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Executive Summary 
Context: Teachers’ Professional Journeys (TPJ): The First Decade (2024-2030) is an accelerated 
longitudinal mixed-methods study focused on understanding the dynamics of teacher 
learning and development from the final year of initial teacher education (ITE) through the 
first nine years of teachers’ work within classrooms and schools in the context of the wider 
education system at primary, post-primary and further education and training (FET) sectors 
in Ireland. The purpose of this third report is to present the perspectives of teacher education 
stakeholders in higher education, government organisations, national education agencies vis-
à-vis developments in and the quality of initial teacher education, the continuum of teacher 
education, readiness to teach and teacher supply to inform subsequent phases of the TPJ 
study.  
 
TPJ Study Aim and Objectives: The overarching aim of the TPJ study is “to understand 
beginning teachers’ professional journeys, by examining the key personal, educational, 
professional and systemic influences that define and shape their early careers and practice, 
including the impact of different learning and professional development phases”. Following 
from that overarching aim, the five TPJ study objectives are: 

1. To examine beginning teachers’ attitudes, values, dispositions and formative 
experiences in relation to teaching and learning.  

2. To investigate early career teachers’ and other stakeholders’ perceptions of their 
capacity (knowledge, skills, experience, preparedness) to meet the needs of learners 
in a variety of school contexts.  

3. To explore teachers’ early professional learning and career experiences as they leave 
ITE and transition across the three phases of professional development.  

4. To review the ability of ITE programmes, Droichead and Cosán to respond to national 
priorities, policy and practice developments.  

5. To consider issues relating to teacher supply, diversity and retention. 
 

Participants: The participants comprised 65 stakeholders from teacher unions, school 
management bodies, teacher educators in higher education, government departments and 
agencies. The government departments that participated in the focus group were the 
Department of Education and Youth (DEY), the Teaching Council (TC), Education and Training 
Boards Ireland (ETBI), and Education Support Centres Ireland (ESCI.) Other organisations 
participated include, Oide, NABMSE, JMB, ACCS, CPSMA, NCSE, NPC, COGG, SOLAS, NAPD, 
Gaeloideachas and PDST. The unions that joined include, TUI, ASTI, and INTO. Finally, teacher 
educators from the following HEIs participated: UCC, UCD, MU, MIE, UniG, UL, MIC, ATU, TCD, 
DCU, HC, NCAD, MTU, and SETU. 

 

Research Design: This study involved 15 online focus groups in which participants provided 
detailed comments about and insights into three themes, each with two sub-themes that 
were communicated to them in advance. Participants were asked to discuss these themes 
and sub themes with colleagues in their respective organisations/agencies before the focus 
groups. The three themes and associated sub-themes are:  

1. Developments in and quality of initial teacher education: 
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(i) changes in the duration, structure, and content of ITE, 

(ii) the extent to which newly qualified teachers are prepared to teach in 
today’s classrooms. 

2. The continuum of teacher education (ITE, induction and teacher learning) and 
readiness to teach: 

(i) the interaction between ITE and Droichead,  

(ii) the relationship between ITE and Cosán 

3. Teacher supply, retention and diversity: 

(i) the attractiveness of the profession to a diverse population,  

(ii) teacher recruitment and retention 

 

Findings: Presented below are fourteen key findings derived from the analysis of stakeholder 
input, reflecting core insights from the study. The analysis was undertaken by small three-
person teams, each assigned specific areas to examine and analyse. This division of labour 
was essential due to the volume of data. Each team presented its preliminary findings to the 
full research team for feedback. The provisional themes were reviewed by the study leads, 
who provided further feedback to the three-person teams. Subsequently, the preliminary 
findings were shared with the Project Review and Monitoring Group comprising Teaching 
Council, DEY and external academic advisors. At that stage, the themes were further 
elaborated and refined.  
 
Developments in teacher education and quality in ITE 

Finding 1:  The landscape of initial teacher education (ITE) provision has shifted due to two 
accreditation cycles (AC), enabling a largely welcomed process of review and reimagining of 
ITE. 
Finding 2: There is broad agreement on the positive combined impact of early reforms (2010–
2015), which led to the 4-year undergraduate and 2-year PME programmes. However, as 
reforms have accumulated, views on the value of the 2-year PME have diverged—more 
between than within stakeholder groups—though concerns about its cost are widely shared. 
Finding 3: Accreditation Cycle 2 (Céim 2020) introduced a range of positive and largely 
welcomed changes, though it is also seen as somewhat inflexible and associated with 
significant resource challenges, particularly in certain features and sectors. 
Finding 4: The combined impact of Accreditation Cycle 1 (2011) and school placement 
changes driven by the National Numeracy and Literacy Strategy (2012) has made school 
placement both more significant and more challenging within ITE programmes, particularly 
as school–university partnership is widely perceived to rely heavily on the ‘goodwill’ of 
schools. 
Finding 5: Perceptions of current ITE outcomes vary significantly—while many view graduates 
as very well prepared, others see them as less so, with notable differences across stakeholder 
groups. However, there is shared recognition that even well-prepared graduates face 
considerable challenges in an evolving school and societal context. 
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The continuum and readiness to teach 
 
Finding 6: Stakeholders highlighted several ways in which the Droichead process interacts 
with Initial Teacher Education (ITE) to extend and deepen newly qualified teachers' 
preparedness for the classroom. 
Finding 7: Compared to other themes, discussion of Cosán was less prominent in some focus 
groups, suggesting uneven levels of familiarity or engagement across stakeholder groups. 
Finding 8: Across primary, post-primary, Irish-medium, and FET contexts, newly qualified 
teachers (NQTs) were generally viewed as emerging with strong foundational training. 
However, several areas for further development and systemic support were identified. 
 
Teacher supply  
 
Finding 9: Despite some differences of opinion, teaching was generally viewed as an attractive 
profession. This perception was supported by references to ITE application numbers and the 
view that teacher pay and qualifications in Ireland compare favourably with many other 
countries. 
Finding 10: Less frequently raised in some focus groups, but still notable, were concerns 
around teacher burnout, Irish language requirements for prospective primary teachers, and 
the resourcing of teaching—issues that were often context-specific. 
Finding 11: There was broad consensus among teacher educators and stakeholders that the 
teaching profession in Ireland lacks diversity in terms of ethnic, cultural, and social class 
backgrounds, resulting in a noticeable mismatch between the teacher workforce and the 
student population. 
Finding 12: Because FET emerges as quite distinct from the primary and post-primary sectors, 
the main themes that centre on the diversity of qualification pathways and employment 
structures within the sector are addressed separately. 
 
Professionalisation of teaching and teacher education and teachers’ professional capital 

Finding 13: The professionalisation of teaching and teacher education is the prevailing 
discourse in relation to T&TE in Ireland among T&TE stakeholders, i.e. there was no evidence 
of any drive for deregulation of teaching and teacher education.  
Finding 14: Teachers and teacher unions were perceived as having very considerable 
professional capital within the education system.   
 
Conclusions/Recommendations: This TPJ report draws on a unique data set that informs and 
deepens our understanding of initial teacher education and how stakeholders, from divergent 
vantage points, interpret the origins, developments, and emerging impact of a period of 
dynamic change in teacher education in Ireland across the primary, post-primary, and FET 
sectors. The distinctiveness of the FET sector shaped our approach, leading to the inclusion 
of a dedicated focus group with FET stakeholders. This decision proved valuable and will 
inform TPJ’s future engagement with FET teachers/practitioners in their first decade post-ITE. 

The report concludes by highlighting the main themes emerging from the focus group 
interviews: the impact of policy developments over the last fifteen years and the quality of 
initial teacher education, the greater focus on the role of school placement, the continuum 
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of teacher professional development, teacher supply and the lack of diversity in the teaching 
profession.  

The prevailing professionalisation discourse on teaching and teacher education is an 
important context for this report and the entire TPJ study.  First, it points to the significance 
of the wider political and policy environment for teaching and teacher education. Second, as 
we outlined earlier in this report, how a system responds to the four issues of regulation, 
standards, curriculum of teacher education and accountability provides a landscape within 
which stakeholder perspectives need to be located and from where they can be better 
understood. Third, the prevailing professionalisation discourse is likely to impact the views of 
teachers in their first decade. That is, TPJ Reports will be published annually in 2026, 2027, 
2028 and 2029 based on the findings of surveys of the three cohorts along with individual 
teacher case studies. These annual reports will provide insights on how the wider discourse 
influences the professional journeys of early career teachers.   
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1 Introduction 
 

1.1 TPJ study and continuum of teacher education policy context   
The Teachers’ Professional Journeys (TPJ): The First Decade (2024–2030) is a national, 
accelerated longitudinal mixed-methods study designed to investigate the evolving 
professional lives of teachers across the continuum of teacher education and practice. Funded 
by the Teaching Council and the Department of Education and Youth, the TPJ study spans the 
final year of initial teacher education (ITE) through to the first nine years of teachers’ careers 
in the primary, post-primary, and further education and training (FET) sectors in Ireland. 
 
Building on a growing recognition of the significance of early career experiences in shaping 
long-term teacher development, the TPJ study addresses the dynamic interaction of personal, 
educational, professional, and systemic influences that shape teachers' beliefs, 
competencies, well-being, and professional agency. Central to the study is the concept of an 
‘architecture of the continuum’—a tri-partite structure encompassing ITE, induction 
(Droichead), and teacher professional learning (Cosán)—and how this continuum both shapes 
and is shaped by teachers' evolving professional identities. Noteworthy, here is that the term 
teacher professional learning (TPL) is the more current term used in the Irish context replacing 
what previously would have been termed continuing professional development (CPD). 
Furthermore, it is important to note that neither TPL nor CPD fully capture the breadth of 
both teacher learning and teacher development, which together are central to the TPJ focus.  
 
A core feature of the TPJ study is its theoretically grounded, multi-layered design, which 
connects policy intentions and enactments with teachers’ lived experiences and professional 
outcomes. The study follows graduates of initial teacher education (ITE) programmes from 
the years 2019, 2022, and 2026—cohorts who are likely to remain in the profession into the 
2060s. Depending on their entry year, these teachers will have completed ITE programmes 
shaped either by the 2011 professional accreditation standards or by the more recent 2020 
Céim standards (which apply to PME 2025 and undergraduate ITE 2026). By employing an 
accelerated longitudinal mixed-methods approach, the TPJ study captures experiences across 
the full spectrum of years 1–9 of teaching, providing a rich, time-sensitive understanding of 
early career development in the context of a profession undergoing significant reform. 
 
The overarching aim of the TPJ study is to understand beginning teachers’ professional 
journeys by examining how individual dispositions, institutional supports, policy contexts, and 
systemic conditions interact to support or constrain teacher learning and development across 
the early years of the profession. 
 
The five research objectives guiding the study (see Figure 1.1) are: 
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Figure 1.1. TPJ Research Aim and Research Objectives 
 

RESEARCH AIM 
 

To understand beginning teachers’ professional journeys, by examining the key personal, 
educational, professional and systemic influences that define and shape their early careers and 

practice, including the impact of different learning and professional development phases. 
 

RESEARCH OBJECTIVES 
 

1. To examine 
beginning 
teachers’ 
attitudes, 
values, 
dispositions 
and formative 
experiences in 
relation to 
teaching and 
learning. 

2. To investigate 
early career 
teachers’ and 
other 
stakeholders’ 
perceptions of 
their capacity to 
meet the needs 
of learners in a 
variety of 
school contexts. 

3. To explore 
teachers’ early 
professional 
learning and career 
experiences as 
they leave Initial 
Teacher Education 
(ITE) and transition 
across the three 
phases of 
professional 
development. 

4. To review the abil-
ity of ITE pro-
grammes, Droi-
chead and Cosán 
to respond to na-
tional priorities, 
policy and practice 
developments. 

5. To consider issues 
relating to teacher 
supply, diversity 
and retention. To 
examine 
beginning 
teachers’ 
attitudes, values, 
dispositions and 
formative 
experiences in 
relation to 
teaching and 
learning. 

Illustrative exemplar questions 

 

How do beginning 
teachers' values 
and beliefs shape 
their perceptions of 
teaching and their 
role as an 
educator? 
 
How do newly 
qualified teachers' 
biographies impact 
on their 
experiences of ITE 
and early 
professional 
learning? 
 
How do their 
ideologies of 
teaching align with 
formal policy 
definitions of 
teacher 
professionalism? 

What are teachers’ 
learning needs at this 
stage in their 
careers?  
 
How prepared do 
teachers feel to be 
inclusive, agentic, 
reflective, research-
engaged and 
collaborative 
practitioners? 
 
Do teachers feel 
competent and 
confident in their 
teaching?  
 
 

What factors influence 
choice of ITE courses?  
 
How do different ITE 
models influence 
beginning teachers' 
professional experiences 
and practice? 
 
How effectively are 
linkages made between 
ITE, Droichead and 
Cosán, to support 
teachers as they 
transition from one 
phase to the next? 
 
How do teachers' early 
career experiences 
shape their later 
careers? 
 
How does choice of 
curriculum subject 
influence beginning 
teachers' professional 
experience and 
practice? 
 

What mechanisms or 
processes are in place 
to enable ITE providers 
to adapt their 
programmes and 
schools to adapt their 
engagement with 
Droichead and Cosán so 
they can address 
national priorities and 
respond to policy and 
practice developments? 
 

How are ITE 
programmes 
contributing to 
supporting/ensuring 
future teacher supply?  
 
How do ITE 
programmes and the 
professional 
development process 
seek to promote and 
maintain the 
attractiveness of the 
teaching profession?  
 
How can 
heterogeneity/diversity 
be enhanced within the 
profession? 
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1. To examine beginning teachers’ attitudes, values, dispositions, and formative 
experiences in relation to teaching and learning. 

2. To investigate early career teachers’ and other stakeholders’ perceptions of their 
capacity (knowledge, skills, experience, preparedness) to meet the needs of learners 
across a variety of school contexts. 

3. To explore early career teachers’ professional learning and career experiences as they 
transition across the three phases of teacher development—ITE, Droichead, and 
Cosán. 

4. To review the responsiveness of ITE, Droichead, and Cosán to national priorities, policy 
developments, and emerging practices. 

5. To consider issues relating to teacher supply, diversity, and retention.  
 
Drawing on conceptual frameworks informed by national and international research, the TPJ 
study adopts an integrated design that enables the intersection of policy and practice to be 
examined through the lived experiences of teachers and the perspectives of stakeholders.  
 
With its participatory ethos and alignment with evolving policy cycles, TPJ is designed to 
generate robust, evidence-based insights that can inform ongoing educational reform and 
professional learning policy in Ireland.  
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1.1.1 The continuum of teacher education: ITE, induction and teacher 
professional learning 

Since the establishment of the Teaching Council in 2006, the Teaching Council (TC) has 
adopted a phased approach to the development of professional life-cycle policies. Over the 
course of a decade, the Teaching Council published the following key documents: 

• 2011: Policy on the Continuum of Teacher Education 

• 2011: Guidelines on Initial Teacher Education vis-à-vis the accreditation of teacher 
education programmes 

• 2016: Cosán, the national framework for teachers’ learning  

• 2017: Droichead, an integrated professional induction framework for newly qualified 
teachers (NQTs) 

In the case of both ITE and induction, both policies have developed informed by reflection 
and consultation vis-à-vis their implementation. In the case of ITE, the 2011 Initial Teacher 
Education: ‘Criteria and Guidelines for Providers’1 have evolved into the 2020 Céim  
‘standards’ (Teaching Council, 2020). In relation to induction, over the course of the four-year 
period from 2017 to 2021-2022 there was a phased introduction of the Droichead/induction 
programme until its full implementation in 2021-2022. Furthermore, in relation to teacher 
professional learning, Teaching Council publication of Cosán in 2016 as the national 
framework for teachers’ learning in 2016, it could be argued, was further developed through 
an Educational Research Centre (ERC) literature review and linked teacher professional 
learning and evaluation of well-being programme implementation.  

As such, the architecture that now frames the continuum of teacher education in Ireland—
spanning ITE, Droichead (induction), and Cosán (continuing professional learning)—has 
evolved substantially over the last three decades. First signalled in the 1991 OECD review of 
Irish education, which proposed a coherent ‘3 Is’ model (initial, induction, and in-service), this 
vision has become increasingly institutionalised. Notable developments along this path 
include the aforementioned 2011 ITE programme accreditation (Accreditation Cycle 1), the 
formalisation of the Droichead process, a national framework for professional learning in 
2017 and the 2020 introduction of the Céim standards, marking the second accreditation cycle 
(AC2). Together, these milestones represent a significant reconfiguration of the structures 
supporting teacher professionalism in Ireland. As noted in TPJ Report 1 (2014) “...over the last 

 
1 Section 38 of the Teaching Council Act refers to the Council setting standards for ITE and reviewing and 
accrediting programmes against those standards. 
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15 years a new policy and practice architecture for the professional life-cycle of teachers has 
been established.” (p. 35).  

1.2 Learning from research and designing a study of the first decade 
of the continuum: TPJ Reports 1 & 2 

This is the third TPJ report and follows on from the literature reviews-focused first report and 
the design-focused second report. The first report (see Appendix 1 for its abstract) in the 
Teachers’ Professional Journeys (TPJ): The First Decade series established a critical evidence 
base by conducting three scoping reviews, alongside an issues paper on teacher supply. It 
addressed the five TPJ research objectives by synthesising a broad and diverse body of 
research related to teacher beliefs, competence, early career transitions, policy 
responsiveness, and workforce dynamics. The reviews informed the conceptual framework 
and design of the TPJ study. TPJ Report 2 (see Appendix 2 for its abstract) built on the insights 
from Report 1 (Conway et al., 2024) by presenting the study’s conceptual framework, 
methodological design, and data collection instruments. 
 

1.2.1 TPJ Report 1: Reviews of Literature 
The first review examined longitudinal studies of teachers and teaching from 1970 to 2023. A 
key finding was the substantial growth in longitudinal research over the past 15 years, 
particularly since 2010. These studies increasingly use diverse research designs—including 
qualitative, quantitative, and mixed-methods approaches—to capture complex trajectories 
of teacher development. However, the review also highlighted that much of this work remains 
concentrated in the early years of teaching, with fewer studies following teachers beyond 
year three or four. Importantly, while the U.S. remains a dominant source of such studies, 
comparable research is emerging from a broad range of countries, including Finland, 
Australia, Scotland, and Singapore, offering valuable perspectives for the Irish context. 
 
The second review focused on large-scale international studies—particularly OECD’s TALIS, 
TIMSS, and PIRLS—and their application to understanding teachers' work. These studies 
provide comprehensive data on teachers’ beliefs, practices, working conditions, and 
professional learning across diverse systems. Findings from this review suggest that 
constructs used in these studies (e.g., teacher self-efficacy, autonomy, and collaboration) 
could meaningfully inform the TPJ study’s instruments and analyses. Although Ireland has not 
participated in recent TALIS cycles, the review recommended incorporating relevant TALIS 
items and scales into TPJ data collection to enable international comparison and 
benchmarking. It also underscored the potential of these instruments to inform national 
policy on teacher development, especially in relation to professional learning, job satisfaction, 
and teacher retention. 
 



  
     Teachers’ Professional Journeys: The First Decade, Report 3 

 
15  

Together, these two reviews underscored the importance of both depth (through longitudinal 
inquiry) and breadth (through large-scale comparative data) in understanding the complexity 
of teachers’ professional lives. They also identified an important gap in the Irish research 
landscape: the absence of sustained, system-wide empirical data on teachers' experiences 
beyond their induction period. 
 
The third review examined empirical research conducted in Ireland between 2000 and 2023 
on teachers in the first decade of their careers across the primary, post-primary, and further 
education (FE) sectors. It revealed a concentration of research in primary settings and a strong 
focus on the initial years of teaching (particularly years 1–3). Significantly fewer studies 
examined teacher development in years 4–9, or across the post-primary and FE sectors, 
highlighting a fragmented understanding of teacher growth over time. The review also found 
that much of the existing Irish literature employed small-scale, qualitative methodologies, 
underlining the need for a large-scale, longitudinal study such as TPJ to offer a more systemic 
and comparative analysis of teachers’ experiences over the first decade of their careers. 
 
Finally, the teacher supply issues paper reviewed national and international literature on 
teacher recruitment, retention, and workforce diversity. It introduced conceptual models of 
teacher supply, distinguishing between “pipeline” approaches (focused on numerical flows 
into and out of the profession) and “pipeline-plus-experience” models that incorporate 
teachers’ lived experiences and working conditions. The paper identified multiple structural 
challenges in the Irish system, including limited data integration, persistent issues in attracting 
and retaining teachers across certain regions and sectors, and a lack of diversity in the 
profession. Drawing on international examples, the review stressed the need for improved 
workforce planning, longitudinal tracking, and a greater focus on the working conditions that 
shape teacher career trajectories. 
 
In sum, Report 1 underscored the necessity of a national longitudinal study capable of 
capturing the complexities of teacher learning, policy responsiveness, and workforce 
sustainability across sectors and over time. It provided the conceptual and empirical 
foundation for the TPJ study’s design and affirmed its potential to inform both policy 
development and teacher education practice in Ireland. 
 

1.2.2 TPJ Report 2: Study Design and Instruments 
 
TPJ Report 2 built on the insights from Report 1 (Conway et al., 2024) by presenting the study’s 
conceptual framework, methodological design, and data collection instruments. Framed as 
an accelerated longitudinal mixed-methods study, TPJ follows three cohorts of teachers—
graduating in 2019, 2022, and 2026—through their first nine years in the profession. It is 
important to note the distinctiveness of TPJ’s accelerated longitudinal design. Cáncer et al 
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(2023) observe “Accelerated longitudinal designs (ALD) allow studying developmental 
processes usually spanning multiple years in a much shorter time framework by including 
participants from different age cohorts which are assumed to share the same population 
parameters.” (p. 761). In the case of TPJ rather than, for example, following the 2026 
graduates for their first decade, taking the 2019, 2022 and 2026 ITE graduates will provide 
findings on the first decade of teacher learning and development in a shorter period of time. 
TPJ Report 2 outlined the study’s aim: to explore the personal, professional, and systemic 
factors shaping teachers’ journeys, and detailed five research objectives that align with both 
national policy priorities and global trends in teacher development. 
 
Report 2 introduced the TPJ Conceptual Framework, a multi-level model encompassing macro 
contexts (e.g., policy, curriculum, economic conditions), teacher beliefs and competencies, 
classroom and school environments, and teacher learning and outcomes. It also described 
the development and rationale for the mixed-methods instruments, including surveys, 
interviews, and experience sampling, all aligned with the framework’s components. 
 
Emphasising a participatory and policy-aligned approach, the report highlighted the TPJ 
study’s capacity to generate longitudinal insights into teacher development in an evolving 
educational landscape. It also recognised the unique opportunity to capture how different 
accreditation standards (the 2011 ITE guidelines and the 2020 Céim standards) shape early 
career trajectories. 
 

1.2.3 TPJ Report 3 outline  
 
TPJ Report 3 is structured in four main sections. The first section offers a brief review of the 
literature, beginning with an introductory overview and progressing through key thematic 
areas including the politics, quality and evaluation of ITE; the transition from ITE to Droichead; 
the connection between ITE and continuing professional development (Cosán); issues relating 
to teacher supply, attractiveness, recruitment and retention; and the enactment of effective 
teaching in schools. This is followed by a methodology section, which restates the research 
aim and objectives, outlines ethical considerations, describes the focus group method and 
sampling strategy (including efforts to ensure inclusive participation), and details the 
approach to data analysis. The third section presents the findings aligned to the thematic 
structure of the literature review, offering stakeholder perspectives across the same domains. 
The final section provides a conclusion, summarising key insights and highlighting both 
research and policy implications arising from the findings.  
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2 Review of the Literature 
 

2.1 Introduction / Outline 
This literature review situates the TPJ study within key national and international research on 
teachers’ professional lives. The review is structured around the study’s core research 
objectives, providing a synthesis of the available evidence on teacher supply, the continuum 
of teacher education, and the enactment of teaching in schools. In doing so, it draws heavily 
from the three scoping reviews and issues paper presented in TPJ Report 1 (Conway et al., 
2024), which offered an extensive analysis of research relating to teachers' beliefs, 
preparedness, early career transitions, policy responsiveness, and workforce dynamics. 

The review is organised into thematic sections aligned to the TPJ study’s research questions. 
Section 2.2 explores the politics, quality, and evaluation of initial teacher education (ITE), 
while Section 2.3 examines the continuum of teacher education in Ireland, from ITE through 
the induction process (Droichead) to continuing professional learning (Cosán). Section 2.4 
focuses on the enactment of teaching in schools, specifically addressing the extent to which 
newly qualified teachers (NQTs) are prepared to teach in contemporary classrooms. Section 
2.5 considers issues relating to teacher supply, attractiveness, recruitment, and retention.  
The review concludes by highlighting key gaps in the evidence base and positioning the TPJ 
study as an important contribution to addressing these gaps. 

2.2 Teacher education policy landscape: global and institutional 
influences on the continuum  

2.2.1 Global and institutional influences on initial teacher education 
...perhaps the most powerful mantra - certainly affecting the western world and many 
parts of the developing world, has been the dual proposition that the quality of 
education depends on the quality of teachers and that the quality of teachers depends 
- at least in significant part - on the quality of their preparation, of their teacher 
education. (Menter, 2021, p. 88) 

 
Primarily due to the landmark McKinsey Report (Barber & Mourshed, 2007), this guiding 
proposition - that the outcomes of schooling depends on the quality of teachers and teaching, 
and that teacher education matters - moved to the forefront of attention for governments 
and education policymakers. The resulting intense focus on this dual proposition has given 
rise to diverse framings of teaching and teacher education: with some arguing for enhanced 
professionalisation of both teaching and teacher education and others arguing for prompt 
deregulation of teaching and teacher education.  
 
