Helps for Students: Book Lore, 1936.

These books on English writing included F.H. Pritchard’s Essays of To-day: An Anthology (1923),
J.C. Nesfield’s Idiom, Grammar, and Synthesis for High Schools (1924), W. Murison’s English
Composition (1926), W.J. Maguire's Aids to General Knowledge and Essay Writing (1932), etc.
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say that the emphasis on English writing, on the one hand, was to prepare Irish pupils
answering essay questions in English for Leaving Certificate purposes. On the other
hand, it discloses the fact that the inclusion of Irish-themed books was to meet the
demand of nationalists who had the upper hand in politics. The inclusion of The Story
of Early Gaelic Literature by Douglas Hyde, President of Ireland from 1938 to 1945,
might signify how syllabus makers might submit to current political forces.

However, although syllabus makers might be subject to political forces, their
1deal syllabus might vary due to the changing social ethos. That is to say, nationalistic
syllabi might only be fashionéble in a particular social context. Experiencing the
decreasing nationalistic ambience as Ireland grew politically self-confident, syllabus
makers were gradually less keen on reproducing reading lists featuring Irish
patriotism. They tended to justify the teaching of English canonical literature on
account of its aesthetic merits, but at the same time maintained vernacular
characteristics to some extent to reflect the interests of Irish pupils. To demonstrate
the changing face of the syllabus in English, one can compare the reading list, or
syllabus, used in the 1930s, as described above, with that used in the 1960s. The
comparison should bring to light how the making of a syllabus might be determined
by factors other than political ones.

It could be advised that the making of a State syllabus is akin to the formulation
of a national canon, as both have to come up to the expectations of the public:
teachers, parents, pupils, and readers in general. It is therefore necessary for syllabus
makers to modify their ‘products’, according to the changing attitudes of the public.
As southern Ireland had gradually solidified its independent status through various
means since the 19303, it 1s understandable that the social ethos was less dominated
by revolutionary fervency, even though the nation remained distinctively Catholic.

That is to say, the majority of Irish people were Catholic by upbringing, perceiving
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the secular world largely from Catholic viewpoints. Take for example the 1966
syllabus in English for the Leaving Certificate examination. This syllabus was divided
into four sections: English composition, drama, prose, and poetry. The prose section
had very few works devoted to Insh patriotism, consisting mainly of texts by
canonical eighteenth and nineteenth century English writers.** No Irish playwrights
were included; indeed, William Shakespeare was the only dramatist on the syllabus.
In comparison with the 1936 English syllabus as discussed earlier, the absence of
- Inish/Gaelic and patriotic material on this 1966 syllabus might suggest that the social
“ethos of the 1930s and of the 1960s were quite different. What is notable is that the
Irish syllabus makers in 1966 still attempted to ‘indiginise’ the syllabus by including
three essays from John Henry Newman’s collection of lectures: 7he Idea of a
University (1873). The reason for including Newman’s work, in my view, might be
because it not only defends the proposal for a Catholic university but also illuminates
the Catholics’ ideal of higher education.” In other words, by reading Newman’s
essays, pupils might be reminded of how Irish Catholics had been denied admission to
untversity, and learned how Newman conceived of a modern higher education that
accommodated Catholic viewpoints. As Newman’s ideas had been well received in
both Ireland and England by the time Irish pupils studied his essays, pupils might
have learned to attribute the modernisation of university administration to Newman as
a Catholic. However, his ‘modern’ ideas about dividing universities into various

schools for arts, sciences, and professional subjects, and the selection by students of

? George F. Madaus and John Macnamara, Public Examinations: A Study of the Irish Leaving
Certificate (Dublin: St. Patrick’s College, 1970), p. 25. The English prose writers and their texts to be
studied were: Joseph Addison’s ‘Sir Roger de Coverlcy at Home’, Charles Lamb’s “The Two Races of
Men’ and ‘Old China’, William Hazlitt’s ‘Hamlet’, William Thackeray’s ‘Life of Goldsmith’, John
Ruskin’s ‘The Throne’, Robert Stevenson’s ‘An Apology for Idlers’, Augustine Birmrell’s
‘Book-Buying’, and Edith Sitwell’s ‘A Note on Charles Dickens’. Amongst these authors, Robert
Stevenson, author of Treasure Ireland (1883), was Scottish. Sitwell was a twentieth century woman
;’vﬁten The other work by an Anglo-Inish writer was Oliver Goldsmuth’s “Adventures of a Strolling
layer’.
1t has long been accepted as a piece of fine English prose, which is another reason for studying it.
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their own programmes of study, were not exclusively Irish or Catholic per se. His
views were shared by many educationalists at his time. The inclusion of this particular
text but not those by Irish prose writers seems to demonstrate Newman’s contribution
as a renowned Catholic educationalist, alongside the purpose of encouraging pupils to
go to university.

As for poetry, this syllabus did include both English and Irish poets, although the
number of the latter was small, compared to the greater number of Classic and
Romantic English poets. There were only four Irish poets selected: Oliver Goldsmith,
W.B. Yeats, James Mangan, and Seumas O’Sullivan.** They were placed after the
canonical English poets on the syllabus, such as William Shakespeare, Henry
Vaughan, William Blake, William Wordsworth, Lord Byron, P.B. Shelley, John Keats,
Robert Browning, and G.M. Hopkins. The preference for Romantic poetry can be
seen 1n one of the textbooks which was made according to the State syllabus: Leaving
Certificate Poetry: Interim Anthology, edited by James Carey in 1968. Only a very
limited number of the ‘Irish poems’ which the editor included had a nationalistic
theme. As for Yeats, most of his poems which were selected were thematically
nostalgic, mystical, or romantic, such as ‘No Second Troy’, ‘The Fisherman’, ‘Sailing
to Byzantium’, ‘Among School Children’, and ‘The Circus Animals’ Desertion’;
only ’September 1913* was nationalistic.”” As for the preference for James Mangan
and Seumas O’Sullivan, their being included might be due to their contribution of
English translations of Gaelic poetry. However, as Yeats, Mangan, and O’Sullivan
were placed second to those English poets on the State syllabus, it could be

conjectured that, apart from itemising selected poets-in a chronological order, the

“ 1t could be argued that Oliver Goldsmith was taught as an Eng]ish writer. He was bom in Ireland but
moved away in his early 20s and did virtually all his writing in England. There is not much “Irishness™
in his literary works. He is therefore in a different class of “Anglo-Irishness™ from those writers of
Bntlsh ancestry who lived and wrote in Ireland

> In particular, Yeats’s ‘The Circus Animals’ Desertion® has several references to Irish folklore.
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syllabus makers were less concerned about nationalistic or de-Anglicising issues.
They became more open-minded in acknowledging the shared aesthetic
characteristics of Anglo-Irish and English poetry. The secondary position in which
Irish poets were placed on the syllabus did not necessarily suggest the failure of
cultural de-colonisation but a changing social ethos. That is, Irish society in the late
1960s had become more tolerant of the Other culture in Ireland; people might have
been more confidently seeing themselves as Irish, recognising their cultural link to
Britain with less antagonistic sentiments.

The changes made to State syllabi in English, from being patriotic to moderately
nattonalistic, as the 1936 and 1966 syllabi show, might again testify to Guillory’s and
Altier’s definitions of the canon as a ‘repository’ of values. Since the making of
syllabi was, to a certain degree, subject to variations in the social ethos, the
formulation of canons/syllabi was rarely static but always in a state of flux according
to a variety of external forces. The changes which were effected during this process
might therefore have led to some positive consequences brought about by readers.
-One of these positive consequences might be that readers, particularly those of a new
generation, could acquire different interests in (regional) literatures, broadening their
horizons and not being confined to the ‘smugness’, in Altieri’s words, of traditional
canons. Their constant intention of counteracting the exiZéting canons with a revised
one would facilitate the development of the literary canon per se and the
diversification of society.