It is important then that we recognise the Teachers’ Professional Journeys study (TPJ) is being 
undertaken in a context where, while the OECD (2006) observed that teachers matter, the 
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policy responses to how teachers matter differ markedly, and in highly consequential ways, 
between and sometimes within countries (Ingvarson et al., 2006; Santoro et al., 2011). As 
such, over the last 30 years not only teaching but the education of teachers has become a 
policy priority for governments around the world inspired by the desire to achieve more 
globally competitive economies with a resultant drive for educational reform (Darling 
Hammond, 2021). In terms of understanding this development, Tatto (2006) has argued that 
“the influence of educational reform on teachers and their work can be thought of as two 
kinds global and institutional” (p. 7). The effects of global influences are evident in “…changes 
at the economic, social, cultural and political levels as nation states act to remain competitive 
in a dynamically changing global economy” (p. 8). For Tatto (2006), the institutional aspect of 
educational reform is how nation states, and their governments, react and position 
themselves in relation to these powerful global influences. Of major significance in relation 
to transnational influences on education policies is the impact of transnational and/or inter-
governmental agencies such as the OECD, EU and more recently UNESCO.2  
 
In considering the preferred direction of national education reforms, for example, Sahlberg’s 
comparison, of what he identified as the widely influential global education reform 
movement (GERM) and Finland’s approach to reform, highlights their consequentially 
diverging stance vis-à-vis three policy levers: standards, curriculum and accountability. These 
three policy levers, or foci, succinctly identify how governments, in an era of enhanced 
globalisation, driven by the pursuit of education system quality, have inevitably deployed 
consequential approaches to reform no matter whether they are adopting GERM-inspired 
reform or other reforms more resonant of the approach in Finland. In relation to standards, 
he counterpoints central, high and prescribed versus flexible, loose and local innovation-
based reforms. In relation to curriculum, Sahlberg characterises it as a contrast between 
narrow versus broad/creativity inspired. In relation to accountability, he differentiates 
between strict and smart accountability.  
 
While Sahlberg was considering reforms of teaching and schooling, in his cogent analysis of 
reform trends across national settings, the identification of the three levers and the 
contrasting approaches within each is also relevant in any consideration of both teaching and 
teacher education reforms. For the purposes of the TPJ study, we extend his framework by 
adding a fourth dimension: (de)regulation. By adding regulation-deregulation as a fourth 
dimension to Sahlberg’s framework, we might usefully consider how together (de)regulation, 
standards, curriculum and accountability provide a useful lens for examining how teacher 
education in Ireland is being shaped-and might continue to be shaped - over the coming 
decade. 
 
Key questions for reflection (see Table 1) include: 

 
2 Commissioned by the Department of Education and Youth, UNESCO is currently undertaking a major 
study of teacher shortages in Ireland (2024-26) see: https://core.unesco.org/en/project/549IRE1000  
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• How has, is, or might (de)regulation of teacher education impact teaching and 
teacher education? 

• How have, are, or might standards for teachers be framed?  

• How has, is, or might ‘curriculum in teacher education’ be configured? 

• How have, are, or might issues of accountability evolve in relation to teacher 
education?  

Governments in many countries have prioritised high impact developments in relation to 
intertwined policies concerning teaching standards (Louden, 2000; Darling Hammond, 2021; 
Goodwin, 2021; Mockler, 2022; Woo et al., 2024), performance assessments of teaching, 
prescription of teacher education curricula (e.g. in England, Hordern & Brooks, 2023; Hordern 
& Brooks, 2024) and higher levels of accountability for both teaching and teacher education 
(Ellis and Childs, 2023; Mayer & Mills, 2021). First, for example, in relation to standards, 
Louden (2000) observed that in the 1990s first wave standards were developed and 
characterised by “long lists of duties, opaque language, generic skills, decontextualised 
performances, an expanded range of duties and weak assessments” (p. 118). Critical of this 
first wave, he argued that Australia ought to develop “brief, transparent, specialised, 
contextualised, focused on teaching and learning, and matched by strong assessments” (p. 
118). Second, for example, in relation to the curriculum of teacher education, Hordern and 
Brooks (2023 & 2024) have documented and critiqued the introduction in 2016 in England of 
the very detailed core content framework (CCF) for initial teacher education now required to 
be fully addressed as a condition of ITE programme accreditation. They argue that “the CCF 
encourages an image of teaching as a decontextualised series of interventions with narrow 
objectives, and thus implicitly marginalises wider educational goods and purposes and 
deprofessionalises teachers’ work.” (p. 800).  
 
Reflecting international policy trends, in the case of Ireland over the last twenty-five years, 
there have been distinctive developments in relation to regulation, standards, the curriculum 
of teacher education and accountability. The establishment of the Teaching Council in 2006 
has been a landmark development nationally in relation to the regulation, rather than 
deregulation, of both teaching and teacher education. In relation to the curriculum of teacher 
education, rather than the highly prescriptive approach taken in England, the Teaching 
Council has specified key programme features (e.g. teacher inquiry and core elements) along 
with broadly framed content-focused signposting in relation to foundations, professional 
studies though with more specific specification in relation to school placement. In relation to 
the overall accountability and evaluation culture, teaching and teacher education in Ireland  
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Table 1: Four criteria for teacher education policy analysis: international and national 
examples 
 

Four criteria for 
analysing preferred 
national TE policy 

direction 

Illustrative international 
examples 

Ireland  

How has, is, or might 
(de)regulation of 
teacher education 
impact teaching and 
teacher education? 

Scotland, Norway, Finland: 
Significant central regulation of 
teaching profession and TE  
 
USA: highly impactful 
deregulation drive pitted against 
the professionalisation of teaching 
and teacher education (Cochran-
Smith & Fries, 2001) 

Teaching and teacher 
education firmly positioned 
in a professionalisation 
discourse with no evidence 
of a drive for deregulation.  

How have, are, or 
might standards for 
teachers and teacher 
education framed? 

First wave standards in the 1990s 
and second wave standards in 
many countries in the last 25 
years (Louden, 2000). Global 
trend toward articulation of 
standards for teaching and 
teacher education (Darling 
Hammond, 2021; Mayer & Mills, 
2021; Santoro et al., 2011: 
Torrance and Forde, 2017) 

Guidelines for ITE in 2011 
and more recently 
standards in 2020 ITE 
accreditation policy.  

How has, is, or might 
‘curriculum in teacher 
education’ be 
configured? 

England: move to insert detailed 
‘core content’ in TE programmes 
(Hordern and Brooks, 2023; 
Hordern and Brooks, 2024) 
   

Specification of teacher 
inquiry and core elements in 
ITE along with broadly 
framed content signposting 
in relation to foundations, 
professional studies with 
more specific specification 
in relation to school 
placement.  

How have, are, or 
might issues of 
accountability evolve 
in relation to teacher 
education? 

USA, England: Performance 
assessment of teachers, schools 
and teacher education (re. USA 
see Zeichner, 2005; Conway & 
Artiles 2005; Darling Hammond, 
2021; Kelly and Leavy, 2013; 
Sloane et al., 2013; re England, 
see Baxter & Clarke, 2013; Mutton 
and Burn, 2024) 

Accountability of teachers 
via code of conduct and 
teacher education by 2011 
guidelines and 2022 
standards for teacher 
education programme 
accreditation.  
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continue, like Finland, to be characterised by a high trust model. In summary, policy 
developments in relation to teaching and teacher education are firmly positioned in a 
professionalisation of teaching and teacher education rather than the deregulation of the 
profession. As the other phases of TPJ data collection take place from 2025 to 2029, any 
developments in relation to these four policy levers, whether directed to teaching and/or 
teacher education, will likely have a significant impact on teachers’ professional journeys.  

2.2.2 The stakeholder(s) idea 
In this report, the term stakeholder is used to acknowledge the diverse actors who bring 
distinct values, perspectives, and standpoints to teacher education. Understanding both 
converging and diverging views across these groups is of particular importance in identifying 
key themes in teacher education. This approach is informed by our understanding of the 
aforementioned ‘new’ policy prominence of teacher education in educational policy debates 
over the last thirty years (Conway & Artiles, 2006; Ingvarson et al, 2006; Darling Hammond, 
2021). Global and institutional influences shape how stakeholders engage with teacher 
education, with national contexts being especially significant (see Cochran-Smith, 2008; 
Furlong, 2008, special issue of Teachers and Teaching: Theory and Practice). As Cochran-Smith 
(2013, p. 6) observes:  

“Currently there are multiple teacher education reform policies being proposed, 
piloted, and debated at a variety of levels and by various interest groups, stakeholders, 
and policy-makers. Along with an unprecedented sense of urgency about these 
important goals, what most U.S. reforms have in common is increased accountability.” 
(Cochran-Smith, 2013, p.6) 

As such, while the policy directions being adopted in Ireland are context specific, there are 
nonetheless important resonances with policy trends internationally. Notwithstanding the 
significance of national contexts, global and trans-national influences will continue to play an 
impactful role in shaping stakeholder perspectives in the national conversation about 
teaching and teacher education in Ireland.  Underpinning this governmental and trans-
national gaze on teacher education is that it has been identified as a ‘public policy problem’ 
(Cochran-Smith, 2005). As Paine and Zeichner (2012) observed, “Teachers, their teaching, and 
teacher learning are now a central conversation, not just locally but globally ….” (p. 569).  

2.3 The continuum: ITE, induction and teacher professional learning   
A growing body of international research explores teacher development across different 
phases of the professional continuum, though the emphasis has tended to be strongest at 
entry points—Initial Teacher Education (ITE) and the early years of teaching. Chapters 2 and 
3 of TPJ Report 1 (Conway et al., 2024) highlight the substantial growth in longitudinal studies 
over the past two decades, particularly those examining transitions from ITE into the 
profession. These include studies tracking beliefs (Akiba et al., 2023; Martell, 2013, 2022; Ni 
Chroinin and O’Sullivan, 2014), self-efficacy (Ensign et al., 2020; Maulana and Helms- Lorenz 
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2016; Lazarides et al., 2020; Ma et al., 2022; Thomson et al., 2019, 2020), autonomy (Guo & 
Wang, 2021; Morgan and Sims, 2023; Qi and Bin, 2022), job satisfaction (Ahn et al., 2023; 
Ceylan et al., 2020; Collie et al., 2020; Gouëdard et al., 2023), and professional identities 
(Beauchamp and Thomas, 2009; Beijaard and Meijer, 2017; Pillen et al., 2013), typically over 
the first three years (Findlay, 2012; Ni Chroinin and O’Sullivan, 2016). While numerous studies 
explore the role of ITE in preparing teachers, induction experiences and early adjustment 
challenges (Greenberg et al., 2014; Lammert, 2023; Maulana et al., 2015; Scales et al., 2018; 
Sawyer, 2022; Tolgfors et al., 2023; Tondeur et al., 2016), few extend their scope into the mid-
career phase or examine sustained engagement with professional development frameworks 
akin to Cosán. This pattern is particularly evident in the concentration of studies from North 
America, Europe, Australia, and select Asian contexts such as Singapore, while there remains 
a noticeable absence of published longitudinal research from other global regions. As 
highlighted in Chapters 2 and 3 of TPJ Report 1, this limits comparative insights into how 
cultural contexts and system-level policies shape teachers' professional trajectories, 
transitions, and continuities, especially in under-represented settings. 
 
In the Irish context, the research base is similarly weighted toward the early stages of the 
continuum. Chapter 4 of TPJ Report 1 reveals a relatively robust body of research focusing on 
initial teacher education and induction—especially the Droichead process. Studies highlight 
the importance of mentoring, supportive school cultures, and the developmental impact of 
early professional relationships (Kitching, 2009; Kitching et al., 2009; Morgan et al., 2010). 
There is also a strong evidence base on how ITE influences preparedness, though findings 
often point to a mismatch between the technical preparation in ITE and the social and 
emotional realities of school life (Brennan et al., 2023; Killeavy, 2001; Kozina, 2013; Nally and 
Ladden, 2020). The transition from ITE to induction (such as Droichead) has been a particular 
focus of recent research, including national evaluations and smaller scale case studies (Nally, 
2020; O’Sullivan and Conway, 2016; Smyth et al., 2016; Uí Choistealbha et al., 2021). 
However, research that explicitly tracks teachers from ITE into their ongoing engagement with 
professional learning as conceptualised in Cosán is notably absent. The literature reveals little 
about how teachers’ early professional learning trajectories are shaped by the formal and 
informal opportunities presented in the CPD phase or how teachers conceptualise continuity 
in their learning across the three phases. 
 
This gap in research—particularly on the mid-to-late early career phase (years 4–9) and the 
integration of Cosán in teacher identity and practice—limits our understanding of the full 
professional lifecycle. The TPJ study is well positioned to address this gap by examining how 
teachers and stakeholders perceive the strengths and challenges of continuity across ITE, 
Droichead, and Cosán, and by exploring the policy, institutional, and individual factors that 
enable or disrupt coherent professional growth across the continuum. 
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2.4 Supporting early career teachers  
International and national research has consistently highlighted the complexities surrounding 
the transition from ITE into the professional demands of contemporary classrooms. The 
available international and national literature, as synthesised in TPJ Report 1, provides 
valuable, albeit incomplete, insights into this question. 
 
Chapter 2 of TPJ Report 1, which presents a scoping review of longitudinal studies focusing 
on teachers and teaching, indicates that many newly qualified teachers (NQTs) enter the 
profession with a solid grounding in pedagogical theory and instructional strategies gained 
through their ITE programmes. However, these studies also show that the transition into full 
professional practice presents challenges for NQTs, as they adjust to the complexities of real-
world classrooms. While the longitudinal studies reviewed show that these challenges can be 
mitigated through supportive school contexts, mentoring, and collaboration, the report 
highlights a general lack of studies that follow teachers into the mid-career phase to explore 
how these initial challenges are addressed and how practice continues to evolve over time. 
 
Chapter 3 of TPJ Report 1, which reviews large-scale international studies such as TALIS, 
TIMSS, and PIRLS, provides system-level data on teachers’ self-reported preparedness, 
teaching practices, and professional development experiences. These studies consistently 
suggest that induction supports, school leadership, and opportunities for professional 
learning are positively associated with teachers’ sense of preparedness and confidence in 
their roles. However, TPJ Report 1 notes that these studies, while providing valuable cross-
country comparisons, lack the depth to fully understand the nuances of how NQTs enact 
teaching in diverse school contexts over time, and they do not explore the longitudinal 
dimension of teacher practice development in national settings. Furthermore, Ireland's 
absence from recent TALIS cycles means there is a limited basis for situating Irish teachers’ 
preparedness within an international comparative framework. 
 
Chapter 4 of TPJ Report 1 reveals that the Irish research base on newly qualified teachers 
(NQTs) is primarily focused on their experiences during the induction phase, with a particular 
emphasis on the Droichead process. Studies such as Uí Choistealbha et al. (2021) and Nally 
and Ladden (2020) highlight the significance of Droichead in supporting NQTs' early 
professional development, pointing to the value that NQTs place on mentoring, observation, 
and professional dialogue. These studies suggest that such supports assist NQTs in building 
confidence and developing their professional identities as they navigate the complexities of 
early career teaching. 
 
However, TPJ Report 1 also underscores a lack of research that explicitly evaluates the extent 
to which NQTs feel prepared to meet the demands of contemporary classrooms, particularly 
beyond the induction phase. The report highlights that most Irish studies focus on the 
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supports provided during Droichead rather than systematically assessing NQTs’ preparedness 
across specific teaching domains or exploring how these initial experiences translate into 
sustained professional growth over time. Furthermore, the research reviewed is largely 
situated in primary education, with limited attention given to post-primary or further 
education, or to diverse school contexts where the challenges of teaching may vary 
significantly. 
 
In summary, while Chapter 4 of TPJ Report 1 provides evidence that NQTs in Ireland value the 
structured supports offered through Droichead and perceive them as beneficial to their early 
development, it does not offer direct evidence on how well-prepared NQTs feel to teach in 
today’s classrooms more broadly. The lack of research on teacher practice beyond induction 
and the absence of studies exploring the longer-term enactment of teaching in diverse 
educational settings highlights a significant gap in the Irish evidence base. The TPJ study is 
well positioned to address this gap by providing insights into how teachers and stakeholders 
perceive preparedness and the enactment of teaching across the first decade of professional 
practice in Ireland. 
 

2.5 Teacher supply: attractiveness, recruitment, retention  
Research Objective 5 of the TPJ study is to consider issues relating to teacher supply, diversity, 
and retention. Teacher supply has emerged as a persistent and pressing challenge not only in 
Ireland but across many education systems globally. As reviewed in Chapter 5 of TPJ Report 1 
(Conway et al., 20243), the international literature on teacher supply has expanded 
considerably over the past two decades, reflecting growing policy and research attention to 
factors such as recruitment bottlenecks, workforce diversity, and teacher attrition. 
 
Comparative research shows that nearly all European education systems have, to varying 
degrees, adopted measures to improve teacher supply either across the profession or 
targeted towards specific subject areas, school types, or teacher groups. This includes 
interventions aimed at boosting the attractiveness of teaching careers, offering incentives for 
working in disadvantaged or remote areas, reforming initial teacher education pathways, and 
strengthening retention supports. It is important to note that retention is a multi-dimensional 
issue that extends beyond resignation numbers. Here we include issues such as teacher churn 
and mobility, career breaks and movement between schools, as well as early retirements and 
graduates changing profession before gaining a permanent post. Internationally, these efforts 
to improve teacher supply are increasingly informed by both national-level studies and 
systematic research reviews, underscoring the multifaceted nature of teacher supply and the 
importance of linking data to policy responses.  
 

 
3 Available at https://tpjstudy.ie/all-latest-updates/tpj-report-1-reviews-of-literature/  
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Ireland is not immune to these pressures. While entry into initial teacher education (ITE)—
particularly for primary teaching—remains highly competitive and demand for ITE places is 
strong, systemic challenges persist in ensuring a stable and diverse teaching workforce across 
all sectors. One complicating factor in the Irish context is the long-identified weakness in the 
evidence base for strategic workforce planning. As highlighted in the Sahlberg Reports (2012, 
2018), there has been insufficient linkage between teacher supply and demand, coupled with 
a historic lack of comprehensive data to understand workforce trends. Significantly, in the last 
decade more data on the teaching workforce are being gathered and analysed to deepen 
understanding of the dynamics of teacher supply and shortages, e.g. the CSO Signs of Life 
study. These reports also drew attention to the limited diversity within the Irish teaching 
profession, particularly in terms of socio-economic background, ethnicity, and gender.  
 
The need for more robust, system-wide data was further emphasised in the Striking the 
Balance report (Department of Education and Skills/Teaching Council, 2015; Teaching Council, 
2017), which called for the development of a coherent set of indicators to guide policy and 
workforce planning. While some information is available—for example, data on teacher 
retirements and initial employment outcomes for ITE graduates—important gaps remain. 
These include data on teacher movement between schools, attrition prior to retirement, and 
the impact of external drivers such as migration due to conflict or changes in class size policies 
on workforce stability. Moreover, Ireland’s absence from recent cycles of large-scale 
international studies such as TALIS has limited opportunities for benchmarking teacher 
workforce issues within a broader international context. 
 
Report 3 of the TPJ study offers a unique opportunity to address these longstanding evidence 
gaps. By capturing the perspectives of key stakeholders across the education system, TPJ can 
provide rich insight into the ‘complex determinants’ of teacher supply as experienced and 
perceived at the macro (policy and system-level), meso (institutional and organisational), and 
micro (individual and school-level) contexts. The study’s design facilitates a nuanced 
exploration of how systemic factors—such as demographic change, economic conditions, 
workload, career structures, and working environments—interact with teacher decision-
making around entry, continuation, and exit from the profession. In doing so, TPJ contributes 
not only to a deeper understanding of the teacher supply landscape in Ireland but also to the 
broader international conversation on how best to build and sustain a high-quality, diverse, 
and resilient teaching profession. 
 

2.6 Conclusion  
This literature review highlights both the strengths and limitations of the current research 
base concerning teachers’ professional lives across the career continuum. Internationally, 
while there is a growing body of longitudinal and large-scale studies examining early career 
teachers’ beliefs, identities, and experiences, much of this work remains concentrated on the 
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first few years of teaching, with limited attention to the mid-career phase or sustained 
engagement with professional learning. This pattern is similarly evident in the Irish context, 
where the research base is strongest in relation to ITE and the Droichead induction process 
but lacks depth in examining how teachers continue to develop their practice and identities 
beyond these early stages. 
 
In particular, the review underscores significant gaps in the evidence relating to teacher 
supply, diversity, and retention in Ireland, as well as the absence of system-wide data linking 
teacher supply and demand. Similarly, while the continuum of teacher education in Ireland 
has been formalised through the alignment of ITE, Droichead, and Cosán, the research base 
does not yet provide sufficient insights into how teachers experience and navigate this 
continuum over the course of their careers. There is also a notable absence of research 
exploring how NQTs are prepared to meet the demands of today’s classrooms, especially in 
post-primary and further education contexts, and in schools serving diverse communities. 
 
These gaps in the evidence base highlight the importance of the TPJ study, which is uniquely 
positioned to provide longitudinal, system-wide insights into teachers’ professional lives in 
Ireland. By capturing the perspectives of teachers and stakeholders across the first decade of 
professional practice, the TPJ study will offer new understandings of the factors that shape 
teacher development, preparedness, retention, and enactment of teaching in a changing 
educational landscape. In doing so, it will contribute to evidence-informed policymaking and 
programme design across the continuum of teacher education and professional learning. 
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3 Methodology 

3.1 Aim and research objectives of the TPJ longitudinal study 
TPJ design is informed by the overall aim of the study which is:  

• To understand teachers’ professional journeys by examining the key personal, 
educational, professional and systemic influences that define and shape their early 
careers and practice, including the impact of different learning and professional 
development phases. 

This overall aim is further defined by way of five research objectives (see Figure 1.1). These 
are as follows: 

• To examine beginning teachers’ attitudes, values, beliefs, and formative experiences 
in relation to teaching and learning. 

• To investigate early career teachers’ and other stakeholders' perceptions of their 
capacity to meet the needs of learners in a variety of school contexts. 

• To explore teachers’ early professional learning and career experiences as they leave 
IT and transition across the three phases of professional development. 

• To review the ability of ITE programmes, Droichead and Cosán to respond to national 
policy priorities and practice developments. 

• To consider issues relating to teacher supply, diversity and retention. 
 

3.2 Research ethics  
Ethical approval was granted by the University of Limerick Educational and Health Sciences 
Research Ethics Committee [EHSREC No: 2024_12_31_EHS]. In line with university policy and 
national regulations, robust data protection measures were implemented. These included 
researcher training, secure data storage, ethics oversight, and explicit consent procedures. 
 
Participants were provided with a detailed information sheet outlining the aims, procedures, 
benefits, and potential risks of the study. The sheet explained that participation involved a 
one-hour online focus group interview, audio-recorded for research purposes. It also clarified 
participants’ rights, including the voluntary nature of participation, confidentiality measures, 
data protection practices, and the option to withdraw up to the point of data analysis. 
Informed consent was obtained from all participants prior to participation, ensuring they 
understood the scope of the study and how their data would be managed in accordance with 
GDPR and university policies. 
 

3.3 Design and Implementation of the Stakeholder Focus Groups 
Focus groups are a well-established qualitative research method used to explore collective 
views, experiences, and attitudes within a specific context. They involve facilitated group 
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discussions that allow participants to interact with one another, respond to shared prompts, 
and reflect on each other’s contributions. Rather than focusing solely on individual responses, 
focus groups generate dynamic insights that emerge from group interaction, making them 
particularly useful for exploring complex topics shaped by social, institutional, or cultural 
factors. 
 
In educational research, focus groups are especially valuable for eliciting nuanced 
perspectives from stakeholders who engage with policy and practice in different ways. They 
support the generation of rich, contextualised data that captures the interplay between 
personal experience, professional knowledge, and systemic influence. 
 
For the TPJ study, focus groups provided an effective means of engaging with a range of 
stakeholders across the teacher education system, including teacher educators, school 
leaders, policy actors, and support service personnel. Participants were invited to reflect on 
their experiences regarding the continuum of teacher education—Initial Teacher Education 
(ITE), Droichead (induction), and Cosán (teacher professional learning)—as well as broader 
issues such as teacher supply, professional learning, and the enactment of teaching. The 
group setting facilitated collegial exchange and collaborative sense-making, enabling the 
research team to gather insights that would be less likely to emerge through individual 
interviews. 
 
To ensure consistency and depth across focus groups, questions were developed to align 
closely with the TPJ study’s research objectives and conceptual framework. These questions, 
supported by an accompanying facilitator guide, explored key aspects of teacher education 
and professional development while allowing space for open discussion and contextual 
nuance. The guide included prompts aligned with this report’s three foci: (i) Developments in 
ITE and ITE quality, (ii) the continuum of TE and (iii) teacher supply and retention and ensured 
coherence across all sessions. The focus group questions and prompts addressed the 
following three foci: 

1. Developments in ITE and ITE quality:  

. Changes in the duration, structure, and content of ITE 

. The extent to which newly qualified teachers are prepared to teach in today’s 
classrooms 

2. The continuum: ITE-induction-teacher professional learning: 

. The interaction between ITE and Droichead 

. The relationship between ITE and Cosán 

3. Teacher supply, retention and diversity: 

. The attractiveness of the profession to a diverse population 
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. Teacher recruitment and retention 

In total, fifteen focus groups were conducted over a four-week period in May and early June 
2025. These included four with representatives from Higher Education Institutions (HEIs), four 
with system stakeholders (e.g. support services and policy bodies), one with Irish-medium 
school stakeholders, and four with representatives from the Further Education and Training 
(FET) sector. Each focus group was co-facilitated by two members of the TPJ research team, 
whose roles—such as lead moderator and assistant moderator—were clearly defined in the 
facilitator guide to ensure consistency in data collection and participant engagement. 
 
All focus groups were held online and lasted approximately 75-90 minutes. With participants’ 
consent, discussions were audio recorded and later transcribed for analysis. The structured 
yet conversational format enabled the generation of rich, contextually grounded data, 
revealing both commonalities and tensions across stakeholder experiences in the teacher 
education system. 

3.4 Participants 
Focus groups were sampled based on an extensive TPJ stakeholder list prepared by the 
research team members to ensure a diverse range of perspectives were represented in the 
data. This list was developed through a comprehensive stakeholder mapping process, 
identifying key individuals, groups, and organisations relevant to the teacher education-
focused research objectives of the study. As such, the stakeholders are characterised by their 
respective roles vis-à-vis the development of teachers, teaching and teacher education, i.e. 
directly or indirectly involved in shaping teachers’ professional journeys. Across the primary, 
post-primary and further education sectors, other education stakeholders across the three 
sectors include parents, children/youth/adults, and the wider public, all of whom have a stake 
in relation to teachers and teaching. In total, 15 focus groups were conducted, with a total 
number of 65 participants. Participants in the first 4 focus groups were selected from HEIs 
providing primary and post-primary initial teacher education. Focus groups 5–9 included 
participants from various education system stakeholder groups, with one group specifically 
dedicated to Gaeilge stakeholders to accommodate conducting the interview 'as Gaeilge' (in 
the Irish language). To ensure adequate representation of the FET sector, focus groups 10 to 
14 were conducted with a range of FET stakeholders, including FET teacher educators and 
members from organisations involved in FET education. A final focus group 15 was held with 
teacher union participants who were unable to attend earlier sessions due to scheduling 
conflicts.4  
  
Participants were selected to represent key stakeholder categories and to contribute relevant 
expertise to the discussions. A phased communication strategy was used for recruitment. 