To discuss more fully how the formulation of a canon might be subject to social

ethos, 1t should be necessary to observe whether the teaching of Irish history is always
being modified to meet the expectations of the public, as it could more directly touch
upon political issues than the teaching of literary texts. In other words, how pupils

were taught to conceive the history of their nation could more directly affect the
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movements of Anglicisation, Gaelicisation, or internationalism. Historians, or
syllabus makers in history, were therefore tasked by the ‘current’ authorities to
channel Irish pupils to the ‘correct’ readings of history. The historiography they
formulated, or strengthened, through the making of history syllabi and textbooks, on
the one hand benefited the construction of a national identity; on the other hand, it
unified the ways in which people justified their cultural heritage, such as a literary
canon. What should be noted is that the formulation of any historiography is often
subject to the (educational) authority in power which suggests the inclusions and
exclusions of certain perspectives. Ireland, as a State under partition, can testify to
how different historiographies, under the supervision of two antagonistic political
authorities, could be passed on to pupils out of dissimilar interests. Compared to the
teaching of Irish and English literature -- which might share transcendental values to
some degree -- the formulation of a historiography can be more radical, producing
significant effects on the next generation.

To observe how an Irish-centred historiography was constructed, modified, and
promoted through education, the making of history syllabi for the State exams and the
accompanying pedagogy should be attended to, in that schools are likely to form the
best platform from which the authorities can imbue pupils with particular political
perspectives. Due to the immense pressure that the Leaving Certificate examination
put on pupils, there was little political debate allowed in classrooms. The traditional
pedagogy therefore ensured that ‘correct’, or favourable, historical perspectives would
be passed on to the younger generation. Take the reading list for history made by the
Dublin Examining Board in 1936, for instance. As the couﬁtry was about to issue a
new Constitution, what appeared ‘correct’ to members of the Board was de-emphasis
on the teaching of British history and prioritisation of Irish and Epropean history. The

Intentional de-emphasis of British history can be seen from the following list, where
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only the last title relates to Britain, although presumably the language used to teach

Irish and European history was English — the tongue of the former coloniser:

(1) A Concise History of Ireland (P.W. Joyce). New and Revised Edition.
Educational Co.

(2) An Economic History of Ireland (D.A. Chart). Educational Co.

(3) 4 Class-Book of European History (A.D. Innes). Rivingtons.

(4) European History (H. Webster) - Modern Times. Part 3. Browne & Nolan.

(5) Students’ Notes on European History: 1789-1918 (J. G. Altham). G. Bell
& Sons.

(6) The French Revolution (Louis Madelin). William Heinemann.

(7) Historical Atlas of Europe (J.H. Fudge). George Gill & Sons.

(8) Oxford and Cambridge British History (R. Mongan). Ditto.*

It could be assumed that the marginalisation of British history was an act of
educational de-Anglicisation in progress. It was an act endorsed by the Department of
Education, which supervised the Dublin Examining Board in making guidelines, rules
and reading lists for the Intermediate and Leaving Certificate examinations. As the
(Irish) Education Department was headed by Thomas Derrig, a former Irish Volunteer
and participant in the 1916 Easter Rising, it is understandable that the above reading
list approved during his term of office aimed to draw pupils’ attention to Irish rather
than British history. The placing of European history second to that of Ireland might
indicate, on the one hand, that Irish-centred historiography was being solidified. On
the other hand, Irish history was taught either as an independent subject or under a

European framework, or both. More specifically, the Dublin Examining Board,

10 Helps for Students, n.pag.
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endorsed by the nationalistic government, was expected to liberate the teaching of
Irish history from the colonial framework and reinforce pupils’ sense of Irishness.
Compared with Northern Irish schools under the Bntish educational system, whose
curriculum will be further explored in the next chapter, history teaching in the South
was more distinctively Irish-orientated. In brief, since Northern Ireland was politically
linked with Great Britain, it appeared reasonable to consolidate -- through education
-- the historical, religious, and political significance of Northern Ireland’s relationship
to Britain, while in the South the objective of history teaching was to stress Ireland’s
independence from Britain. It would hence be approprate to say that the different
interests of political leaderships do affect the way in which history is taught and
conceived, even on the same Emerald Isle.

Although the teaching of history and literature conform to stmilar linguistic and
cultural norms, it proved to be fechnically easier to de-Anglicise history teaching by
de-emphasising English history on the syllabi. The intentional de-emphasis of English
history, according to my survey, was ongoing even many decades after the
establishment of the Free State, whereas the teaching of literature was becoming less
and less patriotically determined. The emerging differences between the teaching of
literature and history might be because cultural de-colonisation was evidently more
difficult than political independence achievable through radical means. To maintain an
unambiguous political identity, the teaching of history was justified as a more
effective channel through which pupils’ perspectives of Irish history could be
standardised. Ireland’s separate political identity, unlike its rather indefinable cultural
or literary one, would be more and more unarguaf]e when Irish people gradually
came to feel secure about their nation as an independent State. The continuous
de-emphasis of English history can be seen in a 1957 textbook: Intermediate History

Notes: Irish and European, published two decades after the above reading list. This
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textbook entirely dismissed English history.

It could be suggested that this textbook was primanily designed for preparation
for the Intermediate Certificate examination, for it had no coherent and linear
narrative but was a group of historical facts itemised ‘point by point’ -- probably
intended for quick review or memorisation. What 1s also notable 1s that little English
history was introduced amongst the fifty-one lessons in the two parts of the textbook.
More specifically, in part one there were twenty-eight lessons in total devoted to Irish
nationalistic history from the twelfth century to the Easter Rising; and there were
twenty-three lessons in part two dealing with European history from the feudalism of
the ninth century to the First World War. Those ‘Irish lessons’ in part one included
‘The 1641 Rebellion’, ‘Jacobite Wars’, “‘Grattan’s Par]iafnent’, ‘The United Inshmen’,
‘Struggle for Emancipation’, ‘Daniel O’Connell’, ‘Young Ireland’, ‘The Fenians’,
‘The Land War; Parnell’, ‘The Home Rule Struggle’, ‘Rise of Sinn Fein’, and ‘The
Easter Rising’.* As for those ‘European lessons’ in part two, none of them related
explicitly to Britain, although the country was rarely outside major military, political,
and religious conflicts on the European mainland. The intentional dismissal of British

history can be seen more clearly from the following list of lessons 1n part two:

1. Feudalism; 2. The Crusades; 3. Medieval Life; 4. The Great Schism; 5 The
Renaissance; 6. The Reformation; 7. The Counter-Reformation; 8. Thirty Years’
War; 9. Richelieu; 10. Louis XIV; 11, War of the Grand Alliance; 12. War of the
Spanish Succession; 13. Rise of Russia; '14. Rise of Prussia; 15. War of the

Austrian Succession; 16. Seven Years’ War, 17. French Revolution; 18.