 
4 Quotations from the focus groups are cited using the following format: (FG number, HEI/ES number of 
the participant.) Here HEI stands for Higher Education Institute, and ES denotes Education Stakeholder. 
For a complete list of participating institution and organisations, see Appendix 3 below. 
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Initially, a detailed email was sent to stakeholder organisations and agencies outlining the 
aims and research objectives of the TPJ study. This email included TPJ Report No. 1 and a list 
of proposed focus group discussion topics as attachments. Following this, targeted emails 
were sent to individuals identified for each focus group. These emails contained links to the 
online meetings. To minimise scheduling conflicts and encourage participation, follow-up 
calendar invitations were sent to secure time in participants’ schedules. Both the targeted 
emails and calendar invites included, as a single file, the Participant Information Sheet, 
Consent Form, and Privacy Notice. In addition to formal recruitment strategies, the research 
team supported the project manager through informal networking channels. These played a 
crucial role in reaching participants who may have been otherwise difficult to reach. 

3.5 Analysis 
Focus group analysis followed a structured and collaborative process. Each session was 
attended by two members of the research team—one acting as facilitator and the other 
providing technical or logistical support. Sessions were recorded and transcribed 
automatically using the Microsoft Teams platform. Transcripts were then verified by one of 
the research team members who facilitated the session. The analysis leading to the findings 
involved the research team using small three-person teams with specific areas to examine 
and analyse. This division of labour was critical due to the volume of data. Each focus group 
was initially thematically coded by its respective facilitator (Braun & Clarke, 2006; Braun et 
al., 2022). The research team was divided into three sub-groups, each organised around 
developing analytical summaries of emerging themes identified from all focus groups. Each 
team then presented its preliminary findings to the full research team for feedback. This 
process was carried out via a dedicated MS Teams channel with full team access, enabling 
rigorous cross-checking and continuing collaboration by all team members. Once all sub-
groups identified their emerging themes, a research team meeting was held, where each 
team presented their draft summary findings. Following the sub-group analyses, a full 
research team meeting was convened. Each sub-group presented its draft summary findings, 
which were then discussed collectively to assess validity and reach consensus. 
Methodological considerations and challenges were also addressed during this meeting to 
ensure clarity and consistency in the analysis process.  Subsequently, the developing themes 
were reviewed by the study leads with further feedback to each of the three-person teams. 
At that point, the preliminary analysis was shared with the Project Review and Monitoring 
Group comprising Teaching Council, DEY and external academic advisors. The preliminary 
findings were then reviewed and, where merited, further elaborated. 
 
Trustworthiness of findings in qualitative research, as argued by Lincoln and Guba (1986; 
1989), rests on the establishment of four parallel criteria: credibility, dependability, 
confirmability and transferability. Each of these four criteria is relevant to the TPJ study.  
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First, in relation to credibility of this study’s findings, that is the veracity of the study findings, 
the research team drew on their extensive collective knowledge of teaching and teacher 
education in preparing for the TPJ study. They also engaged with TPJ Advisory Panels, the 
Primary Education Forum and FET Forum to ensure both extended engagement and 
persistent observation in relation to the context and data. In addition, the research team 
undertook peer debriefing during data analysis.  
 
Credibility was further enhanced through two types of triangulation, understood as the use 
of multiple referents to draw conclusions. First, space triangulation was achieved by gathering 
data across multiple sites from stakeholders in different agencies and HEIs. Second, person 
triangulation was ensured through collecting and analysing data from more than one person 
in participating agencies and HEIs. To support this latter point, participants were provided in 
advance with the three overarching focus group foci and sub-themes and were requested to 
discuss these in advance with their colleagues.  
 
Second, in relation to dependability, that is, the reliability of data over time and conditions, 
the team undertook numerous checks and re-checks of quotations and their presentation. 
Feedback from the PRMC on an earlier draft of this report prompted the research team to 
conduct further audits and re-checks of findings and supporting evidence within the data set.  
 
Third, in relation to confirmability, that is, the congruence or agreement between different 
team members in their interpretation of the data, the research team adopted a systematic 
and agreed approach to the framing, administration, and analysis of the focus groups. For 
example, the team having jointly developed an interview schedule over a series of meetings 
informed by TPJ research objectives and conceptual framework, adhered to the protocol in 
the focus group interviews. Importantly, in relation to further education and training 
interview framing, administration and analysis was adapted to account for the contextual 
specifics of the FET sector. Furthermore, in terms of analysis, team members first worked 
individually before collaborating in small groups, each focusing on one of the three focal 
themes of this study. This process provided opportunity for peer review, debriefing, and 
extensive discussions, which supported the development of agreed preliminary themes. 
These themes were then shared with the wider team for review and final agreement on the 
findings. 
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4 Findings 
The findings are presented in the following five sections with sections 1-3 focused on the 
primary and post-primary sectors and section 4 on the FET sector: 

• Developments in and quality of initial teacher education 

• The continuum of teacher education: ITE, induction and teacher learning; readiness 
to teach 

• Teacher supply and teacher diversity  

• FET teacher education: Developments in and quality of initial teacher education (ITE) 

• Professionalisation of teaching and teacher education and teachers’ professional 
capital 

4.1 Developments in and quality of initial teacher education 
This section presents the views of teacher education stakeholders on developments in, and 
the quality of, initial teacher education. Five key findings are outlined below. 

• Finding 1:  The landscape of initial teacher education (ITE) provision has shifted due to 
two accreditation cycles (AC), enabling a largely welcomed process of review and 
reimagining of ITE. 

• Finding 2: There is broad agreement on the positive combined impact of early reforms 
(2010–2015), which led to the 4-year undergraduate and 2-year PME programmes. 
However, as reforms have accumulated, views on the value of the 2-year PME have 
diverged—more between than within stakeholder groups—though concerns about its 
cost are widely shared. 

• Finding 3: Accreditation Cycle 2 (Céim 2020) introduced a range of positive and largely 
welcomed changes, though it is also seen as somewhat inflexible and associated with 
significant resource challenges, particularly in certain features and sectors. 

• Finding 4: The combined impact of Accreditation Cycle 1 and school placement 
changes driven by the Literacy and Numeracy Strategy has made school placement 
both more significant and more challenging within ITE programmes, particularly as 
school–university partnership is widely perceived to rely heavily on the ‘goodwill’ of 
schools. 

• Finding 5: Perceptions of current ITE outcomes vary significantly—while many view 
graduates as very well prepared, others see them as less so, with notable differences 
across stakeholder groups. However, there is shared recognition that even well-
prepared graduates face considerable challenges in an evolving school and societal 
context. 

 
In presenting these five findings, we begin with an overview of the changes and impacts of 
early and accumulated ITE reforms over the past fifteen years (Findings 1 and 2). We then 
turn to stakeholder engagement with, and views on, the second ITE accreditation cycle, Céim 
2020 (Finding 3). This is followed by an exploration of the shifting role and significance of 
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school placement within ITE programmes (Finding 4), and finally, we examine stakeholder 
perspectives on the preparedness of ITE graduates (Finding 5). 

4.1.1 ITE policy changes and opportunities to reimagine ITE  
Finding 1: The landscape of initial teacher education (ITE) provision has shifted due to two 
accreditation cycles (AC), enabling a largely welcomed process of review and reimagining of 
ITE. 
 
The changing landscape for the provision of primary and post-primary initial teacher 
education over the last 15 years was strikingly evident in the engagement with stakeholders 
from both higher education institutions providing initial teacher education, as well as teacher 
education stakeholders more widely in the education system, including teacher unions, 
school management bodies, national education bodies/ agencies and other representative 
groups in the sector. The salience of this changing ITE landscape was strongly signaled by 
focus group participants’ references to the restructuring of ITE from a three- to a four-year 
programme for concurrent undergraduate ITE and, in particular, with reference to the move 
from a one- to two-year consecutive initial teacher education, i.e. the move to a two-year 
Professional Master of Education in 2014 from the over one hundred year old 1-year “Dip” or 
PDE. It is important to note here that the landmark restructuring of both concurrent and 
consecutive ITE programmes, with an additional year for each, emanated from the 2011 
National Numeracy and Literacy Strategy which was a response to a perceived crisis in 
standards resulting from PISA 2009 as well as other indicators from national standardised 
achievement testing. Themes discussed were: review and re-imagining ITE programme 
design; opportunities and challenges from accumulated ITE reforms: AC1 2011 ITE guidelines 
to AC2 2020 ITE standards, extended and more structured school placement, new content 
emphases in ITE: core elements and teacher as inquirer/researcher; and 
dialogue/conversation on ITE, locally and nationally. 
 
Review and re-imagining ITE: Opportunities with challenges from accumulated ITE reforms 

…we actually reimagined the PME programme significantly on the basis of having to 
go through the process and I think any process whereby you go through that sort of 
self-evaluation, that review (FG4, HEI23).  
 
PME mean that's the first thing we have to contend with. And I suppose in the early 
years we were almost using it like two, postgraduate separate years after coming from 
the one year (FG4, HEI20).  

 
Overall, the accumulated ITE reforms over the last fifteen years were broadly viewed as 
positive with HEI participants noting the significant and valuable opportunities for review and 
re-imagining ITE. Importantly, participants, both HEIs and other TE stakeholders, also strongly 
emphasised some significant challenges. In terms of review and re-imagining ITE, 
Accreditation Cycle 2 (AC2) was significantly more prominent in minds of HEI participants than 
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AC1/2011 ITE Guidelines, though there was broad recognition of continuity in AC2/2020 Céim 
from AC1/2011 with the renewed and elaborated emphases on school placement, 
specification of core elements and teacher as inquirer. We use the term accumulated ITE 
reform as the focus group participants referred to changes in ITE emanating not only from 
both AC1 and AC2 but also the landmark impact of the 2011 National Numeracy and Literacy 
Strategy which mandated an additional year for both concurrent and consecutive ITE 
programmes. In summary, while both accreditation cycles (AC) provided opportunities for 
review, reflection and reimagining ITE, Céim1 (2020) is most prominent and strongly 
emphasised by HEI participants.  
 
Participants strongly emphasised some significant challenges resulting from the accumulated 
reforms including the pressure to find extended placements for student teachers and schools’ 
preferences for ‘more experienced’ student teachers, favouring second year PMEs in 
particular.   
 
Extended5 and more structured school placement6 

…ultimately the programmes are probably better for the cycle … of reflection that … 
we all probably went through and then obviously there were specific areas within Céim 
that the programmes had to address (FG4, HEI23).  

 
Participants from HEIs, in particular, emphasised the significant change brought about by the 
move to a ten-week school placement originating in the 2011 ITE Guidelines. Furthermore, in 
relation to how placement is seen as more central to ITE, participants strongly emphasised 
the ways in which the ‘press’ to have more extended and placement placed strain on ITE 
providers given the challenges of securing placements. The emphases within AC1 and AC2 on 
more varied and extended SP experiences, while broadly seen as valuable (see quote above), 
created the challenge of providing such placements for providers whose placements had 
previously been of shorter, or much shorter, duration, i.e. between 3-8 weeks. Providers that 
already had year-long placements were more easily able to address the extended placement 
expectation. 
 
New content emphases in ITE: core elements and teacher as inquirer/researcher 
Participants in HEIs emphasised how the accumulated ITE reforms of the last fifteen years had 
specified new aspects for consideration in ITE programme design, most notably core elements 

 
5 The AC1 2011 TE Guidelines stipulated that “Extended periods of school placement should be scheduled for the 
second half of the programme with at least one of the later placements being for a minimum of 10 weeks in one 
school.” (p. 15, Teaching Council, 2011).   
6 It is noteworthy that the 2011 ITE Guidelines emphasised new terminology for the field 
experience/ placement dimension of ITE: “The Council is aware that the term “teaching practice” is the more 
widely used term in the Irish teacher education context. However, it considers the term “school placement” more 
accurately reflects the nature of the experience as one encompassing a range of teaching and non-teaching 
activities.” (p. 5, Teaching Council, 2011).  
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and teacher as inquirer.  Participants from higher education institutions emphasised how both 
accreditation cycles mandated required elements4 in ITE programmes. Significantly, they 
noted that the 2020 Céim ITE standards policy, in particular, was more specific in identifying 
seven core elements.  
 
Dialogue/conversation on ITE: locally and nationally 
 

We're talking about standards. So I actually think it brought that language of quality 
and standards much more to the fore and on a national level. And I think that was very 
helpful because that then trickles through because it's also something that it wasn't 
just the remit of those in leadership, this was something that impacted everybody…. 
So when your adjunct faculty part time, staff placement tutor, everybody was talking 
about Céim and I think that's healthy when it comes to the quality of ITE in Ireland 
(FG4, HEI22).  

 
Participants from ITE providers indicated that the accreditation cycles for initial teacher 
education provided a context for conversation and dialogue between colleagues within 
individual programme providers, between ITE providers as well as framing the parameters for 
engagement with the Teaching Council as the regulating body for teacher education.  

4.1.2 Positive impact of early (2010-15) ITE reforms & 2-year PME debate 
Finding 2: There is broad agreement on the positive combined impact of early reforms (2010–
2015), which led to the 4-year undergraduate and 2-year PME programmes. However, as 
reforms have accumulated, views on the value of the 2-year PME have diverged—more 
between than within stakeholder groups—though concerns about its cost are widely shared. 
 
There was broad agreement on the significant and positive ‘combined impact’ of the early 
reforms (2010-15) leading in 2014 to a 4-year UG and 2-year PME, and now accumulated 
reforms with differing views between, more so than within stakeholder groups, re the value 
of the 2-year PME – though strong and broad agreement on cost-linked concerns. Areas 
identified in relation to impact – positive and/or otherwise – focused on a number of tthemes. 
These were greater consistency: locally and nationally, placement experiences, the two-year 
PME debate, differing views on impact and tensions and balances in complex contexts: 
“…there’s all those kind of nuances and tricky bits”. 

 
Greater consistency: locally and nationally 

Maybe like one of the positives that has come out of it is that there is more consistency 
across the colleges as to what is expected of the students. So, like because it's based 
as working towards Cosán and that the criteria that they will have to work towards in 
Cosán that students are expected to achieve this or meet the same benchmarks, it 
doesn't matter which college that they're attending... (FG9, ES24).  
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Participants from ITE providers in HEIs spoke about the ways in which the accumulated 
reforms of initial teacher education in the last 15 years have both fostered greater consistency 
within programmes as well as greater consistency and framing of initial teacher education 
programmes nationally.  
 
Placement experiences:  Better outcomes for student teachers  

One comment that they did make was that they thought it was beneficial that the 
students got the opportunity to have placement in a number of different schools, so to 
experience different ethos, different leadership styles et cetera … (FG9, ES26). 

 
Participants from ITE providers strongly emphasised how the accumulated reforms have 
resulted in more varied and extended placement experiences which are beneficial for student 
teachers. We address this finding in more detail later in this section.  
 
The two-year PME debate: Differing views on impact  
 

Where the masters is very much better now. Now, in the last number of years 
and…  the students definitely appreciate, and we appreciate having the two year for 
that stage in light of the amount of work that has to be covered in schools. Now, it 
absolutely needs that amount of time and that input (FG4, HEI3).  
 
When I spoke to my principals… across the board [they said] that they didn't see any 
difference in the quality of teachers who have completed a two-year PME compared 
with the teachers who completed a one-year HDip or whatever. They didn't feel that 
the quality of teachers had changed in any great extent (FG9, ES26).  

 
Considerations around the impact of the move from one-year to a two-year consecutive 
model of initial teacher education at both primary and post-primary levels featured 
prominently among all stakeholders, both in higher education institutions and other teacher 
education stakeholders. It is probably the issue within the focus group data collection that 
was more strongly emphasised and where there was the most significant variation in views 
among stakeholders as typified by the two quotes above – the first from an ITE teacher 
educator participant and the second from a school management representative body 
participant.   
 
There was notable emphasis by TE stakeholders from teacher unions as well as management 
and leadership representative bodies for the need to review the two-year PME referring to 
the rationale for the move, the cost and duration of ITE along with, from some, not seeing the 
added value in graduates. As a stakeholder from a management body noted: 
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…a lot of our principals struggle to understand why we have moved, well, we know 
why we moved. It was an economic thing at the time. Too many teachers went to the 
system, but why is it still there? Teachers taking six years to qualify as against the 
combined degree teachers taking four years to qualify (FG9, ES28).  
 

Another stakeholder noted that the duration of getting qualified on the consecutive pathway 
is impacting recruitment into the profession:  
 

It should be reviewed and looked at again.... it's possibly a disincentive to get into 
teaching.... in terms of my experience as school principal, I did not see an uplift in terms 
of the ability of our young teachers coming in from the PME. I don’t think it really 
enhanced their performance within the class at an initial basis (FG5, ES5). 
 

As we noted in relation to the accumulated impact of ITE reform, the changes in the landscape 
have provided many opportunities, more often than not, along with a myriad of associated 
challenges. The various reforms and concurrent teacher supply shortages seemed, as 
evidenced in the focus groups, to mobilise TE stakeholders both in HEIs and more widely 
within the system to consider the direction of developments and impacts of this notable 
decade-plus of ITE reforms nationally. Prompted by the many changes in the landscape, one 
participant’s reflections bring together the actual and/or aspired for inter-connections 
between various aspects of ITE, the cost of ITE, teacher as inquirer and connections between 
ITE and induction/Droichead: 
 

The Droichead programme has been a huge success within our schools. I think that's a 
brilliant structure that has supported our new teachers coming in, so I would love to 
see a year 2 PME which was like a ‘super Droichead’ year. .... You know I've seen, for 
example, in the second year PME where students are being asked to do dissertations 
and I just question the value of it having read a number of the dissertations, I don't 
think they have the experience to produce meaningful research on education or 
teaching and learning.... A supported year 2, working within schools supported by 
experienced teachers, would greatly enhance their development (FG5, ES5).  

 
Tensions and balances in complex contexts:  
 

So, but then obviously I understand that that then has to be balanced against how you 
give them then adequate exposure to, you know, training and understanding and 
special needs and enough exposure in an immersive setting to Irish-medium education. 
So, there's all of those kind of nuances and tricky bits (FG9, ES27). 
 

There was significant appreciation among participants of the complexity of initial teacher 
education, schooling and the related changing economic and societal contexts within which 
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teachers work and live. One ITE stakeholder participant’s reflections, for example, capture 
the tensions that haves emerged from the combined impact of accumulated ITE reforms, the 
new and now valued goal of attaining a more diverse teaching workforce and changes in the 
costs of living and housing: 
 

So, it’s fine it’s longer, it costs them money. What that is doing, we have students 
travelling like from the West, up, up and down. They can't work. That does have an 
impact on diversity, you know. So if you're in a privileged position where you can say, 
well, I can pay these massive fees or I can, I can go to college, I can drive and all those 
things that you know, I suppose my privileged position we take for granted, you know, 
the student who doesn't have the family, the family support, the financial support, 
understanding of ITE and what that entail (FG1, HEI3).  

 
Evident in the above reflection is a nuanced understanding of the changed environment for 
all ITE students, though one that varies and is unequal and potentially unfair in its impact on 
individual student teachers’ likelihood of making the journey into, through and beyond ITE.  

4.1.3 Céim 2020 welcomed but limited flexibility and resource challenges 
Finding 3: Accreditation Cycle 2 (Céim 2020) introduced a range of positive and largely 
welcomed changes, though it is also seen as somewhat inflexible and associated with 
significant resource challenges, particularly in certain features and sectors. 
 
Areas identified in relation to this finding were the welcome move to standards in 2020, the 
limited flexibility for HEIs given requirements specified in Céim 2020 standards policy, the way 
in which AC2 promoted greater coherence across ITE programmes and emerging and 
magnified challenges at local and system levels because of accumulated ITE reform.  
 
Welcome move to standards in 2020 
As we noted above, the accumulated ITE reforms since 2011 have resulted in a range of 
positive and largely welcome changes to ITE programme content and approaches. In 
November 2020, the Teaching Council launched the revised standards for programmes of 
Initial Teacher Education (ITE) in Céim: Standards for Initial Teacher Education. The standards 
set out the requirements that all initial teacher education programmes be accredited by the 
Teaching Council. Céim featured more in stakeholder perspectives than earlier reforms. This 
may be unsurprising given Céim was so recent and therefore fresh in the memories of many, 
in combination with the fact that a number of those interviewed were not engaged in ITE at 
the time of AC/1 and therefore unable to comment on earlier reforms. Stakeholders 
recognised the value of a coordinated approach to the overall system of teacher education 
and development:  
 

I think professional standards are really important and I think Ireland is ahead of the 
game in that and I think that's really important … And I think it's important for, you 
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know, education is highly valued in Irish society and in order to maintain those 
standards, I think you need to have that consistency (FG4, HEI22).  
 
I think it's really important that there's a coherent step-by-step process and even just 
on a policy level, the move from Céim to Droichead to Cosán it's a great progression, 
and we're working along (FG8, ES22). 
 

This coordinated approach to the education of future teachers was appreciated in comparison 
to previous approaches:  
 

Students in initial teacher education are getting a much more similar experience; no 
matter which college they go to, they're getting a very similar experience of the 
programme (FG7, ES14). 
 

Limited flexibility for HEIs given requirements specified in Céim 2020 standards policy 
Overall, teacher educators appreciated the results of the AC2/Céim 2020 process: ‘we all went 
through it, it encouraged conversations across colleges and I think that's really good for the 
quality of teacher education in Ireland’ (FG4, HEI22). This shared language had a system-wide 
effect:  
 

…it brought that language of quality and standards much more to the fore and on a 
national level.  And I think that was very helpful because that then trickles through 
because it's also something that it wasn't just the remit of those in leadership, this was 
something that impacted everybody… (FG4, HEI20).  
 

Some, however, expressed caution about ITE programme requirements for accreditation 
being too formulaic or restrictive:  
 

I would also say that the level of prescription in Céim is probably excessive…the themes 
are helpful because they provide a degree of coherence, but the extent to which some 
of the central themes are arguably pertinent in school environments or relevant to 
wider priorities in the profession might be questionable... (FG2, HEI8).  
 

Overall, despite some feeling restricted, the consistency in experience across ITE programmes 
was seen as beneficial at a macro level for the education system. 
  
AC2 promoted greater coherence across ITE programmes  
The AC2/Céim 2020 process was valued at individual ITE programme level alongside the 
system-wide benefits. One teacher educator explained:  
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AC2/Céim encouraged deliberative reflection on purpose, mission of ITE - almost acted 
as a critical review… it encouraged us, motivated us to take a really deliberative 
intentional, you know, kind of a look or an interrogation of all of that: What do we 
really stand for? (FG1, HEI1).  
 

AC2/Céim 2020 requirements ensured that some topics which had been neglected were now 
more central and emphasised in individual ITE programmes. These emphases in ITE were 
perceived as well matched to the efforts of other system components. For example, 
  

The particular focus around inclusive education and global citizenship education, 
there's been a lot of work going into that area …if I was to look at Céim, I suppose the 
focus on professional identity and agency as something that's a core piece of all the 
ITE programmes, is something that really maps onto what we're trying to do… (FG8 
ES18). 
 

Overall, AC2/Céim 2020 pushed ITE programmes to be more connected to the needs and 
requirements of schools.  Stakeholders defined ITE’s ‘fitness for purpose’ directly in relation 
to responsiveness to systemic needs. Consultative partnership with stakeholders was seen as 
an important mechanism to ensure that ITE is ‘actually creating the teachers that are needed 
for our communities and for current and future students’ (HEI1, FG1).  
 
Emerging and magnified challenges at local and system levels because of accumulated ITE 
reform 
The overall welcome for accumulated ITE reform was tempered by caution from stakeholders 
about the time it takes to make changes in ITE content and the tensions that may arise 
between immediate school need and the capacity of ITE to move quickly to meet these 
demands. Recent examples related to the inclusion of modern foreign languages in primary 
schools and the addition of graded school placements in special school settings were 
examples ‘when maybe you need something a lot quicker in the system’ (FG7, ES16). As well 
as questions about the responsiveness of ITE to system need, the consistency promoted by 
AC2/Céim 2020 has surfaced some ITE-specific resource challenges, including the preparation 
of dedicated teachers for special schools and classrooms, and the need for more ITE places 
for teachers who will work in Irish-language medium settings at primary and post-primary 
levels. The progress and pace of reform over the past fifteen years has benefited the 
education system. Still, and possibly motivated by the positive changes in recent years, 
stakeholders identified specific areas that required attention. 
 

4.1.4 ITE reform-based re-positioning of school placement  
Finding 4: The combined impact of Accreditation Cycle 1 and school placement changes 
driven by the Literacy and Numeracy Strategy has made school placement both more 
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significant and more challenging within ITE programmes, particularly as school–university 
partnership is widely perceived to rely heavily on the ‘goodwill’ of schools. 
 
Areas identified were: a strong welcome for the increased emphasis on school-based learning 
for future teachers the learning of future teachers is resting on the ‘good will’ of schools and 
for schools, subbing by student teachers on school placement is an asset.  
 
Strong welcome for the increased emphasis on school-based learning for future teachers 
Stakeholders’ perspectives on the purpose and value of ITE programmes rested largely on the 
relationship between ITE programmes and schools. Accumulated ITE reforms since 2011 have 
made school placement more significant in ITE programmes with ‘benefits of increased 
placements and more lengthy placements and more varied opportunities for placement as 
well’ (ES8 FG6). Stakeholders strongly supported this increased emphasis on school-based 
learning and valued the type of learning this extra time in schools would support. They 
emphasised that the extended duration is important to provide the space to prepare future 
teachers for the challenges and complexity of the teacher role in an increasingly diverse 
classroom environment.   
 

I think the longer placement has been good because I really feel you learn so much on 
the job, like that's really where you get your experience…that's where a lot of the real 
learning started to happen when you're in a class and you're just thrown into it… (FG6, 
ES11) 
 

Changes to the requirements for school-based engagement through AC2/Céim 2020 
promoted more consistency in expectations across HEIs that were beneficial for the schools 
where the placements took place.  
 