Napoleon; 19. Peninsular War; 20. Unification of Italy; 21. Unification of

7 Intermediate Historv Notes: Irish and European, ed. by E.J. Hally (Dublin: Educational Company of
[reland, 1957), intro., p. 1.
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Germany; 22. Franco-Prussian War; 23. The Great War.*®

It could be argued that as these European-related lessons provided insufficient
information about Britain, the ‘historical picture’ that pupils received about European
history could not be complete. In other words, as these lessons did not particularly
address British interests in the named conflicts or present British perspectives, pupils
might not gain full knowledge of the pivotal role that Britain had played in these
events. With reference to the sole emphasis on Inish political and military history in
part one of the textbook, it should be justifiable to say that Irish historians, textbook
editors and syllabus makers had been collaborating in not just formulating but
fortifying Irish-centred perspectives. In addition to this, since this textbook aimed to
‘help [pupils] in revision work’ and the matenal was organised largely ‘point by
point’, it i1s possible that pupils would acquire over-simplistic or imprecise views
about Ireland and its relations with other countries.” Ironically, this was a problem
foreseen by its editor himself, E.J. Hally, who pointed out in the Introduction that if
pupils misused or over-relied on this exam-orientated history textbook, he/she would
probably ‘miss the wood for the trees, [and] remember details whilst forgetting their
place and significance’.”® Perhaps being alert to the problems of introducing history
‘note by note’ but unable to disappoint pupils’ and teachers’ expectations for such a
textbook, Hally maintained a proviso in the Introduction that this book ‘w[ould] not
teach history’, if not properly used.>’ His proviso suggests that historians, in Hally’s
time, were largely subject to the political and educational realities in writing history

textbooks. Noticeably, they were expected not only to simplify the study of history

® Intermediate History Notes, p. 2.
:z Intermediate History Notes, p. 1.
} Intermediate History Notes, p. 1.

Intermediate History Notes, p. 1.



85

when ‘helping’ students to prepare for examinations, but also to submit to a
nationalistic historiography that de-emphasised British history.

Nonetheless, it was not until the late 1960s that Hally could revise history
textbooks with ‘new emphases on social, economic, and cultural history’, and which
were not confined to political or military history.* In one of the textbooks he edited
in 1969, Intermediate Irish History, there was a clearer account of Ireland through a
detailed narrative from the prehistoric period to its entry to the United Nations in 1955
-- with relevant photos in support of the historical events introduced. The addition of
visual materials, in my view, was a significant step in the remaking of (Irish)
historiography, in that history was being reconstructed through a ‘three-dimensional
space’, rather than a combination of words. In other words, Hally and his colleagues
might have been seeking a more experimental historiography in opposition to the
traditional, text-bound one.

By comparing and analysing relevant changes made in the secondary school
syllabi in literature and histo¥y during and after the Free State peniod, the above
discussion should have provided an understanding of how Irish national and canonical
formations were reinforced through education. To sum up, syllabus makers as well as
textbook editors were often tasked to facilitate the political and cultural
decolonisation of Ireland, despite the fact that the ‘new’ literary and historical
perspectives they maintained could be untenable to a degree. The next section will
further explore how Leaving Certificate examinations and related pedagogies might
have functioned more decisively in standardising pupils’ tastes and perspectives in

literature and Irish history. A national canon was therefore acquired under

examination pressure and could not be formulated so securely.

2 E.J. Hally, Intermediate Irish History (Dublin: Educational Company of Ireland, 1969), intro., p. v.
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C. Formation of a National Literary Canon and Pedagogies for State

Examinations

It could be claimed that the syllabi and textbooks which this chapter discussed
earlier formed the framework under which pupils gained knowledge under the State’s
supervision. To ensure that knowledge was absorbed “correctly’ by pupils, they were
required to take a State examination before they left school and pursued either a job or
went on to a higher level of education. One of the merits of the State examination,
presumably, was that it ensured that every pupil received the same quality of

education, which underpinned the future progress of the State. However, the intensive

[;reparation for the examinations - in which pupils had to demonstrate as much
‘teﬁbook knowledge’ as they could -- would restrain them from freely and creatively
developing their own intellects. As students were expected to abide by the approved
viewpoints and 'sentiments presented in the textbooks, they might gradually learn not
to question the relevant authorities who sanctioned the textbooks, in order to receive
satisfactory marks in exams. In addition, since many exams, such as those for Leaving
Certificate, matriculation, and scholarships, had a major influence on whether pupils
would have a more promising future and/or financial assistance, students had to make
their answers conform to the textbooks as much as they could. They might not want to
risk their admission (to university) by giving creative but inappropriate answers in
relevant exams.

It could be argued that by conforming to the knowledge in the textbooks, pupils

might be standardised with a submissive psyche with which they could not challenge

authority effectively. More precisely, who they were submissive to might not only be
members of the Examining Board who approved the circulation of ‘textbook

knowledge’, but the State that had been supervising intellectual activities on and off
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campus. In the mid-twentieth century, Ireland as a new State was in the process of
de-colonisation and in need of political stabilisation. State examinations were widely
recognised as a channel through which people could compete, based upon agreed
standards, despite differences in class, race, religion, and gender. To prepare pupils for
reaching the standards, Irish secondary education in the post-Treéty period had been
known for being exam-orientated and was often criticised for this. A great number of
Irish people, after they entered adulthood, recollected that the way in which they
approached knowledge at secondary schools was by rote and repetitive ‘trial
examinations’. John McGahemn, in The Dark, wrote the following description of
pupils who were bound by the result of examinations through financial pressure,

which largely deprived pupils of personal interest in studying:

The house exam was held at Christmas, as a trial run before the summer. It
would decide who’d leave off to concentrate on passing, and passing was no

good to'you. You had to get high in the honours to stand a chance in the

cut-throat competition for the scholarships or ESB [Electricity Supply Board]
or Training College or anything. Passing was only good if you had your own

money to go to the university and few at school had that. Most came from
small farms in the country on their bicycles, stacked downstairs where they ate
their lunches out of paper bags or horse played on wet days. They knew too it

was get honours or go to England. The air was tense with fear through the

exam.”

*3 John McGahern, The Dark (London: Quartet, 1965; repr. 1977), pp. 87-8. It could be surmised that
this description was also based on McGahern’s obscrvation of students before the time he published the
novel in 1965, apart from the fact that he survived the exam pressure and was thus able to study at St
Patrick’s Training College and UCD. He was a teacher under the system described. 7he Dark was
banned under the Censorship Act for its homosexual subplot which was thought to be in opposition to
the celibacy of the clergy, and McGahern was dismissed from his teaching post.
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The study pressure that McGahern depicted might have significantly contnbuted to
the stabilisation of the new nation, in that pupils’ attention was successfully directed
to the impending examinations. Unlike the older generation, which had experienced
major political turbulence, the exam pressure had kept these pupils from posing
arguments or questions, leading them to accept the textbook knowledge approved by
the authorities. All secondary school students were required to take State
examinations for either Intermediate or Leaving Certificates, or both, before leaving
school. What is more notable is that, as southern Ireland had been a highly
nationalistic state since 1922, the exam pressure which was put on pupils might have,
in one way or another, contributed to the nation’s formation, particularly through the
exams in literature and history. It is therefore worthwhile to investigate the
pedagogies applied to the two subjects, as they might have effectively secured the
way in which the younger generation conceived their national and cultural identity.
Before this section explores the issues relating to the pedagogies and the nation’s
formation, it is necessary to keep in mind that a satisfactory score in the Leaving
Certificate examination was commonly seen in Ireland as a substantial step towards
university, teacher training, the civil service, and numerous other careers. To ensure
good results for pupils in the examination, most teacﬁers would abide by the
pedagogies that could effectively raise pupils’ scores. To help teachers to prepare
pupils for exams, the Department of Education also approved a series of teachers’
handbooks which prescribed teaching objectives and the scope of study in each
subject. As these State examinations weighed significantly in pupils’ futures, pressure
from parents and teachers for them to achieve high marks would inevitably compel
(some) pupils to learn by rote. Some people might argue that exam preparation might

not necessarily be unhealthy or detrimental for Irish pupils, for they had religious



89

practices at schools which might have enriched their spirituality. Nevertheless, as the
union of the Catholic Church and the State was so firm in southern Ireland -- the
former operated most Irish schools with subsidy from the State -- pupils and teachers
could hardly challenge the authorities they constantly copied through the educational
mechanism. It should also be true to say that as pupils could not choose what to learn
at their will, the Church and the State could benefit each other by establishing
southern Ireland as ‘the most Catholic country in the world’.”* Thomas O’Donoghue,
who researched the Church’s intervention in the making of the Secondary School
Curriculum, had observed that the State examinations did minimise ‘potential
intellectual challenges to the institutional Church [. . .] by the néed to present
knowledge as certainty, by the undermining of originality, and by the discouragement
of liberal and innovative thinking’.”> Under these circumstances, that pupils and
teachers would be greatly disabled from questioning the authorities year after year
seemed an unavoidable consequence.