It's more about working with community in the school, outside the school environment. 
There's more emphasis on... a holistic kind of teacher, not just delivery of curriculum 
(FG1, HEI3). 

 
The complementarity of AC2/Céim 2020 requirements with the needs of schools was 
perceived as helping to ensure that future teachers were well prepared for their school-based 
engagements. 
 
The learning of future teachers is resting on the ‘good will’ of schools 
School-based learning was central to stakeholder perspectives on the value of ITE, with 
consistent emphasis on learning in practice. This partnership between schools and ITE was 
also seen as the greatest risk to ITE. Teacher educators cautioned that ITE is ‘totally reliant on 
the goodwill of schools, principals, teachers…’ (HEI15 FG3) Given the value placed on schools 
by these stakeholders, it is unsurprising that they identified ‘the biggest threat to initial 
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teacher education is actually school partnerships’ (HEI17, FG3). The nurturing of authentic 
partnerships between ITE and schools, and the support for the role of the cooperating teacher 
were identified as critical areas that required urgent attention: ‘the experience of our student 
teachers in schools varies hugely depending on the cooperating teacher that they have and 
the approach taken to them…’ (HEI6, FG2). The redeveloped primary school curriculum (2024) 
was used to illustrate this risk. Future teachers are learning about this redeveloped curriculum 
in ITE and being encouraged to implement this on school placements. Lack of professional 
development support for schools could risk teachers’ approaches contradicting future 
teacher learning.  
 
For schools, subbing by student teachers on school placement is an asset 
Schools are a valuable site of future teacher learning, but schools also benefit from the future 
teacher’s availability to support school demands for substitute teachers. This symbiotic 
relationship between schools and the future teachers operates at a systematic level. Teacher 
educators are aware of the teacher shortages and system needs and the need to be 
responsive:  
 

…they see our students as gap fillers in their provision, so they keep schools running,  
and they're an invaluable critical source of supply for them when there are those 
crunch times… We're aware of the needs within the system but are also very aware 
and conscious of the needs of our students and how we need to maintain the integrity 
of our programme that we feel is fit for purpose (FG1, HEI1).   

 
The lack of supply of substitute teachers plays out for the future teacher’s ITE experience 
differently, particularly at the post-primary level: 

 
We all know there's lots of advantages of being in the classroom, but when that 
pressure is put on to act as substitute teacher and being the only teacher in that room, 
so they're not observing other teachers there (FG3, HE14). 

 
…we see an awful lot of people in their second year PME are doing a huge amount of 
teaching at the moment. In other words, they're the backbone of the subbing system 
of the country. So they are missing lectures, because they believe if they support the 
school they're in, they might get a job in that school the following year. So there's a bit 
of pressure there (FG5, ES1). 
 

There is consensus among all stakeholders about the value and centrality of school-based 
learning to all ITE programmes. Given the importance of schools in ITE’s overall mission, 
greater attention to the operation of partnership between ITE and schools at both system and 
ITE programme levels should be a priority.  
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4.1.5 Teachers on the whole are well prepared; even the well-prepared face 
challenges in the classroom 

Finding 5: Perceptions of current ITE outcomes vary significantly—while many view graduates 
as very well prepared, others see them as less so, with notable differences across stakeholder 
groups. However, there is shared recognition that even well-prepared graduates face 
considerable challenges in an evolving school and societal context. 
 
Areas identified were differing views on level of preparedness, differing views on the level of 
structure of the PME programme and challenges facing ITE. 
 
Differing views on level of preparedness 
When considering the perceived level of preparedness of teachers on graduation from their 
ITE programme, differing views emerged among stakeholders. For example, participants from 
HEIs, regardless of whether they worked with primary or post-primary pre-service teachers, 
were unanimous in their belief that teachers were well prepared on graduation from ITE, as 
demonstrated by the following responses: 
 

I think students heading out or NQTS heading out are as ready as they can be. And I 
think that things like that again, you were talking about the year-long placement at 
primary level, the 10 week placement. That's certainly helps them to get as much of a 
sense of the reality as you can have (FG4, HEI20). 
 
I think our teachers, our newly qualified teachers, are very well prepared overall to 
teach in today's classrooms (FG2, HEI10). 
 

Other stakeholders did not hold such strong or unanimous views in this regard. Instead they 
believed that while newly qualified teachers demonstrated high levels of content and 
pedagogical knowledge, they asserted that they were not adequately prepared to carry out 
the other roles expected of teachers.  
 

 … it was very, very evident that the newly qualified teachers coming into our school 
were not in a position to deal with the stresses that were coming at them in terms of 
demands from parents, demands from students themselves, working as part of a team 
in or within a department, their own resilience (FG9, ES26). 
 
…they [newly qualified teachers] have felt that they were completely unequipped to 
deal with the stresses of dealing with, I suppose, not only the curriculum demands, 
but that extra bit of how to deal with conflict and how to build their resilience in the 
face …of challenges and how to, you know, how to how to manage effectively children 
that, you know, might have more challenging behaviour (FG9, ES26). 



  
     Teachers’ Professional Journeys: The First Decade, Report 3 

 
44  

 
Because if I was to score and I might say that most of them are coming out about 6 
out of 10 in their level of preparedness (FG13, ES30). 
 

Differing views on level of structure of PME programme 
In addition to differing perspectives on the level of preparedness of newly qualified teachers, 
differences in opinions were also noted in relation to participants’ perspectives on the 
structure of ITE, particularly for the PME programme. In 2011, the one-year HDE/PDE was 
replaced with the two-year PME, with the first intake of students to the new PME programme 
in 2014 (Ní Riordáin et al., 2025). The focus groups revealed notable differences in 
stakeholders’ perspectives on the impact of this change on teacher preparedness. Firstly, 
many focus group participants involved in the design and delivery of these programmes felt 
that the two-year offering allowed for better teacher preparation and enhanced the sense of 
professionalism of graduating teachers.  
 

… now see the space that the two-year programme provides. I think ... we're 
producing far better teachers who are more prepared for the complexity of the 
education system that currently exists. Society has changed infinitely, and I think the 
space that the two-year programme affords is resulting in teachers that I think are 
better equipped to deal with the complexity of schools in the 21st century (FG2, HEI5).  
 
Two years, you come out feeling like a professional, you know what to do. (FG1, HEI3). 
 

On the other hand, other stakeholders interviewed, who were not working in a higher 
education setting, felt that the additional year offered little value and rather than enhancing 
teaching standards, it simply served to make teaching less accessible and was another 
challenge affecting issues of teacher supply.  
 

The cost went through the roof of doing it and the opportunistic cost. So, we have 
people who are maybe coming through further ed who can't afford to do the two year 
PME because of the cost… So there's a huge cost to the two year PME and that's one 
of the problems. (FG5, ES1). 
 
The first thing that they [principals] said to me and this was across the board that they 
didn't see any difference in the quality of teachers who have completed a two year 
PME compared with the teachers who completed a one year HDip or whatever. They 
didn't feel that the quality of teachers had changed in any great extent. (FG9, ES25). 
 

  



  
     Teachers’ Professional Journeys: The First Decade, Report 3 

 
45  

Challenges facing ITE 
While it is clear that many stakeholders had differing perspectives on the value of shifting 
from a one-year to two-year PME programme, there appeared to be a consensus among 
stakeholders in relation to the array of challenges that ITE faces and the knock-on effect these 
have on preparing teachers for the classrooms that they will enter. One challenge/concern 
expressed by a number of participants was in relation to the length of time it takes ITE 
programmes to respond to societal changes. There was a view among many stakeholders that 
ITE programmes were reactive rather than proactive and this, combined with the lengthy time 
taken to complete accreditation cycles, meant that there exists a belief that ITE programmes 
become dated quickly and therefore are not always preparing students for the classrooms 
and societies which they were entering. 
 

I suppose the length of time it took to do the second cycle. I think that would raise a 
slight concern in terms of the changes that were happening in the landscape of 
education in the context of education at the time, because obviously we went through 
the pandemic as well. So and now we're dealing with AI, so there's a number of 
changes that came about and the length of time it took us to actually complete the 
second cycle (FG4, HEI23). 
 
I think that ITE might be a little bit slow in how it reacts to the way education, the 
education landscape is changing….. to be reactive is not where you need to be either, 
but maybe proactive and maybe doing a little horizon scan (FG6, ES7). 
 

A second challenge identified by participants in this study was the expectation for ITE 
programmes to respond to ‘national priorities’. While no one argued that this should not be 
a responsibility of ITE programmes, concerns were raised in relation to the volume of 
priorities that were being proposed on a regular basis as well as in relation to the lack of input 
from ITE providers on what these ‘national priorities’ should be. 
 

Because there is a kind of a feeling starting to emerge that initial teacher education 
providers’ responsibility is to respond in their programmes to national priorities: 
Who's determining what the national priorities are, where are the voice of the 
teacher, educators and the teacher education programmes? (FG3, HEI17). 
 
…all of a sudden there are new things and every time you turn around somebody is 
saying ”ITE, here's another thing.” And it's also schools are going to solve all these ills 
but it's just as R said, where's the voice of the teacher educator in that? (FG3, HEI19) 

 
In concluding this section on developments in and the quality of initial teacher education, it 
is perhaps the dynamics as well as the impact of the accumulated reforms on teacher 
education over the last fifteen years that most readily signals how teacher education has 
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evolved during period that in Ireland. All participants spoke about the reforms providing 
insights from different vantage points – an issue we return to later in the final chapter. From 
the perspective of stakeholders, both the early reforms between 2010-15 as well as the more 
recent have resulted in an important reconfiguration of key aspects of teacher education 
programmes with school placement becoming more pivotal.  
 
In relation to the more recent developments, AC2/Céim 2020 drew on the expertise and 
vision of a wide variety of stakeholders from the broader education community and the 
standards were intended to ‘embody collective commitment to quality teaching and learning 
in all schools for all learners’ (Céim, p.7). These findings demonstrate some success in relation 
to this collective purpose. Much progress has been made. Still, these education stakeholders 
identified system-level areas that required further attention in ensuring quality teaching and 
learning for all learners, including the preparation of teachers for special schools and the 
preparation of teachers for Irish-language settings. At present, the overall success of Céim at 
system level is anecdotal rather than evidence based; it will take time for the longer-term 
impacts on teacher quality at a systematic level to result.  
 
Stakeholders emphasised the value of school-based learning in supporting the future 
teacher’s learning to teach. More time in Initial Teacher Education (ITE) was valued for the 
opportunity to spend more time in schools, and in a greater variety of school settings. The 
current model of ITE, combining both school-based and university-based programme 
elements, was affirmed.  More school-based learning was valued on the basis that previously 
it had been underserved. Now, stakeholders appreciated the balance between university-
based elements and the opportunity to apply and make sense of this learning in school-based 
elements of the ITE programme. Concern was expressed, however, that the potential value 
and benefits of school-university partnership were not currently being realised. Stakeholders 
called for more supports for this partnership, including dedicated space and time to grow 
alignment of shared and clear purpose in supporting future teachers across school settings as 
well as dedicated time and investment in the school-based teacher educator role (treoraí).  
 
Finally, with initial teacher education experiencing such wholesale changes over the past 15 
years, the focus groups revealed that the impact and perceived effectiveness of these changes 
was viewed differently by stakeholders, depending on their role in the ITE process. It was 
evident that stakeholders who worked outside of the higher education space did not feel 
graduates of ITE programmes were prepared for the classroom, particularly in terms of their 
‘soft skills’. Furthermore, they were of the view that the shift from a one- to a two-year PME 
programme simply presented an additional barrier in relation to access to and participation 
in the PME rather than producing better prepared teachers. Such views were strongly 
contested by others. 
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This first section of TPJ Report 3 findings has focused on the views of teacher education  
stakeholders on developments in and quality of ITE programmes during the last fifteen years, 
a period characterised by significant changes in the landscape of initial teacher education and 
its linkages to the other phases of the continuum of teacher education. In the next section, 
we turn to the other phases specifically induction/Droichead and Cosán.   
 

4.2 Continuum (Droichead & Cosán) and readiness to teach in 
schools  

Finding 6: Stakeholders highlighted several ways in which the Droichead process interacts 
with Initial Teacher Education (ITE) to extend and deepen newly qualified teachers' 
preparedness for the classroom. 
 
These themes were perception of Droichead as a continuation and bridge from ITE, awareness 
and communication challenges during ITE, concerns about superficial engagement and "box-
ticking", inconsistency in school-based support, the nature of NQT needs and support, the 
need for a stronger ITE-Droichead link, the impact of delivery modes (online vs. in-person) 
and the potential for structural integration and review.  
 
Perception of Droichead as a continuation and bridge from ITE: A significant theme is the 
view of Droichead as a direct follow-on from ITE, serving as a crucial link into the teaching 
profession. It is seen as the initial step following ITE, acting to support ongoing professional 
development. This idea of Droichead building the connection between those on a teacher 
education programme and those teaching full-time is considered a valuable and essential link. 
However, there is also an acknowledgment that this connection between ITE and Droichead 
is not always made clear to students.  
 

I do honestly feel it's a continuation of what we do in ITE (FG1, HEI3). 
 
Droichead, the idea of Droichead and the idea of building that bridge between 
somebody who was on [a] teacher education programme and somebody who was 
teaching full time is a very laudable and necessary bridge (FG2, HEI5). 
 
Maybe we don't. We're not really making that continuity so obvious for our students 
(FG1, HEI1). 
 
Awareness and communication challenges during ITE: There appears to be a varying 
degree of awareness and understanding of the Droichead process among ITE 
participants. The introduction to Droichead within ITE programmes often occurs 
through invited speakers from bodies like Oide and the Teaching Council. These 
sessions aim to provide a detailed presentation, clarifying and outlining the entire 
process, and making students aware of the journey ahead. Despite these efforts, some 
feel that perhaps they do not do enough to introduce Droichead, and there is a sense 
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that ITE providers might not be promoting it sufficiently or emphasising its value and 
importance. It is suggested that Droichead should play a larger role in ITE. 
 
We had actually for our final PME 2 day, we had representatives from Oide and from 
the Teaching Council gave a really good in-depth presentation under it to our students 
and just kind of demystifying and outlining the whole process (FG1, HEI1). 
 
Perhaps we're not, and I'm speaking for myself here. I'm not selling it sufficiently, you 
know, and promoting it and extolling the value and the importance of it. See, I think 
maybe I need to do some work around that (FG1, HEI1). 
 
Our division engaged with all of the ITE providers and to give presentations to all of 
the final year students kind of preparing them or making them aware of the journey 
that's ahead. So, there is already those relationships built between our division and the 
ITE providers (FG7, ES15). 

 

Concerns about superficial engagement and "box-ticking": A recurring concern is the 
perception that Droichead can be viewed as a tokenistic exercise. Participants worry that 
students may see it as an activity they just want to complete and finish. This perception is 
sometimes highlighted when comparing Droichead to more extensive induction processes in 
other jurisdictions (like a three-year system in Northern Ireland) or other professions (doctor, 
nurse) where professional learning is perceived as more continuous. Some feel the process 
has become very diluted and merely a box-ticking exercise. This can lead to low engagement, 
with teachers potentially disengaging from online sessions merely to get signed off. The 
pressure to get through Droichead can overshadow the potential for deeper professional 
growth and excitement for the profession. 

So sometimes you could argue the toss that it is a little bit tokenistic. You know, in our 
system compared to other professions, especially if like if we forget about teaching for 
a minute and just talk about other professional programmes, whether you're a doctor 
or a nurse. You know where it is more continuous, and your learning is more continuous 
(FG1, HEI2). 
 
Some criticised it as a ‘box-ticking exercise’. Initially when Droichead was, in its 
previous life, it was repetitious of what happened in initial teacher education, and they 
endeavoured to work around that and to change that and it was. You know, some good 
changes were made, but I'd agree with [participant in focus group] from what I've seen 
of it now, it's very watered down. And very box tick (FG2, HEI12). 
 
I suppose they just want to get through the Droichead and get it over and done with 
that kind of attitude rather than this is my vocation, I can't wait to have my own 
classroom. I can't wait to have my own students and that kind of excitement is kind of 
gone when they realise there's cluster meetings, there's forms, there's more, and 
again, we all see it as they might see it as a tick box (FG9, HEI25). 
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Inconsistency in school-based support: The quality and effectiveness of the Droichead 
experience are seen as varying significantly across schools. This variation is described as being 
very contingent on the school culture, depending on how open and research-informed 
schools are about the practice of induction. While some schools are noted as being 
exceptional with wonderful leadership and strongly supporting Newly Qualified Teachers 
(NQTs), others may not place the same emphasis. In less supportive environments, NQTs 
might feel they are left to themselves, while in stronger cultures, the support inside the 
schools is considered the aspect of Droichead that works very well. This inconsistency means 
that the experience and support provided to NQTs during this critical induction phase can 
differ widely. 

It's very contingent really on the school culture that they find themselves in. You know, 
how open are they? How fundamentally, I think, how research informed are they about 
the practise of induction (FG2, HEI8). 
 
Some schools, Droichead is incredible and there’s wonderful leadership and the NQTs 
would say, you know, it has really helped them in at the beginning of their careers and 
in other schools, maybe just the same emphasis is not put on it, and you know, it’s a 
tick box exercise. …. there’s not that consistency across schools (FG5, ES3). 
 
Some schools are very good at supporting them at, you know, fostering, you know, the 
whole climate and culture. Other schools see them as grand that'll fill a gap or 
whatever else. And they're kind of left to themselves (FG7, ES13). 

 

Nature of NQT needs and support: Droichead is intended to be a very supportive and advisory 
process, moving away from the previous evaluative process. The collaborative nature, 
working with colleagues rather than an external assessor, is seen as positive. There is a 
suggestion for more emphasis on co-teaching as opposed to the traditional mentor-NQT 
relationship to foster a more collaborative practice. Focus group participants noted that NQTs 
transitioning into the profession need significant support. A key insight from a survey 
mentioned was that NQTs were not primarily seeking specific content (like language support 
in one context) but rather more general support. They wanted a supportive teacher, a mentor 
in the school. Their needs included practical support with aspects like talking to parents and 
getting on with staff and how to make relationships. This highlights that extending 
preparedness through Droichead involves support for the broader social and relational 
aspects of teaching, not just pedagogical skills. 

I think primary teachers would find the process better than the previous arrangements 
that were in place where the inspector, someone who is external to the school, came 
in and assessed them, whereas this is a much more collaborative process. They're 
working with one of their colleagues. Their colleague can see how they're interacting 
with the students, their work on a daily basis rather than, you know, a couple of visits 
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over the course of the school year. It’s much more collaborative process rather than an 
evaluative process that it was in the past... (FG9, ES23). 
 
One comment that was made across a number of people was they'd like to see more 
of an emphasis on co-teaching as opposed to that whole mentor-NQT relationship that 
you know you have that you have that more collaborative relationship as opposed to, 
you know, you're the mentor, you're the mentee and you know.   ...and I suppose there 
is huge scope, you know, for everyone across the board to engage in co-teaching and, 
you know, having that collaborative practise going on in schools (FG9, ES25). 
 
Last year we had a conference for newly qualified teachers that were new to the 
sector... And even though we've talked a lot about how much language they need, they 
didn't need language, they wanted support. They wanted a nice teacher, a mentor in 
the class, in the school …. (FG9, ES25). 
 

The need for a stronger ITE-Droichead link: A significant theme is the perceived lack of a 
strong, authentic connection between ITE and Droichead. Some feel that ITE providers were 
not involved in Droichead and do not really know what goes on except what comes back from 
graduates. While ITE does not want to undertake the work of Droichead, they see a need for 
a more authentic link to understand what is on either side of the bridge. This would help ITE 
providers be clear with students about the extent of preparedness ITE offers, noting that they 
are not yet finished. A piece of connection is seen as really useful. There is a question about 
whether ITEs have ongoing contact or follow-up with their graduates once they become NQTs. 
There is also a perception that ITE providers may not be as involved as they could or should 
be in stakeholder discussions and policy development, potentially operating in their own silo. 
However, it was noted that relationships do exist, with the relevant Department of Education 
and Youth division engaging with ITE providers through presentations. 

There is no link at the moment between what we do. We don't want to be doing the 
work of Droichead. That's a different process. However, if there was a more authentic 
link between, you know, what we do, how we prepare the students, and what the 
school system would expect of them. If it's designed to be a bridge where we need to 
know what's at either side of the bridge in quite an authentic way to build that bridge, 
what's the purpose of the bridge in the first place, to make that link quite explicit (FG2, 
HEI5). 
 
I think it is about us having sight of the other side of that bridge and us being able to 
say to the students being very clear, we can get you this far. …. So, I do think maybe 
some piece of connection, not us doing the job, but a piece of connection between us 
and them would be really useful (FG2, HEI12). 
 
I suppose it once your students go, is that the end of your contact with them or is there 
any kind of follow up or I mean you will know exactly what content they got, what the 
issues are, maybe the challenges, is there ever a check in you know even an online 
piece where you would say look these are the most up to date things that? (FG7, ES13). 
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In terms of that stakeholder piece, I wonder is, are the ITE providers around the table 
as much as they could be or should be …? Is there more opportunities there for the ITE 
providers to be part of the conversations? …. So maybe that's something that could be 
looked at a little bit more in the future, maybe bring them more into the fold and that 
they're more aware of what's happening on the ground once the teachers leave as 
opposed to operating on in their own in their own silo (FG7, ES15). 
 

Impact of delivery modes (online vs. in-person): The shift to online delivery for some 
Droichead sessions has raised concerns. While NQTs overwhelmingly prefer a blended 
approach and the convenience of online sessions, the online format is seen by some as leading 
to a loss of engagement and hindering the development of critical friendships and 
professional working relationships with others among peers. The online format can make 
NQTs feel very much on their own. While online delivery is efficient for disseminating 
information, participants acknowledge that the same sense of community, connections, or 
relationships are not fostered online as in person, which are valuable aspects of professional 
development. 

How are they developing relationships with their peers? So much is being lost, I don't 
think it's fit for purpose. I don't think it's delivered the way it was meant to be designed 
(FG6, ES6). 
 
That idea of creating critical friendships and professional working relationships with 
others is gone and they now don't have the people to rely on there, so they're very 
much on their own (FG6, ES7). 
 
Overwhelmingly, the student teachers want a blended approach. They don't want to 
be driving the two hours to the local education centre when it can be delivered online. 
….. But I do fully appreciate that you don't get the same sense of community online as 
you do are the connections are the relationships (FG7, ES15). 
 

Potential for structural integration and review: Ideas for changing the structure of Droichead 
and its relationship with ITE were discussed. One suggestion was to connect Droichead to a 
potential PME Year 2, making it a "super Droichead year". This was raised in the context of 
questioning the value of dissertations in PME Year 2 and suggesting a more practical, 
induction-focused approach. Integrating Droichead into a second year was seen as potentially 
a positive development. There is also mention of an imminent review of Droichead and 
expected changes in 2025/26, including additional supports. 

I think the Droichead programme has been a huge success within our schools. I think 
that’s a brilliant structure that has supported our new teachers coming in, so I would 
love to see a year 2 PME … where it’s more like a super Droichead year (FG5, ES1).  
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I’ve seen, for example, in the second year PME where students are being asked to do 
dissertations and I just question the value of it, having read a number of the 
dissertations, I don’t think they have the experience to produce meaningful research 
on, on, on education or teaching and learning. I think it probably achieves a number of 
things in terms of, you know, research methodologies and encouraging them to be 
researchers of their own practise and their school’s practise but I just question the 
value of that as an add on (FG5, ES2). 
 

4.2.1 ITE’s relatively weak link to Cosán 
Finding 7: Compared to other themes, discussion of Cosán was less prominent in some focus 
groups, suggesting uneven levels of familiarity or engagement across stakeholder groups. 
 
Across the data, several themes emerged regarding how Cosán relates to initial teacher 
education and the various opportunities that exist in strengthening the potential impact of 
Cosán. These themes were the relationship between ITE and Cosán, moving from information 
to connection, the visibility of Cosán within the system, teacher openness to engaging with 
Cosán, recognition of potential for better continuity moving forward, and differing views on 
the formalisation of Cosán. 
 
The relationship between ITE and Cosán: moving from information to connection 
Various stakeholders considered that ITE has an important role to play in inculcating an 
appreciation for lifelong learning among pre-service teachers through positive modelling of 
this practice: 
 

I say to my student teachers, I don't know everything, I'm learning, you know, I think 
we need to model that… I suppose in ITEs, we need to take and HEIs, we need to take 
responsibility to see how that interaction is. We need to promote it a bit if we believe 
in it. I do (FG1, HEI3). 
 
… we're extending preparedness because we are … modelling that growth mindset. 
And I think if a student graduates from our programme thinking that they have learned 
everything they need to know, I've really failed (FG1, HEI1). 

 
While there was consensus among stakeholders regarding the role of ITE in developing an 
appreciation of the need for learning across the teaching career, there was more variation in 
views regarding the appropriateness of introducing the Cosán framework during ITE. ITE 
stakeholders who acknowledged little interaction regarding Cosán during ITE justified this on 
the grounds that it was premature: 
 

… all they're thinking about is their finals, final examinations or assessments and 
Droichead. That's two big things. … and I don't even know if we introduced Cosán and 
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you know the work of the education centres and the courses that might be available. 
Yeah, I don't think it's a bad thing though. I think I think Cosán is for people who have, 
you know, … gone through Droichead who have their qualification in ITE (FG1, HEI2). 
 
I think particularly in the ITE phase as the student teachers are very concerned with 
the next stage which is Droichead. And then when there's a mention of Cosán really is 
almost this kind of aspirational ideal (FG4, HEI23.) 

 
Alternatively, there was some support for the view that Cosán should be signaled to pre-
service teachers towards the end of their ITE programmes. One respondent reported 
addressing Cosán during ITE through guest talks from NQTs: 
 

… I asked the teachers when three years out tell us about An Cosán, what is it? What 
have you done? What can you do? Where do you go? (FG1, HEI3). 
 

The findings suggest that the extent of relationship between ITE and Cosán “is fragmented, 
support is needed for more dialogue and interaction” (FG3, HEI17. Moving the role of ITE 
beyond the promotion of lifelong learning and providing information regarding Cosán, some 
participants identified ITE practices that could potentially be strongly connected with Cosán: 

... your Taisce that it's they're using the same terminology that it's keeping your record 
of your professional learning and your interactions, and I suppose that that whole thing 
about becoming a reflective teacher (FG7, ES14).  