The early part of this chapter has mentioned that the curricula approved by De
Valera in 1939 as Minister of Education were often the cause of complaint for their
being parochial and lacking in ‘practical [and] experimental experiences’.”® As the
curricula that the Department of Education approved were the set framework within
which syllabi and textbooks were written, there was limited flexibility with which
teachers could choose teaching material, and they had to teach the texts selected by

the educational authorities. Take the study of drama for the English literature exam for

instance. The three plays which were most often taught and rotated in textbooks for

* Quoted in Paul Blanshard, The Irish and Catholic Power: An American Interpretation (Boston:
Beacon, 1953), p. 4. It was James Devane’s comment on the nature of the Republic of Ireland. Also see
note one.

>> O’Donoghue, p. 95.

6 Quoted in O’Donoghue, p. 94.



90

nearly thirty years were ‘Hamlet’, ‘Macbeth’, and ‘Julius Caesar’.>’ As the State
examination did not test on drama other than these three plays, nor did it ask for
pupils’ critical opinions of assigned works, it was possible for teachers to teach
literature ‘successfully by concentrating on only certain aspects of [a work]’.”® The
use of this type of pedagogy for exam purposes was verified by George Madaus, who
examined actual exam papérs, on which pupils wrote their answers, before the 1970s.
He found that ‘even if every student in a class answered [. . .] exactly the same’, it is
common that markers would award ‘high marks to the well prepared stock answers’
they gave.” It is hence assumable that many teachers would urge pupils to memorise
‘potted answers’ to directly benefit their exam scores; they did not have to cultivate
the students’ sense of literary history but asked them to drill on set texts.
Hard-working students -- after two years of study for the Leaving Certificate -- could
easily familiarise themselves with the three plays, or a selection of poems and articles
collected in textbooks. The pedagogy for the examination in English was also to equip
pupils with relevant skills in composition with which pupils presented their ideas in a
formula-type, non-creative approach. A series called Composition Groundwork,
edited by H.L. Doak in the 1940s and 1950s, was often on the study list for English.
(Doak was also the editor of many textbooks in literature. I will examine the
textbooks he edited in the next section of this chapter.)

This pedagogy in English was in fact constantly under criticism, since pupils did
not, and could not, maintain their own private reading of texts, but worked solely on
standard background information on authors, the storyline in texts, and the use of
literary terms, and so on. Augustine Martin, a renowned Irish critic with teaching

experiences both at high schools and Dublin universities, had made clear his severe

>’ O’Donoghue, p. 96.

5% o~y

. O’Donoghue, p. 97.
Madaus, p. 34.
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criticism against this pedagogy when Irish education was due to be reformed in the

1960s. He observed that the teaching of literature and other humanities subjects at

Irish secondary schools was a failure of education, because:

[the education] has been marked by two examinations which test memory
rather than thought, judgment, or expressive skill. The examination patterns
largely are predictable and the shrewd teacher can prepare the dimmest pupil
to get round it with ingenuity and the unscrupulous use of memory. Lines are

learned by rote, ‘appreciations’ memorised, model essays prepared, questions

predicted.®

The problems in the educational status quo that Martin pointed out might have
foreshadowed the result of Irish canon formation under the strong influences of the
Intermediate and Leaving Certificate exams. That is, as pupils could not choose texts
for study based upon their interests, nor could they develop their own creative reading
of works but had to memorise ‘potted answers’ as part of their mechanical preparation
for exams, the development of canons could have become static rather than dynamic.
Moreover, as there was only a very limited number of works in the textbooks -- the
study of which is unlikely to have been a universally pleasant experience -- the
majority of pupils might have learned to accept the prescribed perspectives, or biases,
presented in the texts without critical opinions. What 1s also noteworthy is that the
exam pressure which pupils constantly experienced in their secondary education
would force them to internalise the literary values shown in textbooks and exam

papers. Take the 1967 Leaving Certificate examination in English for instance. Many

*® Quoted in Madaus, p. 35. Augustine Martin made this observation in Irish Times, December 19th,
1967.
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of the canonical values were suggested such as: ‘Most of Shakespeare’s opening
scenes are wholly admirable’; ‘Mangan has been described as the best of the
Anglo-Irish poets before Yeats’.®' Except for acknowledging these values or
presuppositions, examinees were not encouraged to be honest ‘non-conformists’ but
answered questions like: “What do you find to admire [. . .]?°; ‘What [. . .] makes the
subject-matter interesting?’; ‘Mention at least three striking qualities [. . J.%% 1t is

perhaps true to say that the literary values that pupils learned by answering these

question patterns with repetitive practices would reinforce the existing canon

endorsed by the Examining Board. Nonetheless, the ‘secondary school’ canon might
not have survived easily if it had been put into a different educational scenario. Some
university teachers, for instance, have attempted to reformulate the canon in
consideration of the various backgrounds of the students and other factors, which will
be discussed in the next chapter.

Martin’s criticism against the examination-orientated pedagogy in 1967, in my
view, might have reflected the general feeling of the public towards the unhealthy
state of Irish secondary education. In fact, in 1962, five years before Martin made his
observation, members of the Council of Education, an advisory body to the
Department of Education and consisting of university teachers, had criticised the State
curriculum over the previous twenty years as having been ‘narrow and uninspiring’,

so that many students only learned the ‘interminable round of compositing,

grammatical drill and the minute study of a single prose and poetry text’.®’

Nevertheless, not only the pedagogy of literature but also those of foreign languages,
history and geography were criticised in the 1970s, when the government of Ireland

faced demands from the public to reform Irish education more comprehensively.

:‘ Quoted in Madaus, p. 42. My Italics.
ﬁj Quoted in Madaus, p. 42.
Quoted in O’Donoghue, p. 96.
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(These subjects all related to pupils’ perception of the nation and the stability of the

Irish canon.) The teaching of French, for example, was criticised for placing too much
emphasis on grammar and translation and ignoring the spoken language. The
textbooks in geography were named for having a very limited number of maps and
pictures, but long lists of geographical facts, covering the whole world, for
memorisation. According to O’Donoghue, pupils were not encouraged to conduct
personal investigations, and the training in analysing statistical information and
reading maps was insufficient.** David Langridge, in his survey of Irish geography
teaching, also observed that the lack of maps but over-detailed narrations might have
served only to ‘facilitate the creation of phantasms in students’ minds’.* As pupils
had learned geography largely through the traditional approach, those lessons in
geography textbooks did not necessarily broaden their horizons.

The pedagogy of history was also a target for criticism in the 1970s, because
the mechanical preparation for exams had actually kept pupils from analysing and
comprehending historical events by themselves. Their sole task was to memorise
standard interpretations in textbooks -- from reading lists approved by the Examining
Board. Although it could be argued that secondary school students might not have
been capable of carrying out independent historical research at their age, it is also true
that they were not trusted to develop their own views and interpretations. Noticeably,
most questions on history exam papers only demanded that pupils ‘treat briefly’ or
“give an account of” the historical events in question. It was therefore not necessary

for them to argue for or against their causes and effects, nor to develop an alternative

perspective, but to memorise official viewpoints given in textbooks. The pedagogy

* 0’Donoghue, p. 95. O’Donoghue’s survey shows that the most often used textbooks in geography
during the mid-twenticth century were The Christian Brothers’ Outline of Geography (1928), J.
Dennchy’s Ideal Geography (1930), and Eleanor Butler’s Structural Geography of Ireland (1948).
% David Langridge, ‘The Development of Geography Teaching in Irish Post-primary . Schools®
(unpublished doctoral thesis, University College, Cork; 1973), p. 112.
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which corresponded to this type of exam question, presumably, aimed to prepare

pupils to have a good memory of ‘important’ dates, names and occurrences. Madaus
exemplified one of the answers which received full marks in the 1967 Leaving
Certificate examination in history as follows. The answer -- given by a candidate --
consisted of a list of facts without a consistent or expressive narrative, demonstrating
the pupil’s good memory of historical incidents at a superficial level. The question
with the full-mark answer as exemplified is: ‘Excluding Ireland, treat of the expansion

of Norman power in Europe during the eleventh and twelfth centunes’

The Normans, with Roger Guiscard as leader, invaded Sicily, captured

Messina, defeated (sic) the Saracens finally by 1093.
Southern Italy consisting of Apulia, Calabria, Naples, was now by the
beginning of the 10th (sic) century under Norman control and later under

Roger G, Sicily was joined to the South Italian block of Norman ruled states in

Southern Europe.

Norman Rule In Sicily - South Italy

1. The Jews, Latins, Greeks, Moslems were allowed to retain their own laws,
customs, religion and so Sicily proposed in

(a) Economic affairs: new trade routes to Greece, Aegean Islands and the
Eastern Mediterrean (sic) were opened. l

(b) Cultural: an increase in prose, poetry.

(c) New buildings comprising the Arab, Greek, Roman traditions were built.

(d) New system of provincial organization directly responsible to the King of

S. Italy was (sic) set up.
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(e) New Law Courts.*

Apparently, the answer was not composed in a clear narrative but as a list of brief
descriptions of facts, not necessarily unbiased and accurate, and even containing
incorrect spellings such as ‘Mediterrean’, and a factual error -- tenth century instead
of eleventh. However, as this pattern of answers could ensure markers’ quick
assessment of examinees’ familiarity with ‘textbook knowledge’, it could be
conjectured that pupils would be encouraged to follow the standard pattern(s) to
organise their ideas recalled from books. They did not have to validate the
implications or presuppositions shown in exam questions but instead to answer them
in ‘standard’ formats and to quote material from textbooks. The standardisation of
answering and the grammatical pedagogies -- which applied not only to history but
also to other subjects -- might reinforce the stability of the new nation, its national
discourse, and the preferred historiography.®’ It is likely, because the exam pressure
. was so immense, that many young pupils would internalise the ideologies and
perspectives presented in the textbooks without thjnking them through for themselves.
What is notable is that although this type'of pedagogy for exam purposes was also
applied in Britain in its national school system -- introduced to Ireland in 1831, and
which Irish history teachers continued to take advantage of with little modification
might suggest the effects of cultural colonialism on education. ° Besides, the

traditional pedagogies could be ideal from the viewpoint of the Catholic Church,

% Madaus, p. 74.

7 It is evident that the historiography of which members the Examining Board approved was explicitly
nationalistic, as the books by nationalist historians often appeared on its reading lists. For example,
Mary Hayden and George Moonan’s A Short History of the Irish People from the Earliest Times to
1920 (1923) and Stephen Gwynn's The Student s History of Ireland (1925).

*® The grammatical approach to the study of Classics was criticised by two English historians in the
1910s, Maurice Keatinge and Norman Frazer, who advocated a new teaching method analogous to the
laboratory one for science. However, it was not until the 1970s that the history pedagogy at Irish
schools gradually adjusted to allow pupils to express their own views.



96

which managed most of the secondary schools in southern Ireland, to ensure that
pupils ‘grasp[ed] fully the established understandings about person, society and God’,
before they graduated and served in society.*’

So far this chapter has demonstrated that the making and changes of syllabi and
pedagogies were often subject to a wide range of social factors: from the dominance
of the nationalistic ideology, religious sentiments, exam pressure, to the difficulty of
cultural de-colonisation. These factors all contributed to the formation of the Irish
literary canon directly and indirectly. As the dynamics of these determinants could
decide how the facets of the canon should change, how textbook editors responded to

them would be worth exploring. The next section will trace those changes in
textbooks over the years, in an attempt to see how textbook editors freed themselves
from insular ideologies. Some introduced travel writing by European writers; some
brought in an international taste of literature; some redefined ‘Irishness’ and

‘Anglo-Irishness’ from a broader sense of Irish culture. Their efforts, as the following
discussion will disclose, foreshadowed the potential reformulation of literary canons,

producing lasting impacts on the contemporary study of Irish literature.
D. Irish Textbooks in Progress and the Remaking of Anglo-Irishness

Jean Anyon in her study of textbooks has suggested that textbooks are ‘social
products that can be examined in the context of their time, place, and function’, and
‘the [acceptability] of [these] product[s] is nevertheless dependent upon decisions by

consumers’.” As school textbooks are intended to be read and widely accepted by

parents, staff, school boards, and the authorities concerned, editing boards have to

., Quoted in O'Donoghue, p. 9. My Italics.
Jean Anyon, ‘Ideology and United States History Textbooks’, Harvard Educational Review, 49

(1979), 361-86 (pp. 361-2).
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compromise over a variety of external forces and expectations. Since compromises
are inevitable, to ensure the acceptability of textbooks, lessons written by historians,
as well as texts selected by literary critics, ‘often undergo substantial editing by
publishing company personnel concerned with meeting requirements of school
markets. [. . .] and views of individual authors may be altered’.”" That is to say, what
1s taught through textbooks is not necessarily subject to the personal views and tastes
of editors, but to those of people outside the offices of publishers who regard
themselves as social elites. The 1deologies and sentiments of these social elites are
therefore skilfully legitimised, transmitted, and reproduced through the selection of
lessons in textbooks, concealing the unequal social structures on which the politically
and economically powerful and the powerless are based. With a variety of
considerations and compromises, textbook editors hence have to reflect the opinions
of the powerful -~ persuasively but not necessarily objectively. As textbooks have
been “censored’ by a variety of current social authorities, it is understandable that they
cannot usually change their ‘faces’ as swiftly as other cultural products, unless there is
a radical political force behind them.

In the case of Ireland, it should be justifiable to say that the radical political force
came with the establishment of the Irish Free State in 1922. One of the consequences
in literary education -- due to the establishment of this Catholic state -- was the
reformulation of literary tastes, so that pupils were sure to come under the right
influences of Irish Catholicism and nationalism. Yearly publications of textbooks
therefore became a public educational sphere where pupils acquired ‘correct’
sentiments sanctioned by Catholic nationalists. To be in line with (traditional)
Catholic values, some textbook editors managed to demonstrate, or re-demonstrate,

what was/is ‘proper’ literature for Irish pupils, with suitable examples/lessons. Take,

"' Anyon, p. 362.
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for instance, a series of English textbooks edited by James J. Carey, who had been in
charge of the editing of Intermediate and Leaving Certificate textbooks from the early
1950s up to the late 1960s. His textbooks, which I Fhall investigate further, suggested
a canon of selected good, or accepted texts for Insh pupils. Nevertheless, his nearly
three-decades-long career as chief editor for many textbooks also testified to the
- changes in social ethos, particularly when Ireland became a more active member of
international communities in the 1970s.

From my survey, it is clear that there were few significant changes made in
Carey’s early textbooks. Carey’s 1955 edition of the Leaving Certificate textbook was
still apparently made in line with traditionalists’ notions of ‘good’ literature. In its
introduction, he asserted that literature could be dichotomised, and classified, as good
or bad literature; the editor’s and tutor’s responsibility was to ‘train’ pupils to develop
a good literary taste. He also expressed his literary views with a tone of authority,
defending the duties of literary critics, but possibly underestimating students’ own

ability to appreciate good literature:

Literary criticism is the art of judging literature, i.e., of deciding how far and
for what reasons a work of literature may be regarded as good or bad. The
essential duty of a literary critic is valuation. With criticism in this somewhat
professional sense the student is of course not directly concerned. We may
take it that the pieces prescribed for our study in this anthology are on the
whole well-written; of their period and individual style they are samples of

‘good literature’.”