One respondent highlighted the affordances of greater involvement of ITE in discussions 
about continuing professional development post-graduation:    

I wonder are the ITE providers around the table as much as they could be or should be 
or why we all talk to each other? And we know what happens post-graduation and 
they come into the system. Is there more opportunities there for the ITE providers to 
be part of the conversations? (FG7, ES15). 
 

The visibility of Cosán within the system 
Across various focus groups, there was some questioning regarding the extent to which Cosán 
is being enacted in the same way as Céim and Droichead:   

I'm not sure if it's been pinned down fully … But I just feel and maybe this is maybe this 
is incorrect, but a personal thing that there's still a question mark over it…whereas like 
Droichead is there very much and has been enacted at a policy and kind of legislative 
level, and that's why I think it's. It's hard to actually grasp what is Cosán (FG4, HEI20). 

Stakeholders reported uncertainty regarding the extent to which Cosan has not taken off.  
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I think in the name of being open and loose and giving people as much flexibility as 
possible, it doesn't do anything. We've changed all the language. You know, we've 
moved from CPD to teacher professional learning. And somewhere in that it's just gone 
missing. The idea that a teacher is supposed to continue to learn and grow in the 
profession, and they have to take their responsibility for doing that themselves. I don't 
see it in view. We in third level offer teacher professional learning courses and we 
target practising teachers, but we don't market it as Cosán (FG2, HEI12). 

Similarly, stakeholders across focus groups queried the levels of awareness of Cosán among 
teachers: 

I'm not sure if it's on many people's radar as a day-to-day, day-to-day item (FG7, 
ES14).  
 
Do many teachers know about Cosán? (FG9, ES22). 
 
...it may be the practising teachers that are not as familiar with this language or 

 with the framework (FG9, ES23). 
 
Cosán is really not recognised by teachers in the system (FG2, HEI8). 

There was consensus within one focus group that teachers may not be aware that the 
professional development courses they complete are addressing Cosán:  

It's embedded, like I know any CPD that we designed that falls under the remit of the 
Department of Education has to have elements like reflective practise embedded into 
the CPD and that is Cosán. So, the teachers might not know that they're engaging with 
the elements of the Cosán framework, but those designing the summer course and the 
department that sanctions it know that those elements are incorporated [Other 
participant: Yeah] (FG9, ES23).   

 
Teacher openness to engaging with Cosán 
Within two focus groups, there was acknowledgement that teachers may not see the merits 
of engaging in continuous professional development, particularly those that are not 
mandatory: 

I suppose just in terms of post primary, I think a huge amount of work needs to happen 
around Cosán…I think once they get past Droichead they think, OK, I'm done now, and 
you know anything that happens after that is because it's compulsory... I think the 
value of Cosán, and you know that professional learning piece, you know for a lot of 
teachers in the sector, they just, I suppose they just don't see the value of it. They’re 
caught up with their busy lives as we all are. But I think there's a huge amount of work 
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that needs to be done, like anybody who has qualified over the last number of years 
are very familiar with this. Anybody who's in the system and has been teaching for 20 
or 30 years do not want to know about it (FG9, ES25). 

If anything, the quality of in-service is something that teachers just give out about that. 
It's not done right, doesn't suit them at their time. They feel that they're being forced 
into do elective stuff on their on their Saturdays. They do want to do it, but they don't 
want to give up time with their kids or with their parents. So, in-service is actually a 
problem, not the mandatory ones, that are done in school because they know they 
have to do that but stuff they'd like to do, but they don't have the time to do it because 
of, you know, there's only so many hours in a week (FG5, ES1). 

However, within one focus group, one participant observed that “… there's possibly a 
difference between primary and post primary teachers, that there would be a huge uptake at 
primary in professional development, particularly the area of summer courses” (FG9, ES23). 
There was agreement among participants that opportunities for post-primary teachers to also 
accrue EPV (course) days could serve as an incentive: 

I feel it would be really good if there was something at post primary because 
sometimes it's very difficult to get post-primary teachers to come to events … But I 
would like EPV days for post primary, that would be great I think (FG9, ES24). 

 
Recognition of potential for better continuity moving forward 
Commentary suggested that going forward, stakeholders were more hopeful that the 
continuum of teacher education would be enhanced. There was a sense that the consistent 
use of language and structure across Céim, Droichead and Cosán would promote a smoother 
transition for NQTs than more established teachers in the school system:     

There is a common vocabulary maybe, that the students encounter, you know, when 
they’re trainee teachers moving into Droichead and then moving onto the Cosán 
framework that is useful for them… so I think for teachers who have gone through the 
process from initial teacher education and then moving on to Cosán versus maybe 
teachers like myself ...they're already familiar with that language… with the 
frameworks from initial teacher education, and it's easy (FG9, ES23). 

It was proposed that the creation of Oide as an overarching professional development 
support service would facilitate alignment and support the continuum: 

… now you're in, you have to undertake Droichead, and you undertake the Droichead 
induction via Oide…So I think there is a connectivity there that that perhaps wasn't 
there before where you're going from (FG8, ES19). 

It was considered that the successful implementation of the continuum of teacher education 
would facilitate teachers to experience the affordances of genuine collaborative practice: 
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Teaching can be a very lonely profession. You know, it's the teacher in the classroom 
with the children or young people in front of them and oftentimes it feels very isolated, 
and I think the work of Droichead and Cosán and the Teaching Council, you know, Oide, 
obviously with the support of the Department backing, has begun to make a shift in 
that to helping teachers to feel more involved as part of a community of educators, 
you know, as a community of practise where there are supports there (FG8, ES22). 

However, one focus group suggested that Cosán needs to be updated to take account of 
changes over time:  

It's 10 years old and I think there's a significant body of research around movements in 
education that that might actually mean. First of all, the substantive knowledge has grown 
somewhat around what constitutes teacher learning and how to go about that... You 
know, to what extent are voices from the research community and the teaching 
community and policymakers, to a degree being listened to in equal measure and being 
synthesised to actually reflect a contemporary policy that might be more fit for purpose 
and mutually understandable and recognisable to all parties (FG2, HEI8). 

 
Differing views on the formalisation of Cosán 
The issue of formalisation of Cosán was discussed in four focus groups. Many stakeholders 
explicitly supported the promotion of flexibility within Cosán:   

I think that the whole point of Cosán is that it's been developed with flexibility in mind 
and it's not really a case of responsiveness more than it's, it really is open to everyone 
there. You know that's the whole purpose of it. So, I think it's one of those kind of 
unique frameworks there (FG8, ES17). 

However, analysis revealed mixed views among stakeholders regarding whether Cosán should 
be mandatory. Stakeholders in one focus group reported apprehension given high levels of 
engagement presently: 

When you make them mandatory and if people are doing it just for the sake of having 
to do it, it's different than someone, we see hundreds of people coming here in the 
evening times and webinars and face to face things and getting involved in things at 
TL21 and doing masters and doing kind of research within their own schools. There's a 
huge amount happening and you don't want to discourage that (FG7, ES13). 

In contrast, stakeholders in another focus group, while acknowledging the potential pitfalls, 
presented various reasons for more formalisation: 

…we're providing so many opportunities, professional learning opportunities for 
teachers and our numbers are so small. you know, because the system isn't 
formalised.... While we don't want people to be turning up because they have to, 
again, there has to be some sort of way that teachers can be accountable for their own 
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professional learning. And that formality, you know, while you know, it's great that 
there's a flexibility … there has to be somewhere where it meets in the middle where 
you know it's part formal, part non formal and that would it will encourage teachers 
to engage with Cosán [Other participant nodding in agreement throughout] (FG9, 
ES25). 

There was a suggestion from one participant that ‘significant CPD’ (FG7, ES13) should be 
included as part of a teacher’s Teaching Council profile. Stakeholders in two focus groups 
spoke of the decline of the take up in master's programmes since the financial incentive was 
removed and recommended its reinstatement.  
 

4.2.2 NQTs’ strong foundational education with notable needs for support  
Finding 8: Across primary, post-primary, Irish-medium, and FET contexts, newly qualified 
teachers (NQTs) were generally viewed as emerging with strong foundational training. 
However, several areas for further development and systemic support were identified. 
 
Across sectors, NQTs enter the profession with strong pedagogical training and reflective 
capacity. However, persistent challenges exist in dealing with diversity, managing complex 
classrooms, navigating ICT, building resilience and professional confidence. Particular 
attention is given to sectoral specificities, especially Irish-medium and FET contexts, to ensure 
equity and relevance in teacher preparation pathways.  
 
Themes identified were teaching as a lifelong learning journey, teaching as a continuum, 
inclusive education, diversity and identity work; and the ‘Céim generation’, prepared in 
content and pedagogy, underprepared in soft skills and ICT-ready; the reality of school 
placement, working with SNAs and managing complexity and difficult behaviour, the need to 
support resilience and confidence and unique challenges in Irish-medium education. 
 
Teaching as a lifelong learning journey, teaching as a continuum 
Quite strongly across all the focus groups, NQTs are widely recognised as being on a 
professional continuum where teacher education (ITE) lays a strong foundation but is not 
expected to produce a “finished product”. Stakeholders emphasised the importance of 
developing reflective practitioners who continue learning and adapting throughout their 
careers (through Droichead and Cosán). There was a strong emphasis and agreement that the 
goal of ITE is not to produce fully formed teachers, but to lay strong foundations for a lifelong 
professional journey. Central to this, the idea of cultivating the mindset of the reflective 
practitioner, teachers who are open to continuous learning, responsive to change, and 
committed to evolving their practice over time, was discussed. 
 

They're prepared to teach as newly qualified teachers. But you know, there's a lifetime 
of learning ahead of them (FG1, HEI4). 
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We do a really good job with the foundations... what we do, we do well, the house will 
fall down otherwise (FG2, HEI12). 
 
It still is a continuing, a lifelong learning, self-regulated learning kind of journey for 
them (FG1, HEI1). 
 

Inclusive education, diversity and identity work; the ‘Céim generation’ 
Stakeholders highlighted the need for deeper preparation in areas related to diversity and 
identity. NQTs struggle not only with celebrating diversity but also with managing identity 
difference, responding to classroom conflict, and building confidence in navigating sensitive 
conversations. There is cautious optimism that newer graduates, who experienced the Céim 
standards, may be more adaptive to inclusive education demands due to its emphasis during 
ITE.  
 

Not just celebrating diversity... but really making sure that people feel like they belong 
(FG6, ES8). 
 
Taking anti-racist approaches and challenging gender-based stereotypes (FG6, ES8). 
 
Student teachers... are so afraid to say anything that will offend people, with the result 
that they oftentimes say nothing (FG6, ES8). 
 
Dealing with identity, difference, diversity is a real area of need... not just for today’s 
classrooms, but to enhance diversity in the profession as well (FG6, ES8). 
 
Recent graduates coming out under Céim... might be a little bit more adaptive (FG8, 
ES16). 

 
Prepared in content and pedagogy, underprepared in soft skills and ICT-ready: the reality 
of school placement 
 
Overall, while NQTs are seen as confident and capable in terms of subject knowledge and 
teaching methodologies, there is a notable gap in their readiness for the interpersonal and 
relational demands of the profession.  Specifically, interactions with parents and collaboration 
with SNAs are frequently cited as areas where on-the-job experience, rather than ITE, fills the 
gap. Some participants questioned the depth and realism of school placement experiences, 
noting that some student teachers are shielded from the full complexity of teaching due to 
scheduling conflicts or protective practices by schools. 
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I think they’re very prepared in content and pedagogy... it’s the softer skills... 
interactions with parents... what happens with an SNA (FG7, ES13). 
  
They’re very confident in what they’re teaching... but again it’s that support around 
parent-teacher meetings... or working with an SNA... skills you can only learn on the 
job (FG7, ES13). 
 
They were very slow to get involved in stuff like Excel, PowerPoint... very nervous about 
doing that (FG5, ES6). 
 
Do student teachers really get the true real experience when they go out on 
placement?... Sometimes it’s a little bit artificial (FG9, ES25). 

 
Working with SNAs and managing complexity and difficult behaviour 
Stakeholders pointed to challenges NQTs face in managing additional adults in the room, 
particularly SNAs, and handling student behavioural issues. The agreed that the lack of 
preparation in these areas can negatively impact their confidence and retention. 
 

In some of our classes we would have 5–6 SNAs. So... that’s two jobs. I have to prepare 
the work for my students [and] for my SNA (FG6, ES5). 
 
Numerous colleagues have left the profession for that one reason, management of 
other adults in the room and not having the skill set or capacity (FG6, ES5).  
 
 

The need to support resilience and confidence 
While pedagogically prepared, participants raised concerns about NQTs’ personal readiness 
to cope with workload, complexity, and the emotional demands of the profession. Building 
confidence and resilience was viewed as essential to sustaining effective practice and 
adapting to evolving school environments. 
 

There seems to be a drop in resilience levels... and being able to cope with high levels 
of workload and conflicting demands (FG1, HEI1). 
 
 I think in terms of their own competence and confidence, they're not prepared (FG1, 
HEI3). 
 
The resilience of our newly qualified teachers isn't what it used to be (FG5, ES5). 
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Unique challenges in Irish-medium education 
Stakeholders from Irish-medium settings highlighted specific challenges, including 
inadequate resources to support students with special educational needs in Irish, high stress 
levels, large class sizes, and lack of sector recognition. The pandemic further limited authentic 
teaching experiences, and wellbeing supports were noted as insufficient. 
 

More than half of the children may have diagnosed needs... they're not equipped to 
deal with that (FG9, ES23). 
 
Everyone is playing catch-up... this is the first year the NCSE appointed a dedicated 
person for Irish-medium education (FG9, ES24). 
 
They felt they were completely unequipped to deal with the stresses... and had to build 
resilience only through experience (FG9, ES26). 

 

4.3 Teacher supply and retention 

4.3.1 Teaching remains an attractive profession in Ireland … but… 
Finding 9: Despite some differences of opinion, teaching was generally viewed as an attractive 
profession. This perception was supported by references to ITE application numbers and the 
view that teacher pay and qualifications in Ireland compare favourably with many other 
countries. 
 
However, several challenges to teacher supply and retention were raised across the focus 
groups. Emerging themes that participants believe can impact teacher supply and retention 
included: public perception, cost of living, teacher contracts, teacher workload, school culture 
and leadership.  
 
Public perception 
Several participants noted public perception as something that can impact teacher supply and 
retention. Many felt that teaching was an attractive profession for which in general there was 
a positive public perception. 
 

I think in terms of the attractiveness of teaching, I think it's an attractive job (FG6, ES8). 
 
I think the profession remains very attractive because people don't enter into it with 
anything but a passion (FG15, ES33).   
 

Participants noted strong applications for initial teacher education programmes as evidence 
of the attractiveness of the profession. 
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Just to say, I think that the figures speak for themselves. The numbers applying to do 
the PME and applying for primary teaching are very, very strong. So obviously the 
profession is an attractive profession (FG5, ES3). 
 
We are attracting some of the best academically bright graduates ... into teaching 
(FG13, ES20). 
 
Overall internationally, the academic quality that we have coming into teaching is still 
very high, relatively high to other countries (FG1, HEI4). 
 
There's no problem filling spaces on ITE programmes, so probably that's the first thing 
we should probably acknowledge (FG7, ES13). 
 

It was also felt that students were motivated to undertake initial teacher education 
programmes as a result of their desire to work with young people, which was seen as a 
positive. 
 

I do see that we are still attracting a high percentage of students who come into 
teaching for the right reasons around, you know, wanting to work with young people. 
And you know we've hugely creative, positive young people, young and older people 
who have made a conscious decision and made a commitment to come back at 
significant cost to themselves (FG2, HEI5).   

 
However, others felt that teaching was not an attractive profession, noting that at times 
public perception and the media may negatively impact teacher supply and retention: 
 

I don't think teachers find young teachers or find that teaching is that attractive, and 
also maybe sometimes they're met with an attitude from parents and media that they 
have it easy, when we all well, anybody who works in education knows the workload, 
it, you know, it's very heavy... (FG13, ES20). 
 
...it's a sense that society as mediated by the media doesn't understand actually, what 
goes on behind [the] closed door of the school gate... for all their amazingness and 
their education and their professional learning, teachers are the worst people in the 
world to be able to articulate their experiences (FG15, ES33).  
 
Equally I think though if I was a teacher or if I was someone considering teaching now, 
looking at the way teachers are treated in the media generally, it is extremely negative. 
I think there's a very poor perception of the profession that exists there now. Like if you 
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look at any media report online or any newspaper, teacher bashing just consistently 
occurs (FG6, ES11). 
 
The lack of opportunities for people to progress, you know, or feel intrinsic motivation, 
you know, to feel that they are valued, to feel that what they do is important. And I 
think that's both a school level, a leadership issue and a society issue (FG7, ES15).   

 
One participant noted that the removal of an allowance for teachers who teach through the 
medium of Irish could lead the public to perceive that perhaps this language is not as valued 
as it once was. 
 

And I suppose we've been, us and others, have been lobbying for a while for the return 
of the allowance that did exist for teachers that teach through the medium of Irish. 
And while it wasn't by any means a large amount of money, ... it was a symbol. It was. 
It was a sign that they were appreciated and valued. And I think in the absence of that, 
I think it's definitely less attractive. ... And the narrative is out there as well about that, 
you know (FG19, ES19). 

 
In one of the focus groups, there was seen to be a difference in the relative attractiveness of 
primary and post-primary teaching with consequences for the quality of students. One 
participant teaching in post-primary ITE noted that their programme application numbers 
have recently dropped, which was seen to have a negative impact on the overall calibre of 
student intake. 
 

Our numbers are falling, applications are falling, and when applications fall, the quality 
falls…. we're not choosing the highest academic quality now whereas previously 50% 
of applicants wouldn't get a place in our programmes. Now we're almost there 
harvesting or hoovering in anybody who applies…. The highest achieving candidates 
are not going into teaching ….. So it's the opportunities, there's way more opportunities 
when an economy is doing well and yeah, we're seeing that now, but we've seen that 
before. We've you know we've seen it in history that it is cyclical and hopefully it'll 
come back sooner rather than rather than later (FG1, HEI2). 

 
Cost of living 
Many participants raised the current cost of living as a significant barrier to teacher supply 
and retention. 
 

The cost of living in in certain parts of the country, especially Dublin, it's impacting a 
huge way on the attractiveness of the profession in the city (FG9, ES18).   
 
Are we paying our teachers enough? Can they afford to live today? (FG1, HEI3). 
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It's an attractive profession. I think the difficulty is finding the right job in the right 
place. I suppose there's plenty of opportunities on the East Coast, Dublin, Kildare, 
Meath, but it's the cost of living there that's keeping people out of those counties (FG7, 
ES13).  
 
Then the cost of living. Now we've come a long way, you know, it's hard to believe 10 
years ago they were earning only 20 something thousand. Now we're you know, by the 
end of this pay deal the starting salary will be 50,000. But it's still not, doesn't seem to 
be attracting them (FG5, ES1). 
 
If you're paying more or less all of your salary to live in a house nearby or not able to 
buy a house, you're just not going to take that position (FG5, ES5). 
 
High academic achieving students who are thinking logically about their future they're 
not necessarily going to head towards [a] profession where they won't be able to get 
a job or they won't be able to afford housing or they won't be able to start a family 
(FG1, HEI4). 

 
Linked to the cost of living was the cost of studying to become a teacher, including the 
expenses associated with school placement and student accommodation. Some participants 
noted the duration and associated costs of studying to become a teacher, particularly for 
those going through the PME route, which requires two years postgraduate study after 
completion of a four-year undergraduate degree in most cases: 
 

So, if you take the cost of becoming a teacher, that that is part of the recruitment issue 
and recovering the costs. So like we did a survey - 78% do not believe they could 
become a teacher today, it's so expensive (FG1, ES1). 
 
We have to remember as well that the two-year commitment at PME level is after a 
four-year commitment usually at undergraduate level. So, it used to be three and one 
and now it's four and two. So, it is I think that ... has a serious impact on recruitment 
to post-graduate ITE programmes (FG1, HEI2). 

 
One participant highlighted the cost and lack of availability of accommodation as not only a 
particular barrier to student recruitment, but also to the delivery of initial teacher education 
programmes. 
 

Accommodation is a huge factor for our students, and they are, I suppose, they're also 
thinking well, can I commute? Is my college within drivable distance because they're 
more or less resigned to the fact that they're not going to be able to secure 
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accommodation, and then that puts pressure on us in terms of the delivery, the 
programme delivery model (FG1, HEI1). 

 
Participants also noted potential retention issues in areas such as Dublin where the cost of 
living was deemed to be higher. 
 

Teacher retention in Dublin is a huge issue, less so again in down the country.... What 
I'm hearing is they come and stay [in Dublin] until they want to buy a house or until 
they want to have children and they don't want to raise their children in Dublin. So they 
look to move down as a result of that. What I'm hearing from principals down the 
country is the calibre of candidate that they're getting applying for teaching is 
exceptionally high. People who have AP ones and AP twos applying for just teaching 
positions (FG13, ES20). 

 
Teacher contracts 
Several participants raised concerns around teacher contracts, which at times it was felt could 
negatively impact teacher supply and retention. In particular, timely access to permanent 
contracts was seen as an important consideration. 
 

We talk about teacher shortage in the school system and I think that's actually not 
entirely accurate. Because, you know, there are a lot of teaching jobs there, but some 
of them are for precarious contracts in a very small number of hours which are not 
feasible for people to work and, you know, we talk about cover, you know, for teachers 
who are missing. Who wants to end up working precarious contracts which don't allow 
you to have a reasonable standard of living? And I think we need to address that as 
well. So once they get through the two year programme, then we need to give them 
secure employment contracts that will keep them in the system to make it attractive 
to stay there (FG2, HEI5). 
 
But then our teachers, they are recognised as being very, very good. So they can be 
offered permanent jobs in Australia (FG5, ES1). 

 
One participant raised concerns around contracts of employment within the Irish-medium 
context and the barriers this places on teacher recruitment and retention.  
 

Focusing on the Irish-medium context and an awful lot of our schools are quite small 
schools in the Irish-medium space, you know, I'm thinking of, you know, our five island 
schools, for example, where you know, if we're talking about recruitment and retention 
of teachers, very often those teachers can't be offered contracts on full hours or they're 
offered, you know, half hours or even less than that. And that is not attractive to a 
young person, you know. And again, that's something that could lure them away from 
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the Irish-medium space and into the English-medium space where they will get a 
contract for 22 hours (FG9, ES17). 
 
I would see and the principals would have commented that they see a challenge with 
attracting teachers to Irish-medium schools particularly given contracts, limited hours, 
the competition of the English-medium school down the road, you know, where they're 
not going to have to spend time translating resources, they're not going to have to 
spend time upskilling their Gaeilge (FG9, ES17). 

 
Participants also noted better working conditions in other jurisdictions as an attraction away 
from teaching in Ireland. 
 

And even if the best job in the most lovely school was offered to them in a permanent 
contract, they still wouldn't take it because they're saying no, this is just my time to 
travel. And I suppose maybe acknowledging that, but then ensuring that we have 
things in place to ensure that they do come back because right now it's difficult for 
people to come back because there's such better conditions ... better working 
conditions overseas (FG5, ES5). 
 

The lack of opportunity for promotion and career progression within the teaching profession 
in Ireland was also raised by participants as a potential barrier. 
 

There's limited opportunities for actual going into leadership and management 
positions… There's very little upward mobility in the profession as well, and that may 
impact on people staying in the profession when they realise that it is limited (FG6, 
ES11). 
 
It's very difficult when you're slogging away in you know the West, the West Coast of 
Ireland, in the rain and your friends are in Dubai and you're reading about them 
getting, you know, middle management posts after being two or three years out (FG2, 
HEI10). 

 
Teacher workload 
The increased workload associated with the teaching profession was raised as an area of 
concern for many. For some the increased workload was linked to an increased accountability 
and performativity culture creeping in, noting that  
 

It's that treadmill of performativity (FG1, HEI3). 
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What is making teaching unattractive for teachers is the workload…And it's not just 
the workload….It's about the fact they are continually having to innovate in response 
to policy dynamics (FG15, ES33).   
 
So the whole idea of workload and work intensification is definitely making the 
profession less attractive. You then have the whole add on to that... I certainly think 
believe that the workload issue and the work intensification issue in schools is 
becoming a bigger and bigger problem and it's one of the things we see (FG5, ES1). 
 
So until we really cut down and really look at the workload that's been put upon our 
principals, we're going to fall into the trap (FG6, ES9). 
 

One participant felt that perhaps other jurisdictions might have better working conditions and 
supportive workloads. 
 

You've watched teachers on teacher talk or whatever and they say we're in Australia 
and we've got time to plan and they love that, they value it and it's a time to be with 
their colleagues and to work together (FG9, ES20). 
 

However, another participant disagreed with this: 
 

Sorry for cutting across, the teachers have time for planning... Sorry, it is. It is featured 
in the contract. You have 22 hours... We have Croke Park hours and we have for in 
secondary school we have professional time. If that's 22 hours in a year plus another 
33, that's 55 hours in a year for that the teachers are paid for (FG9, ES18). 

 
School culture and leadership 
Both school culture and leadership were highlighted by participants as areas that can impact 
the recruitment and particularly the retention of teachers, either positively or negatively 
depending on the circumstances. School culture was seen as essential to making teachers feel 
welcome in a school environment, especially during those first few years after joining. 
 

Your sense of belonging has a massive impact in where you see yourself and if you're 
really happy in a school, like I know teachers who I used to teach alongside in Dublin, 
who delayed their move back to the country by two or three years because they were 
so happy in the place that they were teaching,… And that comes from obviously an 
overall school culture is very important, but having those critical people in your first 
year or two of teaching is just huge (FG6, ES7). 
 

If a school culture is not open and welcoming to all, this was noted as a potential barrier to 
teacher recruitment and retention. 
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I think we all would pretty much agree that it's probably quite middle class, Irish, 
predominantly female. ... There are barriers, and it's probably school culture and 
they're very hard to shift (FG7, ES13).   
 

Leadership within school settings was seen as essential for driving culture, in supporting 
teacher motivation, in prompting teacher value and worth in the profession. 
 

Can I just mention there? I think if I was to give an answer to that, a school level factor 
is leadership. Leadership is key, if you like. I know from experience some students [say] 
I want to go to this school. The principal is lovely. The deputy principal is lovely. They 
really helped me. They're interested. So leadership like, leadership is or sorry, inclusion 
is a culture. So in terms of being in a school, again, from an inclusion lens, it depends 
on the leadership, all right and it will be, we're very small in Ireland. We all know each 
other in the primary school sector. I don't know about post primary, but it's one of the 
enablers to attract teachers and for teacher retention it is leadership definitely (FG1, 
HEI3). 
 