" James J. Carey, New Senior Prose: Matriculation and Leaving Certificate Prose, ed. by Carey
(Dublin: M. H. Gill, 1955), intro., p. xi.
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To have pupils well-acquainted with the standard of good literature, Carey
asserted that some training was necessary: ‘[t]he ability to understand and enjoy a
literary work, i.e., to know it, is a matter of experience and learning, just as the
solution of a problem in the calculus, [. . .] require[s] previous education and
training’.”> On the one hand, the school training he prescribed could be seen as an
attempt to standardise literary tastes which government officials and the Catholic
authorities had endorsed. On the other hand, through standardised literary textbooks,
the governmental authority could marginalise, or even censor, that which they
regarded as improper literary tastes or social perspectives, labelling them as ‘bad’
literature.

The interests of relevant authorities, such as patriotism, were indeed reflected in
Carey’s textbooks, even two decades after Ireland became independent. Take, for
example, Intermediate Prose: A new Anthology specially compiled for the
Intermediate Certificate Course, edited by Carey and published in 1941. There were
six Irish writers, amongst twenty-nine in the textbook, who were particularly
introduced as ‘Irish patriots’ in accompanying notes. They were: Theobald Wolfe
Tone, Thomas Davis, John Mitchel, Thomas Francis Meagher, Sir William Francis
Butler and the Most Rev. Dr. John MacHale. Works by Irtsh Catholic clergymen, such
as, John MacHale, Joseph Farrell and Patrick Augustine Sheehan, were the highlights
of the textbook. Noticeably, these three cleric;all writers were i1dentified apparently

according to their Irish Catholic origin, while writers such as Sir Richard Steele,

Oliver Goldsmith and Standish O’Grady were indicated as Anglo-Irish.”* There were

"> Carey, 1955, pp. xi-xii.

'* Other writers with an Irish origin included Robert Lynd, Eleanor Hull, William Bulfin and Conall
Ceamach. They were not specified as patriots in accompanying notes, while Robert Lynd, born in
Belfast in 1879, had published Ireland a Nation (1919), a work of nationalist historiography.
Nevertheless, perhaps due to his birthplace, Lynd was introduced as ‘one of the most popular English
essayists’. Eleanor Hull was the only woman writer in the textbook.
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few mentions of their religious orientation, nor whether they had sympathised with
Insh nationalists. Only a small percentage of the presented Irish works were
non-patriotic or relating to travel.

Another textbook which I would like to examine 1s D. H. Doak’s 1942 edition of
Leaving Certificate Prose. A major difference between his textbook and Carey’s
edition was that Doak chose more texts about overseas travel experiences, rather than
historical or patriotic lessons. One could assume that Doak’s preference for unpolitical,
neutral, unoffensive travel notes might have had something to do with the ongoing
media censorship since 1929 -- though not particularly of textbooks, as editor(s) were
discouraged from including material of a controversial nature which might be
disapproved of by the nationalistic government. Doak’s choice of overseas travel
notes, therefore, seemed to display his intention of broadening the views and
perspectives of the Irish readership. Nevertheless, Doak’s own introductions to travel
writers, to some extent, still highlighted their patriotic contributions, apart from their
travel experiences. Pupils would.still have an impression that what made these writers
remarkable was their loyalty to their country, rather than their expertise in producing
travel writings. These ‘political’ travel writers included Edmund Burke, Stephen
Gwynn, John Mitchel, Joseph O’Neill, Robert L. Praeger and Richard Steele. Another
interesting fact about this textbook was that one-third of the Irish and Anglo-Irish
writers selected were from Northern Ireland: Forrest Reid, John Mitchel and Robert L.
Praeger. I would argue that Northern Ireland, in the minds of editors, remained an
essential part of the Irish nation, while in reality the Treaty could not demand
sovereignty over the northern territory.

Having investigated Carey’s and Doak’s textbooks, I would claim that Irish
pupils probably had only twa sorts of Irish writing available to them in the 1950s:

patriotic and travel material. Both types of material, however, were chiefly written by
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male authors, while there was only one female writer in each of their books: Eleanor
Hull in Carey’s, and Emily Lawless in Doak’s. Irish female voices were not just
marginalised, but almost silenced in the production of patriotic textbooks. In addition,
there was a common feature in both textbooks by Carey and Doak. That 1s, regardless
of whether selected materials were travel notes or patriotic writings, the authors’
political stances decided whether their works could be studied by Iriéh pupils. More
specifically, since patriotic materials repeatedly appeared in textbooks, it seems
reasonable to suggest that what was thought politically correct, such as expressions of
a patriotic and nationalistic ethos, could be something producible through textbooks;
the function of textbooks was therefore to help the authorities strengthen the
foundation of the approved patriotic ethos.

As time went by, the new State began to evolve upon a patriotic foundation, and
the social ethos became less ‘revolutionary’; what concerned the editors of textbooks
had therefo}e changed. Carey’s later editions of his textbooks can be used to

demonstrate what kinds of change were made, and whether a new literary standard

was sweeping the mainstream literary scene, during the period when Irish nationalisp
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Carey continued to be chief editor of Intermediate and Leaving Certificate &

began to occupy a less explicit role.

textbooks until the late 1960s. However, there were fundamental changes made in the
contents of later editions; whether writers were patriots or nationalists was no longer
as important as before. Take the 1967 edition of the Intermediate textbook, Exploring
English 2: An Anthology of Prose for Intermediate Certificate, for instance. The
number of patriotic works had been significantly reduced, and introductions to writers
were not now limited to their political contributions alone. A major breakthrough
from previous editions can be seen in Carey’s general introduction to the book. He

made a clear statement in the introduction as to the reason why he intended to select
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new writers and works for publication:

It is clear then that we have in this book a fair cross-section of prose writing in
English. The selection, you will have noticed, is of an international character
for it includes the work of Irishmen, Welshmen, Scotsmen and Americans, as
well as of Englishmen. This gives the reader the opportunity of comparing

how writers of different nationality differ from one another in their use of a

common language.”

Differing from Carey’s earlier editions of his textbooks, this new edition had a
broader coverage of literary themes, including an extract from James Joyce’s Ulysses.
This edition was published in the same year in which a new bill of censorship was
passed, allowing for the release of previously banned books. This year’s edition could
be considered as more significant than the editions of previous years, in that Carey
and his publisher were opening up an old ‘canon’ of selected readings, and intended
to introduce an international standard in literature.

The intention of introducing an international taste can be seen in Carey’s
reprinted article ‘Correct English’ from The Times Educational Supplement.’® This
article stressed the merits of writing good English, and displayed linguistic changes in
the English language throughout history. In contrast to the enthusiasm of earlier
decades, for promoting the Gaelic language, the recognition of English as the
common medium through which international litérary preferences could be mobilised,

suggested a change in Irish society.”’ That is, the political antagonism towards

"> James Carey, Exploring English 2: An Anthology of Prose for Intermediate Certificate, ed. by Carey,
(Dublin: Gill 1967), intro., p. xi.

"® This article from Tke Times Educational Supplement was reprinted from the issue dated 24 August
1962.

77 ' . .
However, the number of women writers was still small. There were only two female writers amongst
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Englishness and the fervour for Gaelicism or Irishness were gradually dying down;
Irish people began to see the English language as a means to take part in international
matters, rather than as a target for Irish nationalism.