The leadership is crucial in that because if they don't make you feel valued and 
important in the system, it causes an awful lot of conflict (FG7, ES15).   
 

Participants also acknowledged the enormity of the principal role and the fact that principals 
need further support if they are to successfully fulfil their role. 
 

Our principals are in dire need of support and I think if we see that support we will see 
a plateauing of retention and a possible upspike again in retention of teachers in our 
schools because they'll have time to build the culture, they'll have time to engage with 
their teachers and engage with them in a meaningful way (FG6, ES9). 

 

4.3.2 Other noteworthy issues: teacher burnout, Irish language requirements 
and the resourcing of teaching 

Finding 10: Less frequently raised in some focus groups, but still notable, were concerns 
around teacher burnout, Irish language requirements, and the resourcing of teaching—issues 
that were often context-specific. 
 
Teacher burnout 
The challenge of teacher burnout and the need to support teacher wellbeing was raised by a 
number of participants. Concerns were raised around the demands of the teaching ‘job’ and 
how this can lead to teacher burnout.  
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We're foisting an extremely difficult job on them that is resulting in massive burnout 
and then they will just leave the school, if not leave the profession (FG6, ES11). 
 

Participants argued for greater support for teacher wellbeing to combat potential teacher 
burnout and to promote longevity in the profession. 
 

...it's clear that there is a lot of burnout among teachers. And I think that, you know, 
obviously has an impact on retention and levels of satisfaction. So I do really believe 
that we need to, you know, formalise more support, more mental health resilience, 
support for teachers  (FG9, ES19).  
 
Teachers should be mandated to try and mind themselves better, and I think we'd get 
longevity in roles, better longevity than we have now, particularly in schools where 
there are more challenging circumstances (FG2, HEI12).  

 
Irish language requirements 
The Irish language requirement was seen by some as a barrier to recruitment in the primary 
school sector. 
 

 Irish can be a huge barrier for say, even any teacher who's registering with the 
Teaching Council who if they've qualified abroad and it's the Irish language 
requirements that can be kind of a turn off. Even going out to the career fairs where 
we were trying to recruit people from different sectors and different backgrounds, it 
can be a huge thing, that  they might be the best teacher in the world but the Gaeilge 
is obviously a barrier (FG7, ES14).  
 
We put a barrier like Irish in place. So for some who might have an exemption from 
Irish for a variety of reasons, they're immediately precluded from going into the 
profession., They have to find other routes, they go outside of the country, they go to 
the UK, the North and so on to get a primary school teacher education (FG2, HEI12).  
 
...graduates who have qualified overseas, they're coming to Ireland. They never 
studied in the Irish language. They don't have that qualification. But it is a requirement 
with the Teaching Council to have met that condition (FG6, ES7). 

 
Participants advocated for targeted courses to support teachers who may not meet the Irish 
language requirement for registration to help enhance teacher recruitment and supply in 
Ireland. 
 

I think we need to set up particular courses that are specific to the Irish language that 
they need for teaching... targeted specifically at teachers that qualified outside of 
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Ireland but wish to teach in Irish schools with that language that they need for teaching 
because yes, you can learn Irish in all sorts of different courses. But the Irish you need 
for the classroom is different than the Irish that maybe you need just in general (FG9, 
ES16). 

 
The resourcing of teaching 
Adequately supporting and resourcing teaching as a profession was seen as an important 
factor in promoting teacher supply and retention, particularly in Irish-medium ITE and 
schools. 
 

In attracting anyone to the teaching profession, that's one thing. But you know, putting 
the supports in place at initial teacher education stage, you know, to support people 
with the language that is the only way that we are actually going to, you know, 
broaden the range of people who want to actually come and teach in an Irish-medium 
setting (FG9, ES17). 
 

Participants noted that teachers in Irish-medium settings often dedicate additional time 
developing resources for their classes due to a limited availability of publicly accessible 
materials. Advancement in the provision of resources specific to Irish-medium settings was 
seen by some as an opportunity to help advance teacher supply and retention in this context. 
 

There will always be a shortfall in terms of, you know, what's available to teachers in 
English-medium schools and what's available to teachers in Irish-medium schools. For 
example, with senior cycle reform there's a pause on putting out resources through 
Gaeilge until, let's say the first cohort has gone through with the English resource to 
see did they work well for teachers Were teachers happy with them? And then at that 
point, they'll get translated so there's always that kind of catch-up period (FG9, ES17). 
 
,...even with new senior cycle when they talk about new books being available in 
biology, we only might get a chance to translate one, the budget isn't there (FG13, 
ES20). 

 

4.3.3 Teacher supply and teacher diversity: Teaching is not a diverse profession 
Finding 11: There was broad consensus among teacher educators and stakeholders that the 
teaching profession in Ireland lacks diversity in terms of ethnic, cultural, and social class 
backgrounds, resulting in a noticeable mismatch between the teacher workforce and the 
student population. 
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We're still seeing white Irish coming through in the vast, vast majority of applicants. 
And so we're not seeing the diversity we're talking to them about in teacher education 
that they're seeing in the schools they've come from (FG2, HEI6). 

 
Individuals with disabilities were noted by some focus group participants from HEIs and 
education stakeholder groups as being underrepresented in the teaching profession, with 
participants emphasising the importance of neurodiversity in the profession. Challenges 
included rigid expectations of what defines a "good teacher," which negatively affects 
neurodivergent individuals. Additionally, the impact of exemptions from Irish on entry 
eligibility for many of these students in Initial Teacher Education (ITE) was highlighted as a 
significant barrier. 
 

It's really difficult for them [neurodiverse student teachers] because of the inflexibility 
of the school culture and the expectations of the beginning teacher to be a particular 
way, like there's a real performativity, an expected performativity ... from a lot of 
school leaders that you should be a certain way. You should be really social. You should 
be really proactive. You should be dynamic. You should be making eye contact. You 
know, you should be seeking out leaders for chats. ... There's a real schema around 
what a beginning teacher at second level should look like. And I think that's really, 
really challenging for our more diverse students (FG1, HEI1). 
 
We do have many and a growing number of neurodivergent children, but you know 
that's not been modelled by their teachers. But unfortunately the way the system is at 
the moment, and in particular the way the system of exemptions from the study of 
Irish has gone out of control altogether. We are giving a very clear message to young 
people that if you are neurodivergent, the Irish language isn't really for you, so you 
should just secure yourself an exemption and have an easier life (FG9, ES19). 

 
The lack of diversity was attributed to a number of factors, namely, ITE entry requirements, 
the denominational structure of primary schools, teacher registration procedures and school 
culture. The high points requirements for course entry and the requirement to have Irish for 
primary ITE courses were seen as limiting access to those who had done well in the 
educational system, usually from middle-class backgrounds.  
 

If you look at the number of people now coming into teaching who have got into a 
lower points degree because academically they couldn't meet the higher points. So 
they might do an Arts degree of sorts in a technological university and then they go in 
and do the PME and some of them are turning out to be our best teachers because 
they have a focus on, a priority on relationships. They actually have struggled a little 
bit themselves in school so they understand (FG13, ES20).  
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We put a barrier like Irish in place. So for some who might have an exemption from 
Irish for a variety of reasons, they're immediately precluded from going into the 
profession, they have to find other routes (FG2, HEI12). 

 
The continued predominance of Catholic schools at the primary level was viewed as a barrier 
for individuals from minority faith backgrounds or those with no religious affiliation seeking 
to enter the profession.  
 

It's a huge challenge for people who maybe are attracted to teaching but do not wish 
to teach in a denominational school and this is more of an issue, at primary level, of 
course, but you know, there are many people who would feel like there's a small pool 
of schools that they could teach in and that are aligned to their personal values (FG5, 
ES5). 
 
The need to have a certificate in, in religious education to teach in a Catholic school 
that is potentially a barrier as well for a whole cohort of teachers. It's something that 
possibly again could be looked at (FG7, ES14). 

 
The lengthy and complex processes involved in registering as teachers, along with language 
barriers, were perceived as obstacles to access for migrant teachers. 

There are a huge number of migrants in the country who are qualified teachers who, 
you know, could teach in our schools but there are so many barriers that they have to 
overcome to be able to teach in that school through just everything from red tape and 
paperwork to language (FG5, ES5). 
 

As mentioned earlier, school culture was also seen as a pressure for student teachers to self-
present in a way that is consistent with the status quo and thus to mask their diversity.  
 

We say to them “you need to be aware you're going into a conservative profession”. 
We talk about it in terms of dress, in terms of behaviours within a school and in many 
ways, we socialise something that's already fully embedded (FG2, HEI12). 
 
I'll give you one quote from a teacher... And she said to me, “I won't tell them [teachers 
in the school] I'm a Traveller because I want to make friends” (FG1, HEI3). 
 
We've also an issue with acceptance of people from minority communities as teachers, 
not just of [teaching] subjects in Irish, but also teaching subjects through English, 
where the teacher, the accent might be different, the teacher might look different, the 
teacher is not from the community maybe that the school is based in and some of these 
teachers are really struggling to be accepted by the general school community  (FG9, 
ES18). 
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There's such a dominance of homo-sociability in the profession of middle-class white 
Irish people that you kind of don't speak to your diversity because it might be seen as 
something in an interview where there's white Irish people on the panel that you might 
get rejected (FG2, HEI7). 

 
Fewer participants spoke about the consequences of lack of diversity for school students. 
However, those that did highlighted the consequences for inclusion in the classroom as well 
as the reproduction of the status quo because of a lack of role models for certain groups of 
school students.  
 

A lot of the people in the system say “the system worked for me, it's very fair” and it's 
a major problem. But I found that the biggest resistance actually was in primary 
teachers, because they're even more middle class, more high achieving and very little 
understanding that there are certain people that it doesn't and that are not catered 
for or comprehended in the system (FG13, ES20). 
 
Well, I've never seen anybody like me teaching, so why would I consider myself as a 
teacher? (FG6, ES7). 

 
Suggestions for improving diversity included broadening the pathways into ITE and actively 
recruiting less represented groups. 
 

...creating videos of teachers from diverse backgrounds to try and entice children from 
those backgrounds to join the teaching profession (FG9, ES16). 
 

Costs, particularly around school placement, were seen as a particular barrier for students 
from more socio-economically disadvantaged backgrounds, with the need to provide financial 
support. 
 

We have to support them with some sort of financial aid at the placement time (FG2, 
HEI12). 

 
Other suggestions related to HEIs being more supportive to student teachers from 
underrepresented groups. 
 

I think it's highly unethical for us to constantly be thinking ... we appreciate diversity 
and we support diversity and then we don't necessarily actually have the backup to 
support that diversity. And so it is something that we need to look at. So UDL within 
the ITE and beyond into the primary and secondary education systems (FG1, HEI4). 
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The importance of teacher educators reflecting on their own prejudice was highlighted to 
signal to student teachers that: 
 

we have respect and understanding (FG1, HEI3).  
 
One participant emphasised the significance of exploring various dimensions of diversity and 
tackling the specific challenges faced by different groups, rather than using a blanket 
approach. 
 

In order to increase diversity amongst all of those groups, you have to recognise that 
... there's different barriers for each of those groups and each of those different 
barriers will need to be identified and addressed (FG6, ES10). 

 

4.4 Further Education and Training  

4.4.1 A complex landscape distinct from primary and post-primary with some 
opportunities and many challenges 

Finding 12: The research findings from focus groups with FET sector stakeholders and HEI 
providers reveal a complex landscape of opportunities and challenges within the FET sector 
in Ireland, making it distinct from the primary and post-primary sectors. 
 
Findings from focus groups with Further Education and Training (FET) sector stakeholders and 
Higher Education Institution (HEI) providers of FET programmes are presented separately to 
the findings from primary and post-primary focus groups due to significantly different 
structures. Findings are presented in relation to key themes generated from discussions and 
include FET qualification pathways; FET teacher professional identity and parity of esteem; 
recruitment and retention in the FET sector; CPD opportunities; and diversity and 
inclusion. The term ‘teacher’ is used in the context of FET to refer to instructor, practitioner, 
coordinator, educator, tutor, or resource.   
  
FET Qualification Pathways   
The qualification pathways for FET practitioners were described by participants as diverse, 
reflecting the broad range of services, programmes and providers within the sector, including 
Post Leaving Certificate (PLC) programmes, Youthreach, apprenticeships, community and 
adult education. While some challenges resulting from diversity are outlined in the remainder 
of the section, having staff from a variety of backgrounds was seen positively, as providing 
access to ‘a wealth of learning’ (FG12, ES24). The diversity of provision and staffing also means 
that the terms used to describe staff differ:  
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The word FET practitioners, and I'm really reluctant to call them that because they 
have a great difficulty in being referred to as tutors or practitioners, and yet the 
division between the word ”teacher” and ”tutor” and ”practitioner” is based on 
qualifications and it's normally driven by the conversation around the teacher and then 
the others (FG12, ES29).  

 
This participant further suggested that a hierarchy of titles exists for FET teachers, and 
explained:  

 
There is a historical belief that ... if you haven't put two years in or four years in, or if 
you haven't put that effort in and that you haven't followed the process that's there to 
be a qualified teacher, then you aren't really fit to be called a teacher (FG12, ES29). 

 
In the discussion regarding the qualification pathways for FET teachers, participants stressed 
the relatively recent growth of formal ITE qualifications within certain areas of the FET sector. 
This growth followed the implementation of Further Education: General and Programme 
Requirements for the Accreditation of Teacher Education Qualifications (The Teaching Council 
2011), informally referred to as the ‘Purple Document’. There was also emphasis on the need 
for Teaching Council registration, particularly for individuals who were granted Teaching 
Council registration without completing initial teacher education. Implications of the mix of 
formal and informal routes were discussed.   
 
Formal ITE provision for FET  
Participants reported that the numbers undertaking formal FET ITE are increasing, although 
one HEI provider mentioned that two HEIs would be pausing their formal FET programmes. 
Participants suggested that Teaching Council registration requirements, and a desire for 
professional development are motivators to engage with formal FET ITE, as illustrated by two 
HEI representatives:   

 
A lot of the experienced practitioners who have in many cases been teaching for 
years… come into the ITE programmes to tick the box of Teaching Council registration 
(FG10, HEI24).  
 
Lots of them are doing it because they have provisional registration with the Council 
and … they must achieve a qualification within three years (FG11, HEI27).  

 
Others spoke of the desire for professional recognition, which they perceived came with a 
formal FET qualification, which developed andragogy skills in preparation for FET teaching:  

 
…we've certainly seen a wish for, I suppose … more professionalisation in terms of the 
teaching profession (FG11, ES28).  
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The impression I'm getting is that ... new teachers coming in, who've done ...  the PME 
[FET TEQ], that it's been very effective in, I suppose, informing those teachers of what 
the role [is]. Because heretofore all you needed was a degree to register as a FET 
teacher. So you were coming in with a degree level of expertise in your own subject 
area. But you're relying on your life experience and your personality to teach. So what 
I'm hearing from the FET principals is that this FET PME is having a significant impact 
on the quality of what's going on in their classrooms (FG13, ES30).  

 
Another HEI participant raised the impact that formal ITE provision can have on FET 
practitioners’ professional identity:  

 
If you look at outside of the primary, post primary and on into further ed. and into early 
years, there's pressure on both of those sectors to bring in those conceptual 
underpinnings and understanding. And actually, it's an important contribution to the 
identity of educators, practitioners, resource workers. They're working in those spaces 
that they begin to see themselves, not say on a par because you're not in that space, 
but of having that capacity to engage at that other level. But it can be, and I certainly 
know the initial couple of years on our programme, it was one of those areas that was 
really kind of tense (FG10, HEI26).  

 

4.4.2 Teaching Council registration and its implications 
Teaching Council registration for sectoral experts was mentioned by several participants as a 
challenge. They described a lack of alignment between the requirements for many teaching 
posts and the needs of colleges and learners. Teaching Council registration requirements do 
not require FET teachers to have a degree in a particular specialist field. Colleges can employ 
sectoral experts who do not have teaching qualifications but only on a short-term basis, which 
leads to considerable turnover.   

 
There is a demand for sectoral experts. So they don't align with the traditional teaching 
routes or qualifications. So if you're doing a FET programme on auctioneering, there is 
no degree in auctioneering to get Teaching Council registration for auctioneering, you 
need somebody who potentially has worked in the sector for a period of time, but they 
may or may not qualify for Teaching Council registration, but they're eminently 
qualified to deliver a programme in a FET college so it's a major problem for them (FG 
13, ES30).  

Similarly, another education stakeholder shared the perspective that, particularly for 
vocational programmes, sector-specific expertise and skills outweigh formal qualifications. 
However, ES29 noted that practitioners often feel undervalued in comparison to teachers, 
despite their extensive experience: 



  
     Teachers’ Professional Journeys: The First Decade, Report 3 

 
76  

 

The lovely part, though, is that if you're going to be teaching something about stone 
masonry, for example, and you're going to be teaching that apprenticeship and you're 
needed for that period, it'll be less about all of your qualifications and more about your 
expertise and your experience and your ability to show that you're qualified to teach 
that particular subject, which is much more of a practical nature (FG12, ES29). 
 

Another participant, a HEI provider, indicated that the profile of applicants to FET teaching 
programmes is changing, in that it is attracting those who do not necessarily bring sectoral 
expertise to their teaching, but who subsequently attract credibility by having the 
qualification and Teaching Council registration:   
 

The profile has shifted somewhat. We're tending to attract a younger, sorry, somebody 
with less post-qualification experience, post-undergrad experience…. business, for 
example, we'd like to see that they have experience from industry, from the 
commercial side of things. So that they can have the credibility and they can have the 
war stories…, as we say (FG11, HEI27).  

 
The Teaching Council registration criteria for FET teachers (Route 3 registration) includes a 
level 8-degree qualification and completion of a recognised teacher education qualification 
(TEQ). Participants discussed the flexibility of Teaching Council registration through Route 3 
as a ‘double-edged sword’ (FG10, HEI25), signifying that sectoral experts appear to lack 
adequate support during their transition into teaching:   

 
Interviewer: And for the sectoral experts, I mean, someone could come in and they 
could be the best in their fields, but are they given support to actually be the best at 
teaching in that field or is there an induction process?    
ES30: “No” is the simple answer, no they will have some sort of an induction process 
but because it's hamstrung by the post-primary teaching contract. Teaching is an 
isolated job so they would get a little bit of support, little bit of instruction and then off 
you go. And those who are reflective may ask for a bit of help. Those that aren't 
reflective may struggle (FG13, ES30).  

 

Several participants, including representatives from higher education institutions and 
education stakeholders, expressed confusion regarding the Teaching Council registration 
process. They noted that the lack of clarity surrounding this process led to feelings of 
apprehension. 
 

So, I think the Teaching Council stuff has caused a lot of fear over the last two decades. 
Really it was very unclear who needed it [TEC]. It was very unclear what was required. 
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There was a lot of misinformation and that was coming from both the Teaching Council 
and from management within the VECs and then ETBs and then among their 
practitioners themselves, a lot of misinformation. So, people, you know, going back to 
do courses that didn't actually need it. People fighting for Teaching Council numbers 
that didn't need it, then people losing their jobs because they didn't have one (FG14, 
HEI30). 
 
 

Teaching Council responsiveness to change  

There was a perception from some participants that the Teaching Council is somewhat 
misaligned with the ethos and diversity of FET. While many acknowledged that the challenges 
facing the FET sector are systemically broader than its alignment or otherwise with the 
Teaching Council, several participants highlighted a mismatch between the requirements for 
registration and the skills and methodologies needed for working with adult learners. This 
view was articulated by one HEI participant who originally qualified as a post-primary teacher, 
but who has spent the past 30 years coordinating various FET programmes, such as 
horticulture for adults with mental health needs.  

So, you get people who get [for example] my degree with History and English,  
you know, I haven't taught that, you know, for 30 years, but if I registered, that will be 
on my mind. But I could be teaching something completely different. So, the Teaching 
Council notion of what is the knowledge of an adult educator is very different to what 
the knowledge is, which is very curricular defined or subject defined for a post-primary 
school teacher, I think (FG14, HEI28). 

A quote from one HEI participant in the largest FET focus group (FG14) is reflective of the 
sentiments shared by the five other participants in the group:   

 
I feel it [the Teaching Council] really isn't the right avenue for us, shall we say for FET, 
because they don't understand FET at all. They don't understand who the people are, 
... for instance, I'm registered with the Teaching Council for 10 years and the subjects 
I did my degree in, I've never taught those subjects. That's not how the sector 
works……. And we also get no benefits for it. I pay my registration fee, but I have no 
voice and I've no CPD and I've no anything. You know, … I think there's a problem there 
with that. That they're just maybe not the right organisation. (FG14, HEI31). 

 

This participant went on to suggest that  

… it would be great if there was an organisation that could create those pathways for 
us and that understood and respected the sector and came from the sector rather than 
having people who don't really understand that (FG14, HEI31). 

 
Strong concerns around the need for Teaching Council guidelines for ITE providers in the FET 
sector to be reviewed and revised was raised by several focus group participants:  
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I think one of the big issues is time, and the time it takes for change to happen and so you 
know, all of the current ITE programmes for FET were developed on that initial purple 
document... it was still built on the purple document. But the world has moved on to a 
huge extent since the 2011 purple document. You know, so the extent of emphasis on 
things like technology and teaching, inclusion, all of those kinds of things. So, we've all 
adjusted our teaching to suit that. We've all adjusted the content of our programmes, but 
the kind of the fundamentals have to stay pretty close to what our accreditation was based 
on, and our accreditation is still based on something that was written in 2011 (FG 10, 
HEI24).   

 
Participants indicated that ITE providers in the FET sector have been asking for revised 
guidelines for some time and would welcome active engagement with the Teaching Council:   

 
They've been crying out for…. They're not responding. They're not wanting. They're not 
hungry. They're not. We're not at the top of the list... I mean, it's odd that we're willing 
to open ourselves up in some ways. You know, it'd be lovely to kind of say “it's nice and 
safe. We'll stay where we are” ... normally people are not in a hurry to do this. ….  We 
just feel that there's space. I mean, even in the likes of special education, for example, 
there's been a huge increase in the number of learners in FET who are on the autism 
spectrum, huge increase in people with diagnosis of dyslexia. There is a huge need 
there for expertise or at least basic understanding among trainees and FET teachers of 
how to handle that, how to handle diversity in the classroom that we've never had 
before (FG10, HEI25).  

 
In the same focus group, one participant mentioned that securing funding posed a challenge 
in this area and emphasised that adequate resources would be necessary for implementing 
changes:  

 
Funding even to complete FET courses is significantly less than ITE in other areas as 
well. So, I mean, you know, we're playing catch up even on the basic level, let alone on 
the SEN and the need is huge. And it's quite interesting. I have a lot of people applying 
for our programme this year who have actually done qualifications in SEN in various 
different contexts and are now adding the FET on as opposed to the other way around, 
you know. So, it'll be a positive development, but there won't be enough of it for a long 
time (FG10, HEI24).  

 
FET education stakeholders and HEI providers of FET programmes indicated a need for change 
to accreditation pathways, suggesting more incremental pathways to accommodate teachers 
from various backgrounds, such as those in hair and beauty or electricians who may not have 
a primary degree/ Level 7 in their core specialism. There was a recommendation from several 
participants for greater recognition of prior learning (RPL). One participant indicated that 



  
     Teachers’ Professional Journeys: The First Decade, Report 3 

 
79  

while RPL is recognised for entry to ITE programmes, it still requires entrants to have a Level 
7 degree.   
 

But you know for the hair and beauty people and the electricians and all of those out 
there, who may not have a primary degree in their core specialism, … something a little 
more incremental would be great……. But you still need the level 7 degree, so. So 
maybe in time that that level 7 degree there could be, I know, certain other colleagues 
would ...could talk a lot about this. They'd like to see some more opening up there. But 
of course, the Teaching Council, the Teaching Council would say, well, you know that 
perhaps the HEIs themselves can look at that and there's nothing stopping a HEI from 
awarding credit or awarding or even making a full award. I think that all of that 
legislation and all of that, all of the policy infrastructure is there to allow that (FG11, 
HEI27).  
 

Another HEI participant wondered if there could be an alternative to full reaccreditation of 
the ITE FET programmes:  

 
Just wondering is there some type of a halfway house that isn't the full re-accreditation 
that is actually coming from the sector rather than coming from the Teaching Council. 
Now I know the Council is informed by the sector, but … you don't necessarily have to 
wait for a full re-accreditation for changes, but there's some mechanism for altering 
those and not just an individual going, but that there's a triggering point at some point 
that you may put in some amendments to your programmes and go through a lighter 
accreditation process (FG10, HEI26).  

  

4.4.3 FET teacher professional identity and parity of esteem  
The positive impact of formal ITE provision on FET teachers’ confidence and professional 
identity was mentioned by some participants. Formal ITE qualifications are considered to 
enhance the professionalisation of the sector. However, concerns were raised about 
‘imposter syndrome’ among FET teachers who received Teaching Council registration without 
an ITE qualification.   
 
Lack of parity of esteem between FET and other parts of the education system as well as 
variation in terms and conditions within the sector were spoken about across all focus groups. 
These included lack of access to Croke Park hours, or exceptional closure days for staff. 
Furthermore, the introduction of a new adult educator contract was seen as further 
reinforcing the precarity of many staff in the sector, an issue discussed further below. The 
absence of formal induction for FET teachers and its importance for maintaining the quality 
of FET provision and supporting new teachers/ educators was also brought up by several 
participants.   
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A lack of comparable systemic infrastructure to support FET teachers was stressed by several 
participants, an issue that is discussed below in the section on CPD opportunities.   

 
There isn't that structure that's there in the other sectors, there isn't parity of esteem or 
parity of contracts or parity of support…….all of the stuff that's there for primary and post-
primary teachers in terms of support, in terms of ongoing professional education or 
professional development and stuff like that, like it just isn't really there except if they go 
seek it out themselves and you know, create their own professional development. There 
isn't that structure around it (FG 10, HEI25).  

 
Several participants underlined the parity issue with reference to the inherent ‘contradiction’ 
or double standard in the system, whereby primary and post-primary teachers can be 
permanently employed in FET, but FET-trained teachers can only assume temporary/ 
substitution contracts in primary or post-primary sectors.   

 
People from primary, post primary can slot in there [FET] and that's okay from the ETB’s 
point of view, so there’s a contradiction in terms of what they're saying, you know, the 
fluidity between the things is kind of a bit mixed up… So there's no fluidity going up and 
down and maybe that's correct because they are separate sectors, but it doesn't seem to 
work. Anyone can go into FET but not the other way around (FG 10, HEI25). 
  
It's about this transferability where the person holding the PME can teach in the FE side of 
the house, but the inverse does not apply. In other words, the holder of an FE qualification, 
it doesn't qualify them for anything else beyond FE (FG11, HEI27).  

 
Another participant expressed that a disparity in esteem related to the perception of 
qualification routes, but also noted that FET teachers are being specifically trained to teach 
solely within the FET sector:   

…but because Route 3 is a general pedagogy qualification, there's kind of a sense 
maybe that it's not as weighty, not as valuable as some of the other qualifications, so 
that the boundaries … are permeable in one direction and not the other, which then of 
course makes it tricky (FG 10, HEI24).  

 
Recruitment and retention in the FET sector  
In discussing the extent to which FET teaching is an attractive profession, participants 
mentioned the satisfaction that practitioners gain from seeing how much they can support 
their students and the impact they can have on people’s lives. Nevertheless, the sector is seen 
as undervalued and misunderstood, with limited career progression and precarious 
employment. Participants emphasised the considerable challenges faced by FET teachers, 
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such as precarious working conditions, poor pay, and a lack of job security. These factors can 
result in a lack of diversity within the profession.   
 
Positive Factors Impacting on Teacher Recruitment and Retention: Several participants 
indicated that a ‘pipeline of graduates’ (FG10, HEI24) existed in the sector, and that the 
availability of interested and qualified graduates is a positive factor, ensuring a steady flow of 
candidates for FET positions.   

 
From the perspective of the sector, there's a pipeline of good people coming through 
and there are choices because there are lots of people applying for any given job….. 
You have a lot of interesting and interested graduates going for the jobs that do exist. 
So they do get good teachers into FET who do a good job (FG10, HEI24).  
 
I believe that we are delivering a really high-quality delivery because of the 
practitioners that are there with a variety of learning that they have (FG12, ES29).  
  

Local loyalty was also mentioned as a factor positively influencing recruitment and retention 
in FG 10 by two participants (HEI24, HEI25), who indicated that positive factors are visible at 
a local centre level attempting to retain good student teachers following graduation. It was 
also noted that FET teaching can bring enormous job satisfaction when teachers see the 
positive impact on their learners, but career path challenges were also noted:   

 
I think it is a very attractive career in terms of the satisfaction that people get out of the 
job. I think a lot of people go into teaching in adult and further education and get a huge 
amount of satisfaction out of the role.... They love the contribution that they're making to 
their learners. It is immensely satisfying, satisfying at a personal level. It's horrendous as a 
career path (FG10, HEI24).    
 
Teachers get an opportunity to come in and do things differently and feel differently and 
get a chance to bring their own passions along the way.. They get a chance to influence 
curriculum (FG12, ES29).  

 

Several participants spoke of a strong values-based approach to provision, with a strong 
emphasis on social justice, inclusion, community-based and learner-centred approaches. 
Furthermore, participants believed that many FET teachers are motivated by personal 
experiences and a desire to give back. One HEI participant felt that this values-based ethos is 
embedded in training, and influenced by the historical foundations of vocational education 
rooted in sociology and theology:  
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Very strong values base to that provision, and I think that's replicated within the 
training…. strong emancipatory liberation theology kind of approach... (FG14, ES31). 
  

Negative Factors Impacting on Teacher Recruitment and Retention: There was a sense that 
working conditions for FET teachers were poor, and one participant felt they were 
deteriorating, especially in the area of community education, with the introduction of new 
adult education contracts.   

There's a new contract that was brought out kind of in the last 12 months. That is now 
being called an adult education contract, and it's anybody coming in new will be 
offered an adult educator contract and anybody who didn't have a CID has been put 
on to an adult educator contract. You don’t get a CID until you’ve tipped into your 
fourth year…… But the contract actually makes sure that they do not have parity with 
teachers and which is what they wanted. They wanted parity (FG14, HEI30). 

 

More broadly, significant challenges in recruiting and retaining FET teachers were identified 
in discussions with participants. Recruitment challenges exist in fields reliant on sectoral 
experts arising from the lack of alignment between the requirements for teaching posts and 
the needs of colleges and learners.   

 
There's no problem recruiting English teachers into FET or communications teachers as 
they call them, but dental, nursing or anything like that. They have a major problem 
recruiting those types of people to deliver in the FET college (FG13, ES30).  

 
One HEI participant observed that the absence of distinct career pathways and promotion 
opportunities greatly affects recruitment efforts. Without clear advancement routes, 
potential teachers may not perceive long-term career development within FET. This point was 
emphasised by a participant who highlighted the necessity for a framework for FET teachers 
that encompasses:  

 
… registration, recruitment, retention and promotion as a vision of a teacher, right. 
And I'm wondering if that promotion piece needs to be put in there. So what are the 
possibilities of moving through the sector? Because you have to sell those as well. And 
if you look back into the early years, for example, one of the big problems that they're 
having right now is that people are coming out with an undergraduate degree, are 
moving beyond recruitment and retention really quickly into promotion into 
management roles within [a short time], you know, they're leading a room. They're 
doing that. … But it doesn't appear to me to be very clear to prospective candidates or 
applicants or people who are thinking about a career in FET, that there is a not just a 
retention piece but a promotion piece (FG 10, HEI26)  
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In four focus groups, key factors that significantly affect recruitment and retention were 
identified, including role isolation,  precarious working conditions, inadequate pay, and lack 
of job security.  

 
It's very precarious like to bank on it as something that's going to pay your mortgage. 
Like it's OK if you're the second career in the household, but if you're the first it's very 
precarious (FG10, HEI25).  
 
Being a FET tutor can be a lonely existence…. you could be dropping out to a kind of 
like a centre on a Tuesday morning. And again, you might not have that kind of peer 
support (FG14, ES31). 
 
I think as you creep up OK past early years, but as you creep up primary contracts, if 
you get one, they're solid, you get into post primary, you've got a problem depending 
on your subject areas, where you're living, et cetera. … there is an understanding for 
many people who have come up through the system that there's a process to get your 
foot in the door, … you're fairly sure that you'll be kept at some point, and that's the 
process of getting in through. You have to stay at home while you're doing it, etc. But 
there's an understanding that there's a way to get security in post primary, but that 
just unravels completely in the FET sector (FG10, HEI26).  
 
One of the issues, and it pertains [to] the attractiveness of the profession is the scarcity 
of permanent teaching posts (FG11, HEI27). 

 
Challenges were raised in relation to the retention of sectoral experts, given the short-term 
nature of their contracts:   

 
You can employ a sectoral expert, but what you can't give them is tenure and you're 
paying them an unqualified rate. So, they're basically treated like second-class citizens, 
even though they're the ones that are attracting the students, keeping the college 
alive. So, what has happened is you tend to hang on to them for a year or two. They 
get fed up and they move on because they're not paid during the summer, they're not 
paid, they're paid on contact hours, which is a casual contract (FG13, ES30).  

 
The panel system can be a barrier for new applicants, with some missing the application 
window, making it difficult to secure positions, and others who are placed on the panel but 
may not secure a job. According to one HEI participant:   

 
So, from the perspective of the sector, there's a pipeline of good people coming 
through and there are choices because there are lots of people applying for any given 
job. From the perspective of the applicants, it's tricky to get in. Alot of the positions are 
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filled. You know, a lot of the ads are for panels. A lot of the ads are for panels. So, you 
know somebody wants to work in September, they get on a panel. Then they can’t get 
work for another two years.  They still get it because they're on the panel. But if they 
didn't apply for the panel on time, well then, they don't get it at all. And you know, it's 
quite a tricky space to get into. (FG 10, HEI24). 
   

Other HEI participants spoke of advising a potential ITE FET applicant against choosing FET 
teaching as a career pathway on moral grounds, stating:   

 
I'm sure we've all counselled people away from the programme too, you know, because 
morally you're looking at somebody who's working in it. He's got three young children. 
He's commuting from [x] or whatever, and it's like, you know, really think very carefully 
about this because you're giving it up for. You're giving up whatever tens of thousands 
… for maybe a few hours a week. You don't know like what you're going to get. So, you 
know, it's too much of a risk (FG10, HEI24).  

 
All focus groups raised significant concerns about FET career security and working conditions 
in their responses. The disparity in contract terms was clearly articulated by one participant, 
which was representative of many participants, who said:    

 
…you know, two people doing the same job in the same building and getting different 
pay and conditions. One of the huge issues at the moment is with the move towards 
the colleges of FET and these integrated one campus centres where all of the different 
kinds of FET are provided. You have this happening every day. Two people sitting down 
for tea in the staff room and they're doing the same module with two different groups 
being paid different money. It's heart breaking (FG10, HEI24).  

 
One participant believed that poor pay, lack of job security, and contract conditions are 
starting to impact on the quality and numbers entering FET.    

 
And I think that is starting to really impact on the numbers of people going into teaching 
and further education and on the quality of the people going in, not that the people going 
in are not good, but we're actually losing a lot of potential teachers because they are not 
and it's the same as in second level, they're coming out of sectors where they have security, 
where they're well paid and they are willing to bring all of their expertise to further and 
adult education (FG10, HEI24).  

  
CPD opportunities  
Participants highlighted that CPD in the sector is largely unstructured, self-motivated, and 
reliant on local resources. There exists an informal, loose, and unstructured CPD framework 
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for FET teachers, which relies on intrinsically motivated teachers and local resources to 
facilitate engagement with CPD. This approach can be particularly challenging in rural areas.   
 
One HEI participant mentioned the Further Education Support Service (FESS) as an avenue for 
CPD but did not elaborate on its role. The Professional Learning and Development (PL&D) 
Hub, established by ETBI and funded by SOLAS, is another avenue to access CPD; the hub was 
developed to bring about consistency and a level of standardisation to professional learning 
and development across the sixteen ETBs, as illustrated by one education stakeholder, who 
explained:  

But there was no real coordinated approach across the 16 ETBs. Because as you can 
imagine the 16 Education and Training Boards across the country are run completely 
different. They're like their own little fiefdoms, and they're incredible. Like I don’t want 
that to come across as if they're not doing great work, they are. But they are all...it's 
all dependent on how the leadership runs. So, some of them will see that professional 
development is so important (FG12, ES29). 

 
This education stakeholder went on to explain how ETBI centralises professional learning and 
development opportunities across the ETB FET sector, which supports a community of 
practice approach, consistency and the sharing of resources, materials and policies.  

 
By creating this hub and spoke idea where you'd have the hub where the central 
requirements that's required would say for the FET strategy to deliver on the 
capabilities of teaching or the capabilities of the FET practitioners would then be 
documented in a document to say this is what we expect from all ETBs, and then by 
putting it into ETBI, we've been able to centralise the approach (FG12, ES29).   

  
FET teachers have access to a range of short CPD sessions, online webinars, seminars, 
lunchtime sessions, and access to guest speakers etc. Certain ETBs sometimes lead out on 
various programme developments, and share resources, materials and programme outlines 
with other ETBs. Others added that ETBs provided many CPD opportunities. However, one 
participant (FG13, ES30) highlighted that competition between colleges (and courses) was in 
tension with attempts to build professional learning communities.   

 
The PL&D Hub, the Professional Learning and Development Hub, was established in ETBI, 
funded by SOLAS. And the idea behind that was to centralise professional learning and 
development opportunities, service-wide across FET (FG11,ES28).  
 
So, over the last nine months that we've been doing in ETBI through the PL&D hub is that 
we've been offering sort of monthly calendars with various teams that answer to strategic 
priorities and … where we offer … live events as such over webinars on lunchtimes, we'd 
record them. We have a sacred space on our digital library for FET and that reaches the 
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entire sector. So, then that just improves the access of how people you know can access 
those back in their own time and so kind of flexible delivery to a certain degree (FG11, 
ES28).  
 
We do know that locally ETBs, they do have lots of CPD, they invest a lot in CPD provisions 
(FG11, HEI27).  

  

Other participants felt that there was a lack of sector-specific CPD, particularly in support of 
meeting the diverse and often complex needs of learners, as illustrated by one HEI 
representative who said: 

There’ll be trauma-informed training for children, but not for adults (FG14, HEI31). 

 
In the same focus group, a participant highlighted the success of FET teachers in catering to 
the diverse learner populations across various provisions, including Youthreach, therapeutic 
settings, and prison education services. They highlighted that teachers were engaging with 
both young people and adults facing complex challenges such as post-traumatic stress 
disorder, substance abuse and recovery, mental health needs, as well as additional learning 
needs and disabilities. The discussion included the implications for teachers and their 
professional development in addressing the educational requirements of such a complex and 
varied range of needs. 
 
The importance of lifelong learning and the need for FET teachers to continuously develop 
their skills was emphasised.  

 
We do try to inculcate the idea of the lifelong learning profession and that they're by 
no means the finished article when they graduated, that it's really only beginning for 
those who haven't been teaching before (FG11, HEI27).  

  
The dilemma of dual professionalism surfaced as an issue related to Teaching Council 
registration for sectoral experts coming from industry. Some participants spoke of the dual 
professional CPD/ training requirements and the demands this places on FET teachers’ time, 
resourcing and the subsequent tension/ dilemma in selecting professional learning priorities. 
Teachers often engage in CPD related to their vocational areas due to professional 
requirements (which are mandated), but there are no such requirements from the Teaching 
Council. The discussion considered whether mandatory CPD should be a requirement from 
the Teaching Council, and it was felt that more formal ‘opportunities’ rather than 
‘requirements’ for CPD would be a more effective way of supporting in-service teacher 
learning and development.   
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Where people are dual professionals, they're engaging with the CPD requirements/ 
opportunities in the vocational area because they're required to do so and because they 
need to keep up with their discipline. They are not actually required to do anything other 
than continue to pay their fees to keep up their Teaching Council registrations (FG10, 
HEI24).  

 
Participants noted that CPD is embedded in FET teachers’ practice, despite the lack of formal 
CPD frameworks, budgetary constraints, and opportunities to engage with CPD. Teachers 
pursue professional learning and development out of personal interest, indicating a strong 
commitment to professional growth.   

 
It's usually a case of a teacher going to a manager and saying I want to do this. I want 
to do a course in blended learning……and depending on who they're asking and the 
budget and the availability of all the resources, they will get support to do that. But 
there may not be enough available for them to be able to do that (FG10, HEI24).  
 
They come and they do them because they want to know how to work with a particular 
group of learners or how to work in a particular space (FG10, HEI24).  

 
Budget and systemic limitations were identified by participants as obstacles to engaging with 
CPD. These constraints restrict access to CPD opportunities and affect teachers' ability to 
enhance their preparedness. Unlike early years, primary and post-primary educators, FET 
teachers do not have any government funding available for formalised CPD (e.g. PGDSEN/ 
LINC).   

 
…the system isn't supporting, it would be my own experience of it anyway (FG10, HEI24).  

  
While a SOLAS Professional Learning and Development Statement of Strategy exists, 
participants identified a need for a formal CPD Framework for FET teachers to support in-
service CPD and FET qualification pathways. While engagement with CPD is positive and 
valued, it needs to be systematised.   

 
I think if there was a framework coming from above that showed that this was 
valuable. That said, this is something we want you to do, that it's not just about re-
registering and paying your fees, that actually there's something in this ongoing 
development as a teacher. I think it would help them because they wouldn't be then 
you know, sacrificing their own time, their own money, their own energy to get these 
qualifications. There might at least be something that recognises that they're doing all 
of this (FG10, HEI24).  
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It might be about opportunity as opposed to requirement because, you know, if you 
look at PME graduates, most of them engage very happily in Droichead and they get a 
huge amount out of it. I've just finished supervising a student on a masters who was 
looking at experiences of Droichead and they were broadly positive. So, I think FE 
teachers, graduates of ITE programmes in FE would love to engage in that and maybe 
longer serving teachers would love to engage in it. But there has to be opportunity, or 
it would be beneficial if there was a structured opportunity as opposed to [a] do it 
yourself kind of approach (FG10, HEI24).  

  
Diversity and Inclusion  
FET teaching was not seen as homogenous as the primary and post-primary teaching bodies, 
given that a variety of pathways into FET draws in teachers with a range of backgrounds. 
However, there was a consensus that ‘I don't think it's diverse enough’ (FG12, ES29) and 
around the need for more inclusive recruitment practices to better reflect the learner 
population. Participants emphasised the importance of connecting with learners from diverse 
backgrounds to improve engagement and outcomes and the need for greater diversity in the 
teaching profession to enable that connection.  

 
I think we can do better in FET with our diversity amongst our practitioner staff and I 
think that would be equally recognised across the sector through senior management 
(FG11, ES28).  
 
The FET teacher identity and the FET identity more broadly is hugely diverse… We need 
to reflect that in the people who teach them (FG10, HEI24). 
 
Particularly in Community Ed, again, I'm going to go back to Community Ed and literacy 
because that's probably not uniquely, but it's probably where we see the most diversity 
… in our learner population (FG11, ES28).   

 

4.4.4 Sectoral Identity 
In the largest FET focus group, which included five representatives from various higher 
education institutions and one education stakeholder, a discussion emerged regarding sector 
identity and the terminology used to define it. The term “FET” is perceived as imposed and 
does not accurately represent the sector's core values. Additionally, there is a strong desire 
to prioritise educational values rather than economic or vocational perspectives. 
 

And I think it did more than just name the sector. It decided to leave off names. Do you 
know it left behind words and ethoses and histories and it focused in on the one that 
is most closely aligned with that kind of progression work economy. So, it's kind of like 
the economy over society and that... (FG14, HEI30). 
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Participants were encouraged to propose alternative titles, leading to a consensus that the 
favoured terminology should encompass “Adult, Community and Further Education.” When 
discussing “Training,” they acknowledged that the philosophical and sociological foundations 
of education are essential for any training that is integrated within an “Education” framework. 
Participants drew comparisons between the FET sector and the primary and early years 
sectors, rather than the post-primary sector, emphasising that the focus on andragogy - 
though not explicitly mentioned - was more crucial than specific content knowledge. 
However, knowledge and skills are equally acknowledged as essential. The acronym "FACET" 
(Further, Adult and Community Education and Training) was proposed.  
 

And even the “T” part like, you know, you were talking about the training part…. 
And I was thinking, yeah, we do have more in common with kind of early years and 
primary because it's what you're doing in further education is you're facilitating 
learning in different spaces with different groups as opposed to teaching something 
specific (FG14, HEI30). 
 
The field of practice is there isn't a subject. It is a varying time. It's an ontological 
vocation whatever way you want to talk about it, but it's not about a subject (FG14, 
HEI28) 

 
Participants also felt it was important to declare a space for naming of roles within the sector.  
 

4.5 Professionalisation of teaching and teacher education and 
teachers’ professional capital 

In reviewing the entire data set, two further findings are important to note in capturing some 
important features of teaching and teacher education in Ireland: (i) the prevailing discourse 
on teaching and teacher education, and (ii) the collective political and professional capital of 
teachers and teacher unions.  
 

4.5.1 Professionalisation of teaching and teacher education 
Finding 13: The professionalisation of teaching and teacher education is the prevailing 
discourse in relation to teaching and teacher education in Ireland among the relevant 
stakeholders, i.e. there was no evidence of any drive for deregulation.  
 
While we did not ask participants directly how they would describe the prevailing discourse 
on teaching and teacher education in Ireland, there was broad agreement that the 
professionalising focus of contemporary policies were generally seen as positive and 
supportive of teachers and teacher education. Significantly, there was no advocacy for the 
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system to move toward the deregulation of teaching or teacher education. Rather, the 
emphasis was overwhelmingly on robust engagement with, and contestation of, ideas, 
policies, and practices as a means of enhancing the profession. Where a somewhat different 
emphasis emerged, it was among FET participants, who advocated for a stronger sectoral 
identity and more robust structures to address their expressed marginal status compared to 
the primary and post-primary sectors. Nonetheless, the prevailing discourse across sectors 
was one of professionalisation, albeit it with distinct contextual emphases in FET compared 
to the primary and post-primary sectors.  
 

4.5.2 Professional capital of teachers and status of teaching 

Finding 14: Teachers and teacher unions were perceived as possessing substantial 
professional capital within the education system, in a context where teachers and teaching 
are highly respected in society.   
 
One teacher union participant conveyed this particularly powerfully, urging the TPJ study to 
pay attention to how teachers and teacher unions are positioned in terms of professional and 
political capital: 
 

…you would really need to factor that in if you're trying to understand the teachers 
because it's at a collective level, the political capital which their profession has…the 
collective impact of the political capital of the teacher unions on education policy, on 
working conditions of teachers on how to teachers feel about that (FG15, ES33). 

 
In order to understand the distinctive position of teachers and teacher unions, the participant 
argued that the collective impact of the political capital of teacher unions is very significant, 
and that there is a noteworthy presence of teachers in important spaces in the education 
ecosystem including, for example, their involvement in curriculum policymaking.  
 
 

But I do think we need to remember ... there is still a high demand for teachers. It's a 
very well-respected profession and we've a lot of work to keep it like that. But at the 
moment there is high demand (FG3, HEI14). 

Teaching is not valued in other countries in the same way that it is traditionally in 
Ireland, and I think it's something we do underestimate. You know, there's a great 
sense of pride when a student, you know, finishes, maybe their post-primary education 
and they go on to a teacher education course. It's still valued in society, in in Ireland, 
we have very low attrition rates from teaching even compared (FG4, HEI20). 
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 .. the education workforce is still valued highly as being experts, they are well 
respected. And that's not and that's something that other countries actually struggle 
with in terms of recruitment. It is still valued, it's a valued profession in this country 
(FG8, ES23). 

 

4.6 Conclusion: primary and post-primary 
In relation to primary and post-primary teacher education, participants acknowledged several 
push and pull factors impacting the attractiveness of the teaching profession in Ireland. On 
balance, it was felt that at present teaching continues to be an attractive profession in Ireland 
but that there exist significant and potentially rising barriers and deterrents that militate 
against teacher supply and retention. Participants noted broader barriers such as the cost-of-
living challenges, precarious working conditions, teacher workloads etc., as well as 
acknowledging contextual factors around school culture and leadership. There was broad 
agreement that there is a lack of diversity in the Irish teaching profession. Removing structural 
barriers was seen as a prerequisite for promoting diversity in the teaching profession. 
However, participants also recognised that there is work to be undertaken to advance more 
inclusive expectations around what defines a ‘good teacher’. 

4.7 Conclusion: FET teacher education 
The research findings from focus groups with FET sector stakeholders and HEI providers reveal 
a complex landscape of opportunities and challenges within the FET sector in Ireland, making 
it distinct from the primary and post-primary sectors. The growth in formal Initial Teacher 
Education (ITE) qualifications is seen as a positive development, enhancing professional 
identity and addressing the need for professional recognition. However, challenges such as 
the lack of alignment in Teaching Council registration requirements and the precarious 
working conditions are viewed as impacting on recruitment and retention, indicating a need 
for systemic reforms. The absence of parity of esteem between FET and other educational 
sectors further exacerbates these issues, highlighting the requirement for equitable contract 
terms and support structures. Although CPD opportunities exist, they are often informal and 
reliant on personal motivation, underscoring the need for a structured framework to support 
continuous professional development, and participants highlight the lack of a systematic 
approach to induction. Additionally, the sector's diversity and inclusion efforts need to 
progress to better reflect the diverse learner population, improving engagement and 
outcomes.   
  
 



  
     Teachers’ Professional Journeys: The First Decade, Report 3 

 
92  

5 Conclusion 

5.1 Introduction 
This report has drawn on focus group and individual interviews with a wide range of teacher 
education stakeholders spanning primary, post-primary and further education and training 
(FET). This concluding chapter highlights the main themes generated from the interviews, 
namely, the impact of policy developments over the last fifteen years and the quality of initial 
teacher education, the greater focus on the role of school placement, the continuum of 
teacher professional development, teacher supply and the lack of diversity in the teaching 
profession. Because FET emerges as quite distinct from the primary and post-primary sectors, 
the main themes that centre on the diversity of qualification pathways and employment 
structures within the sector are addressed separately.  

5.1.1 Prevailing professionalisation discourse on teaching and teacher 
education 

The prevailing professionalisation discourse on teaching and teacher education is an 
important context for this report and the entire TPJ study.  First, it points to the significance 
of the wider political and policy environment for teaching and teacher education. Second, as 
we outlined earlier in this report, how a system responds to the four issues of regulation, 
standards, curriculum of teacher education and accountability provides a landscape within 
which stakeholder perspectives need to be located and from where they can be better 
understood. Third, the prevailing professionalisation discourse is likely to impact the views of 
teachers in their first decade. TPJ Reports will be published annually in 2026, 2027, 2028 and 
2029 based on the findings of surveys of the three cohorts along with individual teacher case 
studies. These annual reports will provide insights into how the wider discourse influences 
the professional journeys of early career teachers.  

5.1.2 Teacher education as a site of policy prioritisation and policy 
intervention: lived experience, consensus (or not) and questions of 
quality 

Over the last thirty years, both teaching and teacher education have become policy priorities 
and the focus of significant policy interventions for governments around the world (Darling 
Hammond, 2021; OECD 2005; Biesta et al, 2021). In the context of that unmistakeable 
international trend, teaching and teacher education in Ireland have, over the last twenty 
years, been characterised by policy prioritisation and policy interventions. Perhaps the most 
significant finding from this TE stakeholder study is that participants provided very significant 
evidence of both policy prioritisation and accumulating policy interventions vis-a-vis teacher 
education in Ireland.   
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As such, the findings of this TPJ teacher education stakeholder component of the wider TPJ 
longitudinal study of teachers’ professional journeys strongly points to how stakeholders have 
experienced the last fifteen years as a period of significant change in relation to initial teacher 
education, as well as the extent to which ITE is linked to induction in the context of the 
continuum of teacher education.  This overarching finding is evidenced in a number of ways 
by stakeholders including: (i) their accounts of participating in the early period of reform 
(2010-15), (ii) the broad consensus around the direction of TE over fifteen years, with detailed 
accounts of both early and more recent phases of ITE reform, (iii) the increased prominence 
placed on school placement  in ITE and associated challenges in and opportunities for 
cohering ITE, (iv) diverging views on both the value of the second year of the PME and, to a 
lesser extent, ITE graduates’ readiness to teach, (v) stakeholders’ overarching perceptions 
that teaching in contemporary classrooms at primary and post-primary level is, in many ways, 
even more complex than heretofore, and (vi) perhaps, most notably, stakeholders’ 
investment in, and at times exasperation with, the dynamics of teacher shortages/supply.  
 