Nevertheless, there were other obstacles that had to be overcome, if Ireland was
to be reintegrated into the international literary scene. Since English was, and still is,
the dominant language used in Ireland, ‘international’ literary tastes, inevitably, had to
be reintroduced through this language. Compared to French, Spanish, or
Chinese-speaking countries, the concept of ‘international’ tastes might differ from
culture to culture. Thus, what French critics deem internationally praiseworthy might
not be appreciated, or even recognised, by the critics of other cultures. The emphasis
on English as an international language, therefore, reintroduced the English cultural
and literary legacy to Irish pupils. Literary textbooks which Carey and his
contemporaries edited featured fewer patriotic subjects in later editions, gradually
becoming more and more English-orientated. Thus, a canon which contained strong
English/British cultural elements was probably being systematically reintroduced into
Irish textbooks.

In the Anthology of English Poetry for Leaving Certificate, published in 1969,
this trend is readily apparent. This textbook was co-edited by J. P. Dunleavy and P. J.
Diggin, and included major classic English male poets and some modern (Anglo-)
Irish ones.”® In an attempt to engender a new perspective on the selection of English

poets, the editors gave a different, unconventional definition as to who were

the forty writers included in the publication: Jane Austen and Charlotte Mary Yonge. The patriarchy of
Irish society had not yet been significantly altered.

’® Major canonic English poets selected in the textbook, or this type of textbook, included Geoffrey
Chaucer, William Shakespeare, Ben Johnson, John Donne, George Herbert, Henry Vaughan, Andrew
Marvell, John Milton, John Dryden, Alexander Pope, William Wordsworth, Percy Shelley, John Keats,
Alfred Tennyson, G. M. Hopkins, Thomas Hardy, T. S. Eliot. There was only one woman poet to be
studied: Emily Dickinson. Amongst these poets, Thomas was born in Wales in 1914, and I assume he
would not have liked being called English, although his works were all written in English. Dickinson
and Eliot were born in the United States.



104

Anglo-Irish writers, and what kind of works could be classified as Anglo-Irish. The

new definition of Anglo-Irish literature covers those works originally written 1n

Gaelic, but which were subsequently translated into English:

In the beginning, Anglo-Irish poetry was crude and inartistic. It comprised
ballads and songs, most of them expressing Ireland’s stormy history, her
sorrows and hopes, her struggle for freedom. The poetry of the Fenian and
Young Ireland movements is largely a poetry of patriotic fervour and political
propaganda. The relegation of Irish to a minority status in the nineteenth
century was a severe blow to Gaelic culture, which was largely an oral
tradition. However, a great part of the tradition survived, largely through the
work of nineteenth century scholars, translators and poets. Poets like Callanan,

Walsh, Moore, Mangan, Larminie and Ferguson succeeded in carrying over

into English verse the characteristic features of Gaelic poetry: its rhythms and

cadences, its lyrical inspiration, its strong sense of place association.”

The new definition seemed to be broader, as it referred to Gaelic works which had
been translated into English by Fenians and Young Irelanders who intended to revive
Irishness as a concept and style culturally detached from the ideology of colonisation.
Nevertheless, Dunleavy and Diggin were not pioneers in giving this broader definition
of Anglo-Irishness. Before the establishment of ‘the Insh Free State, Thomas
MacDonagh had suggested the term ‘The Irish Mode’ in which Irish writing in

English should be incorporated for its shared Irish sentiments, regardless of whether it

was penned by Irish or Anglo-Irish writers. A less well-known literary critic and

7 Anthology of English Poetry for Leaving Certificate, ed. by J. P. Dunleavy and P. J. Diggin (Dublin:
Polens., 1960), p. 236.



105

textbook editor in the 1940s, Roger J. McHugh, had also intentionally categorised
James Mangan and Thomas MacDonagh as Anglo-Irish poets in his Matriculation

and Leaving Certificate Poetry, aiming to ‘denote accurately [. . .] Insh poets in

English’.*’ In his observation, many Irish and Anglo-Irish writers since the nineteenth

century had endeavoured to ‘express an Irish spirit and [. . .] display certain
strongly-marked Irish influences [. . .] [deniving from] Irish legend and literature,
history and tradition, music and speech’.®’ It might be appropriate to judge that these
critics and editors, unlike those who favoured the racial categorisation of Irish and
Anglo-Irish writers, represented a group of the public concemned about the integration
of different cultures in Ireland. Dunleavy and Diggin’s reinterpretation of their
predecessors’ ideas of Irishness might hint that Irish society in the 1960s, at the time
they published their Anthology of English Poetry for Leaving Certificate, had been
successfully harmonising various ethnic and cultural divisions. The reinterpreted, not
necessarily redefined, concept of ‘Anglo-Irish poetry’ appeared in the introduction of

this textbook as follows:

[Anglo-Irish poetry] is the term applied to poetry written by Irish poets in the
English language. It is a distinct body of poetry in that, though written in
English, it is Irish in theme, spirit and style. The distinct quality is “Irishness’.
Its themes are drawn from Irish history, life and legend, its spirit and style

largely from Gaelic poetry.®

80 Matriculation and Leaving Certificate Poetry, ed. by Roger J. McHugh (Dublin: Browne and Nolan.
1946), intro., p. xxxvii. McHugh specificd twenty-five Anglo-Irish writers in this textbook: William
Drennan, Thomas Moore, Jeremiah J. Callanan, Gerald Griffin, James C. Mangan, George Fox, Sir
Samuel Ferguson, Thomas Davis, Aubrey de Vere, John Kells Ingram, William Allingham, Emily
Lawless, William Larminie, Thomas W. Rolleston, Kuno Meyer, W.B. Yeats, Lionel Johnson, GeorgeW.
Russell (A.E.), William A. Byrne, Thomas MacDonagh, Joseph Campbell, Seamus O’Sullivan, Padraic
Colum, James Stephens, Francis Ledwidge.

*\ Matriculation and Leaving Certificate Poetry, p. xxxviil.

*2 Anthology of English Poetry, p. 236.
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Apart from reflecting the cultural status quo in Ireland, it was possible that
Dunleavy and Diggin’s intention of placing Insh and Anglo-Irish writers in one
English category, when Ireland was actively seeking out international literary tastes,
was to ‘internationalise’ Irish cultural products in order to meet the English standard
of the literary market. By broadening the definition of “English’ poetry, Irish and
Anglo-Irish poetry could give pupils the impression that Insh literature had
international merits. Nevertheless, the act of redefining and broadening the meaning
of ‘English’ through textbooks for its use in Insh schools, might potentially
re-inscribe the English cultural legacy on the psyche of Irish pupils. That is to say, as
it was necessary for English to operate as the medium of introducing “international
tastes’, it was possible that English cultural values and aesthetics would be
emphasised over those of other cultures and languages. In any case, the ambiguous
redefinition of Irish and Anglo-Irish writings might have shown that insufficient
historical considerations had been made to support the new definitions, and critics
might not have been aware of the advantages that English writers had secured in
regard to maintaining a situation of cultural imperialism. To be more specific, the
preference for classic English male poets appeared in many textbooks which were
claimed to provide ‘international’ tastes, such as Augustine Martin’s 1969 edition of
Soundings: Leaving Certificate Poetry Interim Anthology, and Carey’s Leaving
Certificate Poetry: Interim Anthology, which was also published in the same year.

Another reason why the promotion of international literary tastes could
potentially reconfirm the English classic canon, instead of the literature of other
nations, can be understood in the context of the educational backgrounds in‘which
these editors were raised, and in which they developed their literary perspectives. The

Insh editors I have mentioned in this chapter: H. L. Doak, James J. Carey, Augustine
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Martin, J. P. Dunleavy, and P. J. Diggin, had received their higher education either in
England or Ireland. It may well be the case that their university education could have
played a significant role in their identification with existing literary standards --
initially promoted by the coloniser. Furthermore, as both the English national school
system and Catholic schools had historically adopted English literature as their major
study materials -~ as I have shown in Chapter One -- English literary standards and
tastes therefore formed the ‘given’ model, which influenced the Irish editors’
selection of literary readings for local pupils.

In order to more comprehensively understand how higher education had made
such a significant impact on the choices of these key textbook editors, there is a need
to investigate how literature and history were taught in universities in the 1930s: a
time in which the Republic of Ireland had, for the previous twenty years, concerned
itself with the restructuring of its nation. I propose to survey the examination papers
of major Irish universities, such as Trnity College Dublin (TCD) and University
College Dublin (UCD) in the next chapter. In doing so, this would enable us to picture
how literary, political, and religious discourses were competing with each other, and
to see how literary discourses circulated within university classrooms, either directly
or indirectly influencing the reading appetites of the public. (It 1s quite possible that
university graduates, with their ‘educated’ tastes, might well become involved in the
publishing industry). In the next chapter, I will look into the examination papers used
for humanity based disciplines at UCD and TCD in the 1930s, to see how the
university faculties used ‘exams’ to promote a preferred literary standard, or to

oppose those they considered unconventional.
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Chapter Three
Politics, Literary Canon and Historiography at Dublin’s Universities:

The Examination Papers of TCD and UCD in the 1930s as Models

When Queen Elizabeth approved, in 1591, the establishment of Trinity College
Dublin (TCD), the first university in Ireland, this institute was set up under a political
and religious agenda. It was not only because this college was built upon the
foundations of a monastery bestowed in 1538 by King Henry VIII, but because only
Protestants -- who had kept a firm hand on colonial politics and economics -- were
allowed to study there. No Catholics were allowed to matriculate at TCD unless they
converted to the Reformed Church. For the English government, setting TCD in line
with the Oxbridge tradition served not simply to reconfirm its sovereignty over
Ireland, but also to ensure that local elites (or future dominant classes) continued to be
Anglicised in the way the coloniser expected. There was therefore little provision of
‘popish’ knowledge at TCD. As for the teaching of the Irish language, although TCD
set up its School of Irish in 1840, it was primarily to prepare students who intended to
enter the ministry for the Church of Ireland. It was not established ‘for any cultural or
nationalistic reasons’ in those days but to facilitate the conversion of Irish-speaking
Catholics.! The teaching of English literature, which was separated from philology at
the end of nineteenth century, was to underpin a unified national consciousness. That
1s, British universities, including TCD, were expected by English intellectuals ‘to
provide lecturers and teachers in English Literature [. . .] not in England only, but in

the Colonies’, to acquaint local students with ‘the expression of national

' Declan Kiberd, Synge and the Irish Language, 2nd edn (London: Macmillan, 1993), p. 19. Kiberd
indicated that the both sides of J.M. Synge's family had produced a few Anglican bishops amongst
which, the Reverend Alexander Synge, was a graduate of TCD and had gone to the Aran Islands in
1851 to converts locals there. For Synge’s family and many Protestants in those days, ‘Irish was one of
the “Divinity School Subject” with no nationalistic agenda. Quoted in Kiberd, p. 20.
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idiosyncrasies’.> One of the petitioners for the teaching of English literature in
universities, Matthew Arnold, specified that only *{literature] of our own country [. . .]
should be taken in conjunction with those of Greek and Latin literature’.” It could be
conjectured, then, that the promotion of English literature to other Bnitish territories
since the turn of twentieth century was to maintain the integrity of the empire. To
prompt Irish students to identify effectively with the superiority of Englishness, TCD,
as an institute founded to secure the interests of the coloniser in one way or another,
approved English literature as a separate subject for study from 1870.* It was also one
of the compulsory subjects for examination purposes at both entrance and M.A.
degree levels.

What is noteworthy is that the emphasis on English literature persisted from the
colonial to the postcolonial era, and students were directed to believe that there were
inherent, universal values in literature by English canonical writers. They might be
required to be acquainted with a second European language, but they were only taught
1t at the level of everyday communication. As there was no other literary subject
which received as much attention as English literature in the curricula of both high
schools and universities, the required study of it paved the way for a unified, national
consciousness as the coloniser planned. In addition, the hierarchy of educational
apparatuses from primary schools to universities helped to construct a correspondent
social hierarchy. That is, Irish students had not only to be good at the tongue of the
English people but to know their national literature to a relevant extent, in order to
enter a state university such as TCD. It is true to say that the entrance examinations to

TCD and other British universities had integrated well with the national school system

* John Churton Collins, The Study of English Literature: A Plea for its Recognition and Organization
at the Universities (London: Macmillan, 1891), p. 33, 64.

Quotcd in Collins, English Literature, p. 108.

* RB. McDowell and D.A. Webb, Trinity College Dublin 1592-1952: An Academic History
(Cambridge: Cambridge University Press, 1982), p. 271.
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in Ireland for the purpose of circulating English values and sentiments -- as I
demonstrated in Chapter Two. Noticeably, those Irish people who studied at national
schools and were admitted to British universities had been constantly informed
through textbooks that ‘Great Britain and Ireland formed the most powerful kingdom
in the world’; it was also reinforced that ‘many people who live 1n Ireland were bomn
in England, and we speak the same language and are called one nation’.> At national
schools, they acquired little of Irish history, language, and tradition, whereas English
historiography and culture were the main interests in their textbooks -- subsidised by
the State. Although the intentional cultural assimilation, or Anglicisation, was
systematically operated under the supervision of the English coloniser, it never fully
succeeded due to the efforts that Irish (cultural) nationalists made on Celtic revival
since the late nineteenth century.

The consequences of the required studies of English literature and history at
both high school and university levels, however, were not completely unrecognised by
Irish Catholics. Also, because ‘popish’ education used to be under suppression by the
British government, and there was no equivalent institute to TCD for Catholics until
1856, Irish Catholic nationalists would therefore assume that the establishment of
Catholic colleges could counteract the forces of Anglicisation. Their call for relief of
the restraint on Catholic higher education was more or less involved with their plea
for an equal political and cultural standing with Protestants. The British government,
under increasing pressure from Irish Catholics and in the hope of solving the Irish
Question, did show some degree of generosity by setting up a few colleges In

Catholic-dominant areas, such as Queen’s College in Galway and Cork in 1845,

% Quoted in John Coolahan, ‘The Irish and others in Irish Nineteenth-century Textbooks', in The
Imperial Curriculum, ed. by J.A. Mangan (London: Routledge, 1993), pp. 54-63 (p. 55). According to
Coolahan’s survey, these statements were commonly seen in many of the reading books sanctioned by
the Board of Commissioners between 1831-1871.
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although these schools did not particularly cater for Catholics but admitted students of
all religious persuasions.’ In 1908, the Catholic-based National University of Ireland
(NUI) was set up to encompass University Colleges in Cork (UCC), Dublin (UCD),
and Galway (UCQ), and St. Patrick’s College in Maynooth. The establishment of the
NUI was particularly welcomed by nationalists, on the grounds that they could offer a
wider range of Gaelic-related courses to interested students that the English-orientated
TCD could not. (TCD did offer courses in the Irish language since 1840 but not
particularly for the purpose of Celtic Revival.) Specifically, from the viewpoint of
cultural nationalists -- who had endeavoured to revive an Irish culture across the
religious divide -- the NUI was ideal for those who wanted to acquire knowledge of
Irish folklore, music, language, history and archaeology at a more advanced level. For
radical nationalists, the establishment of the NUI was seen as a further step towards
creating an Irish national identity. However, both cultural and radical nationalists
might have overestimated the impact of the establishment of the NUI, in that it was
not ‘Irish-Irish’ per se; and students still had to sit for exams on the English language
and literature for differ