Specifically, a diverse range of teacher education stakeholders provided an array of insights 
into the design, processes and outcomes of ITE. Underpinning participants' perspectives on 
the design, processes and outcomes of initial teacher education are views about teaching 
quality and associated necessary features of initial teacher education. In that sense, we agree 
with Darling Hammond (2021) that “in the debates about how best to prepare teachers, 
definitions of teaching quality often lurk under the surface and only occasionally come 
explicitly to the fore” (p. 295). As such, the question of quality in relation to both teaching 
and teacher education was consequentially evident in stakeholder discussions in various ways 
in this concluding chapter in which questions of quality are interwoven with many discussion 
points. At this point, while acknowledging the myriad of challenges associated with defining 
and evidencing quality (Fenstermacher and Richardson, 2005), we note some overarching 
quality-related issues as they arose in the context of the diverse TE stakeholders interviewed 
for this report. First, there was broad agreement on the valued roles that both higher 
education institutions and schools currently play in relation to initial teacher education in 
terms of their respective contributions to ITE. Significantly, there was no indication that 
stakeholders were, for example, arguing for an exclusively school-based design of ITE as has 
been the direction in some jurisdictions internationally. As such, it is reasonable to conclude 
that stakeholders concur with the university-based model of teacher education endorsed 
in both the Teaching Council accreditation cycles (Teaching Council, 2011; Teaching Council, 
2020), the National Numeracy and Literacy Strategy (Department of Education, 2011) and in 
both Sahlberg reports (Sahlberg et al, 2012; Sahlberg, 2018).  
 
Second, questions of quality were especially prominent in relation to discussions about new 
configurations of ITE (perhaps most notably the role of school placement), the perceived 
readiness of ITE graduates and perspectives of stakeholders on the overall policy directions 
of ITE in Ireland within an international context.  
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Third, questions of quality were evident in stakeholder discussion of the need for programme-
level studies of initial teacher education to understand ITE programme outcomes.  
 
Fourth, questions of quality were particularly evident in the diverging discussions vis-à-vis 
whether the 2-year PME was actually adding value or not to PME graduates compared to the 
1-year PDE which had been the consecutive model of ITE for nearly a hundred years up until 
2014. Fifth, significant points were noted by stakeholders in relation to gaps, tensions and 
resource challenges that speak to aspects where the quality of ITE and its graduates might 
need to be addressed.  The next phases of the TPJ study commencing in Autumn 2025 which 
will follow the professional journeys of three cohorts  of ITE graduates (2019, 2022 and 2026) 
will provide important system-level opportunity to deepen understanding of these three 
aforementioned issues, namely, the roles that both higher education institutions and schools 
play in relation to ITE, questions of quality vis-à-vis teaching and teacher education along with 
gaps, tensions and resource challenges, among a range of other issues pertaining to ITE within 
the context of the continuum focused on the first decade after ITE.   
 

5.1.3 The ‘practice turn’: A prioritisation of school-based learning 
Emphasis on school-based settings as a prioritised site for future teacher learning is a defining 
feature of contemporary reform of teacher education. This emphasis on practice-based 
learning creates distinctive opportunities for future teacher learning that are ‘likely to 
position student teachers differently, reframe the knowledge-practice relationship and 
provide some shared as well as distinctive learning opportunities at the system level’ (Conway 
and Munthe, 2014, p.148). Stakeholders emphatically valued the increased emphasis on 
school placement in ITE. The high value placed on more and varied school-based learning 
points to the prioritisation of practice as a source of learning and application. Stakeholders, 
however, affirmed the current model of ITE that combines both university-based and school-
based elements. Their perspectives did not support the mirroring of moves in other countries 
towards disruption of the current system, or deregulation. Instead, the value placed on the 
increase in school-based learning evident now seemed to relate to rectifying a previous 
perceived deficit of opportunity to observe and apply university-based learning elements to 
practice.  
 
The ‘obviousness’ of teaching as a practical activity and the undisputed need for school-based 
experiences as part of the learning process for future teachers can, however, mask some 
important complexities in framing both teaching practices and the process of learning to 
teach (Conway and Munthe, 2014). The involvement of future teachers in supporting schools 
during teacher supply shortages is one recent example that has tested the positioning of 
future teacher learning within the system. This example demonstrates that intentional action 
is needed to ensure that future teacher learning is protected and that intended learning 
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results at both a local and system level. The stakeholders expressed concern that more action 
is needed in relation to the current gap between the potential value and operation of school-
university partnership. They called for system-wide investment to ensure alignment of 
purpose between schools and universities. Their call aligns with a recent thematic review of 
school-university partnership in Ireland which was critical of the lack of investment and 
attention to the partners within the school-university partnership (Farrell, 2023; Sloan and 
Dolan, 2025). Sustained support for school-based teacher educators (treoraí) is essential to 
ensure that future teacher learning, regardless of context, is visible; systematically attended 
to and prioritised (Mitchell, Young, Hayes and de Paor, 2024). Sloan and Dolan (2025) 
concluded:   
 

This is important in the context of policy and guidelines only being able to go so  far 
in supporting student teachers as ultimately individual relationships are required in 
partnership development and enhancement. But of course, this can only be achieved 
if partners receive sufficient support and resources, the ones they have been 
requesting for three decades (p.18).   

 
It is important to consider what direction these findings about the value stakeholders place 
on school-based learning can provide for the TPJ research study. First, the partnership 
between early career teachers and the programmes they leave merit interrogation with 
consideration of how early career teachers’ entry into the teaching profession is scaffolded 
and how continuity of learning is promoted. Findings may contribute to current debates 
related to lack of investment in partnership between schools and universities. Without 
sufficient investment and support, there is a risk that authentic mentor support will not be 
available to early career teachers either. Second, concerns are expressed for early career 
teachers’ learning being masked or lost in the busyness of schools if not prioritised. Paying 
attention to how both the system and school levels promote, enable and authenticate early 
career teachers’ learning relative to other aspects of their teacher role can provide insight on 
how the system operates, or not, to support early career teachers’ development.  
 

5.1.4 The ‘well prepared’ newly qualified teacher... adaptive expertise 
Any discussion of how well prepared newly qualified teachers (NQTs) are will inevitably 
address their preparedness for ambitious teaching in increasingly diverse classrooms. Of 
course, this twin challenge - complex classrooms and enacting new curricula - arise for all 
teachers, not only those at the beginning of their careers.  As such, numerous questions are 
worth considering here, for example: 

• How well prepared are NQTs and early career teachers to enact inclusive classroom 
practices to meet the needs of all learners, supporting those with English as an 
Additional Language (EAL), Special Educational Needs (SEN) and other forms of diver-
sity?  
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• To what extent are early career teachers through ITE, induction, or professional learn-
ing supported to teach in different contexts?  

o For example, primary versus post-primary, mainstream versus special settings, 
DEIS versus non-DEIS settings? 

• Across all three sectors, that is, primary, post-primary and FET, how prepared are early 
career teachers to support the student learning in classrooms with high number of 
students from different ethnic backgrounds with perhaps varied levels of English?  

 
Two points are noteworthy here. First, the view expressed by the focus groups participants 
and reviewer feedback on the draft report raised important questions about how we 
understand and frame ‘preparedness’ as a concept? As one reviewer noted: 
 

“…very well prepared' to do what?  Teaching is obviously a very complex activity involving 
different content areas and activities and different contexts…. For example, were they 
well prepared for teaching literacy and numeracy but not for handling behaviour?  Were 
they well-prepared for the inclusion of pupils with SEN in the mainstream classroom? 
Were they well prepared for teaching mainstream classes but not for special classes or for 
mainstream schools? Well-prepared for non-DEIS contexts but not DEIS contexts? 
 

Second, the TPJ research with teachers in their first decade will provide an opportunity to 
address these and related questions about preparedness to teach both in terms of both its 
meaning and its enactment in different contexts. Rather than thinking of preparedness in 
binary terms (well prepared vs not-well prepared), it is more productive to frame it in terms 
of ‘adaptive expertise’. Significantly, the 2020 Céim standards for initial teacher education 
(Teaching Council 2020) explicitly introduced the concept of ‘adaptive expertise’ (Hatano and 
Inagaki, 1986; Le Fevre et al., 2016).  
 
The important question of early career teacher preparedness is closely tied to the 
fundamental question of teacher quality. As Anthony et al (2016) observed, in many parts of 
the world, the desire to ensure the preparation of ‘quality’ teachers has led to: 
 

“unprecedented and politicized attention to teacher preparation/certification and the 
policies and accountability systems that govern them and measure their effectiveness” 
(Cochran-Smith and Villegas, 2015, p10.) 
 

In the New Zealand context, Aitken et al. (2013) make a strong case for linking adaptive 
expertise to expectations of graduating teachers, arguing that teachers should be “…inquiring 
professionals who are focused on better learning for themselves and their students” (p. 30) 
and that effective teaching is inherently context-dependent with “adaptive expertise as the 
hallmark of a professional teacher” (p. 4). 
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Framed from an adaptive expertise perspective, future TPJ data collection with early career 
teachers will provide an important opportunity to develop a nuanced understanding of how 
teachers grow in their capacity to enact ambitious curriculum in complex classrooms.  
 

5.1.5 Recognising and supporting the continuum but advocating for a stronger 
and more authentic relationship across ITE, Droichead, and Cosán  

In alignment with previous international and national research (Darling-Hammond, 2017; 
O’Gallchoir et al., 2024), commissioned reports (Sahlberg, 2012; 2019) and policy texts 
(Teaching Council, 2017; 2020), there is a broad agreement and acceptance among the 
stakeholders interviewed of the teacher education continuum as the guiding framework for 
lifelong professional learning. Stakeholders considered, however, that more strong and 
authentic communication across the three stages is needed to strengthen and support 
teachers’ development. Interestingly, while there is an appreciation of Droichead as a 
continuation of Initial Teacher Education (ITE), they caution about lack of awareness of this 
continuity or alignment for student teachers, to the extent that it is considered as compliance-
driven rather than developmental.  
 
There is also agreement of the important positioning and role of ITE in developing an 
awareness for student teachers of the need for learning across the teaching career, but some 
considerations are made for the need for “more authentic links”, in particular with Cosán. The 
findings suggest that the relationship between ITE and Cosán is fragmented, sometimes non-
existent and support is needed for more dialogue and interaction. Finally, stakeholders 
highlighted the need to create stronger communication patterns and connections, beyond 
stakeholders’ invited talks in ITE, to know more about the goal and reality across the 
continuum.  
 
The need for ITE stakeholders to have a more prominent role in stakeholder conversations 
about continuing professional development post-graduation, and policy development, was 
highlighted. Further, they pointed to potential ways to create stronger links across ITE, 
Droichead and Cosán, in particular to support teachers in their role as teacher researchers. 
Some caution was expressed in relation to the extent to which ITE employers, given the nature 
and time commitment of this type of work, would value this type of support and stronger 
connections in the continuum or not. In summary, stakeholders believed that there is space 
to create stronger linkages across the continuum of ITE, Droichead, and Cosán, and this would 
strengthen and support teachers’ professional journeys. 
 



  
     Teachers’ Professional Journeys: The First Decade, Report 3 

 
98  

5.1.6 The varied professional landscape: Navigating diverse paths in teacher 
professional development and support 

Pre-service and newly qualified teachers (NQTs) encounter notable diversity and variability 
across various aspects of their professional development, including Initial Teacher Education, 
School Placement, Droichead, and Cosán.  
 
Stakeholders highlighted that student teachers' experiences during School Placement can 
vary, both due to the diverse nature of the school contexts in which placements take place 
and the differing structural approaches adopted by ITE institutions. Each institutional model 
brings its own affordances and challenges. While much of the stakeholder commentary 
focused on inter-institutional variation, the literature also supports the value of intra-
individual variation in placement experiences. Bartholome (2017) notes that exposure to a 
range of teaching contexts - such as different grade levels, student populations, and levels of 
supervisory support - can help student teachers develop a broad and adaptable skill set. 
Similarly, Ní Chróinín and O’Sullivan (2014) advocate for the importance of "low-stakes" 
teaching placements, which allow student teachers to experiment, take risks, and receive 
constructive feedback in a supportive environment. 
 
The Droichead induction programme, while viewed by some as a positive and necessary 
bridge into the profession, was frequently criticised for inconsistency. Participants referred to 
the quality of the Droichead experience as being highly dependent on the culture within 
individual schools; some schools offer "incredible" leadership and support, while others place 
less emphasis, leading to a lack of consistency across settings. Despite these criticisms 
regarding inconsistency, a study by Uí Choistealbha et al. (2021) found that most NQTs 
reported a positive and supportive experience with Droichead, identifying professional 
conversations, professional learning activities, and observations as the most worthwhile 
aspects. A high percentage perceived Droichead as a high-quality process, and many felt their 
motivation as a teacher had been further developed by engaging in it. 
 
Similarly, Cosán demonstrates significant variability in teacher awareness and engagement, 
with many educators performing professional development activities that align with its 
principles without explicitly recognising them as part of the Cosán framework. This 
engagement is notably inconsistent across different teacher demographics; newly qualified 
teachers (NQTs) are more familiar with Cosán's language and competencies, while more 
experienced teachers often show resistance and suggest a lack of perceived value. 
Furthermore, differences exist between the primary and post-primary sectors, with the 
greater uptake at primary level largely driven by EPV (Extra Personal Vacation) days, alongside 
general critiques of in-service quality and time constraints, contributing to a non-uniform 
professional development landscape. Conversely, the common vocabulary and consistent 
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competencies introduced by Céim are seen as beneficial, potentially providing a familiar 
framework as teachers progress from ITE through Droichead to the Cosán framework. 
The findings highlight additional unique challenges across the continuum for newly qualified 
teachers in the Irish-medium sector. For example, within initial teacher education, the 
relatively limited availability of courses to prepare teachers who wish to specialise in Irish-
medium education was identified as problematic. Equally the extent to which those pursuing 
these courses receive adequate support with the language was questioned. Across the 
continuum, there was an acknowledgement of the increased demands of teaching in the Irish-
medium sector relative to the English-medium sector. For example, stakeholders highlighted 
the workload attached to teaching in the sector due to the additional competencies required, 
the vast discrepancy in terms of the teaching resources available, alongside the need to 
communicate bilingually to parents etc. Given these demands, stakeholders identified the 
importance of newly qualified teachers in the Irish-medium sector valuing and embracing the 
affordances of Cosán and availing of various bespoke professional learning opportunities 
beyond Droichead. Within TPJ, it is essential that the lived experiences of newly qualified Irish-
medium teachers are captured to gain a complete picture regarding the unique demands and 
challenges that this subgroup of newly qualified teachers face.  
 

5.1.7 Teacher supply is an on-going (growing) challenge, teaching remains an 
attractive profession  

Acknowledging the challenges to teacher supply raised by participants, at present teaching 
was broadly seen as continuing to be an attractive profession by stakeholders. Participants 
noted that, for the most part, application numbers are still strong for programmes of initial 
teacher education, suggesting that teaching remains attractive as a prospective career. The 
steady increase in undergraduate ITE student numbers and consistent numbers undertaking 
taught master's programmes (including PME) were highlighted by Conway et al. (2025) in 
Report 1. However, there was a sense of mounting barriers facing the teaching profession. 
One participant suggested there had been a drop in the calibre of applicants for post-primary 
teaching in recent years. Participants were apprehensive about the perceived intensification 
of teacher workloads and about the impact that the rising cost of living is having on the 
retention of practicing teachers in Ireland and on student teachers’ ability to complete their 
ITE programme of study. Linked to potential increased workloads and demands of the 
teaching job were concerns around teacher wellbeing and the potential for teacher 
burnout.  This is reflective of the previous findings of Morgan and Nic Craith (2015) who 
explored the workload, stress and resilience of primary teachers in Ireland.  
 
There were concerns for the future attractiveness of the profession linked to perceived 
growth in negative media representations, apparent better working conditions in other 
jurisdictions, and salaries not keeping pace with rising costs. As highlighted by Harford and 
Fleming (2023, p. 42), cost of living challenges are not unique to Ireland and a common barrier 
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to teacher supply can be “the cost of housing particularly in urban areas”. Mirroring the 
challenges noted by Harford and Fleming (2023), participants feared that newly qualified 
teachers will be prohibited from purchasing a house or starting a family. Higher Education 
Institution (HEI) stakeholders noted that by international comparison, Ireland was still 
attracting strong candidates into initial teacher education and recognised the high academic 
standards maintained. They also observed that student teachers were entering the profession 
for the ‘right reasons’, the privilege of working with children and young people. However, this 
must be balanced against participants’ concerns around precarious contracts and conditions 
for many newly qualified teachers, perceived limited opportunities for promotion and 
progression, as well as the apparent attractiveness of conditions and opportunities in other 
countries.  
 
The importance of context when considering teacher supply and retention was stressed by 
many participants. The uniqueness of school contexts and associated school culture was 
noted as holding significant potential to impact teacher supply and retention. School 
management and in particular principals were seen by many as essential to the development 
of school culture. A welcoming and open school culture was advanced by participants as a 
prerequisite for student teacher learning and successful progression over school placement. 
It was also seen as fundamental to the recruitment and retention of in-service teachers. On 
the other hand, negative school culture was understood to potentially discourage applicants 
from applying for posts and holds the potential to damage teacher retention.  Mannix-
McNamara et al. (2021) also noted that a poor workplace culture is linked to an increase in 
teachers’ desire to leave.  
 
The geographical location of schools was seen as another contextual factor that can impact 
teacher recruitment and retention. Reflecting the work of Harford and Fleming (2023), 
participants noted that counties and areas with high costs of living and limited 
accommodation options can struggle to recruit teachers. Equally, very remote areas can 
present challenges for teacher recruitment and retention. Participants also noted unique 
contextual challenges across primary and post-primary schools, as well as for Irish-medium 
settings. For example, participants observed the potential for the Irish language requirement 
to be a barrier for entry to primary school teaching. Some concerns were raised around the 
quality of applicants for post-primary initial teacher education and the ability to recruit 
teachers for certain subject areas. A lack of tailored resources for those teaching in Irish-
medium settings was highlighted as a challenge.   
 

5.1.8 The teaching profession is not diverse in Ireland  
Reflective of previous research findings within the Irish context (Darmody and Smyth, 2016; 
Heinz and Keane, 2018), there was broad agreement across participant groups that the 
teaching profession in Ireland is not diverse. Participants postulated several reasons for this 
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lack of diversity. Some of the proposed reasons were structural such as the entry 
requirements for and cost of completing initial teacher education courses, the 
denominational structure of primary schools and the requirement to have Irish, as well as the 
teacher registration procedures. Other reasons for the lack of diversity were attributed to 
school culture and broader socially constructed perceptions of what characterises a ‘good 
teacher’.  One of the ten characteristics of a good teacher identified by Miller (2012, p. 37) 
was “a teacher who knows grammar well and who can explain something on the spot if 
necessary”. Such rigid expectations can act as a deterrent to the recruitment of neurodiverse 
teachers, for example. Consequently, unchallenged social and cultural expectations around 
what a teacher should be were seen as a barrier to the promotion of a more diverse teaching 
profession in Ireland.  
 
Participants’ suggestions for addressing some of the structural barriers impacting teacher 
supply and retention generally centred around the early provision of permanent contracts, 
enhanced salaries to address cost of living challenges, greater opportunity for progression 
within the profession, reduced workloads, enhanced supports for principals and school 
management, as well as further supports around teacher wellbeing and resources for 
teachers. Selection into teaching and the lack of diversity of the profession were seen as 
closely intertwined, with suggestions centring on the development of alternative pathways 
and financial support, as well as broader support and mentoring for underrepresented 
groups. The tackling of structural impediments was seen as essential to helping break down 
social and cultural barriers to teaching over time.  

5.1.9 FET as a distinct TE sector - welcome for ITE qualifications yet mismatch 
of structures 

The FET sector emerges from stakeholder accounts as distinct from the primary and post-
primary sectors. The diversity of provision within the sector has resulted in staff having a 
variety of qualification pathways and being subject to varying terms and conditions. 
Stakeholders point to the lack of parity of esteem between FET and other education sectors 
(see McGuinness et al., 2014) as well as variation within the sector on the basis of 
qualifications (Rami and O’Kelly, 2021). The development and growth of formal ITE 
qualifications for FET is seen by stakeholders as a positive development, enhancing the skills 
of practitioners entering the profession. At the same time, this has had unintended 
consequences for sectoral experts, who do not possess the qualifications for Teaching Council 
registration and thus are ineligible for permanent contracts, leading to staff turnover. 
Furthermore, teachers with post-primary ITE qualifications have the flexibility to move into 
FET teaching but there is no equivalent recognition of qualifications for those qualified in FET 
ITE.  
 
The approach to professional development also differs markedly from that in the primary and 
post-primary sectors. There is a lack of formal induction processes with practice seen as 
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varying across ETBs and colleges. A Professional Learning and Development (PL&D) Hub has 
been established by ETBI and funded by SOLAS (Mullen, 2022). Nonetheless, engagement in 
CPD is seen as unstructured, based on the motivation of practitioners rather than reflecting a 
systematic and well-resourced approach at local level. Competition between providers is 
viewed as constraining the potential to develop communities of practice in the sector. For 
sectoral experts, occupational CPD is often prioritised over teacher/ curriculum-related CPD.   
 
Overall, the research findings point to a mismatch between the needs of the FET sector and 
the structures in place for the attainment and recognition of qualifications, opportunities for 
initial and ongoing professional development, contractual arrangements and scope for 
promotion. Teaching Council registration covers only part of the system, excluding sectoral 
experts within FET colleges and other provision such as apprenticeship and adult and 
community education, in some ways mirroring the distinction between those on legacy post-
primary contracts and all others. To date, the sector has not developed systematic processes 
for professional development analogous to Droichead and Cosán. 
 

5.2 Conclusion: Valuable insights, positioning of stakeholders and 
longitudinal insight from teachers themselves 

This Teachers Professional Journeys’ (TPJ) study report highlights the valuable insights offered 
by stakeholders into the nature of initial teacher education (ITE), professional development 
and teacher supply for teachers in the primary, post-primary and FET sectors. In concluding, 
it is worthwhile locating their perspectives within the broader TPJ study.  
 
In the first instance, the findings point to a number of research questions that can be 
addressed through the survey of, and interviews with, teachers themselves. A recurring 
theme in the focus group interviews was the variation—or lack of consistency—in experiences 
of school placement, the nature of Droichead supports within schools, and access to 
professional learning opportunities. The forthcoming teacher survey and interviews will 
enable an assessment of how such variation affects teacher experiences and outcomes, and 
which dimensions of this variation are most significant. 
 
The findings also point to challenges in teacher recruitment from the perspective of principals 
and other stakeholders. By focusing on the first decade after ITE, the next phase of TPJ will 
generate insights into the key factors influencing job application and retention decisions, as 
well as the school-level characteristics that support long-term engagement in the profession. 
The nature of the interviews with stakeholders meant that they were often characterising the 
system as a whole, though most did point to important dimensions of variation in the system. 
Research with teachers will allow us to explore in greater detail the way in which context – of 
ITE, of school placement, of first employment and beyond – shapes teacher experiences and 
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trajectories, allowing for a more precise identification of what best enhances practice and 
professional learning and development and under what conditions.  
 
The second issue relates to the positioning of stakeholder voices within the study as a whole. 
Findings from TPJ will be based on triangulation, integrating insights from different 
perspectives, those of stakeholders and of teachers at different stages of their career. It is 
worth noting that, by necessity, the stakeholder voice is that of an insider, someone well 
established in HEIs, unions or management bodies, and relates to part of the system, e.g. ITE 
versus management. Teachers themselves may take a different perspective, for example, on 
their preparedness to enter the profession and on the supports that enhance their 
development. Even more importantly, the longitudinal nature of the study means that we will 
capture the dynamics of integration into the profession and how teachers themselves 
experience the transition from ITE to employment and Droichead and hence to ongoing 
professional learning.  
 
Third, the TPJ design—as a longitudinal study—offers significant potential to illuminate the 
nature of teacher learning and development across the continuum from ITE to induction and 
into continuing professional development (CPD). This stakeholder-focused report has drawn 
attention to the comparatively under-explored phase of teacher development following 
induction. TPJ findings will therefore not only address the transition from ITE to newly 
qualified teacher (NQT) status but will extend to the less well-researched period from years 
three to ten post-ITE (as outlined in the scoping review presented in TPJ Report 1). 
 
Finally, this report contributes a unique dataset that enhances our understanding of initial 
teacher education and how it has evolved. It captures how stakeholders—drawing from 
diverse vantage points—perceive the origins, trajectories, and emerging impacts of a period 
of significant transformation in Irish teacher education across the primary, post-primary, and 
FET sectors. 
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Appendix 1: TPJ Report 1 Abstract 
 
Context: Teachers’ Professional Journeys (TPJ): The First Decade (2024-2030) is an accelerated 
longitudinal mixed-methods study focused on understanding the dynamics of teacher 
learning and development from the final year of inital teacher education (ITE) through the 
first nine years of teachers’ work within classrooms and schools in the context of the wider 
education system at primary, post-primary and further education (FE) sectors in Ireland. The 
purpose of this first report is to document several reviews of literature undertaken to support 
subsequent phases of the TPJ study and, in particular, the second report which will be focused 
on study design and instrument development as the basis for subsequent phases of the study. 
 
TPJ Study Aim and Objectives: The overarching aim of the TPJ study is “to understand 
beginning teachers’ professional journeys, by examining the key personal, educational, 
professional and systemic influences that define and shape their early careers and practice, 
including the impact of different learning and professional development phases”. Flowing 
from that overarching aim, the five TPJ study objectives are: 

1. To examine beginning teachers’ attitudes, values, dispositions and formative 
experiences in relation to teaching and learning.  

2. To investigate early career teachers’ and other stakeholders’ perceptions of their 
capacity (knowledge, skills, experience, preparedness) to meet the needs of learners 
in a variety of school contexts. 

3. To explore teachers’ early professional learning and career experiences as they leave 
ITE and transition across the three phases of professional development. 

4. To review the ability of ITE programmes, Droichead and Cosán to respond to national 
priorities, policy and practice developments. 

5. To consider issues relating to teacher supply, diversity and retention. 
 
Reviews of Literature Method: Four literature reviews and three scoping reviews were 
undertaken. An issues paper was also drafted. All three scoping reviews were conducted using 
the guidelines in the Preferred Reporting Items for Systematic Reviews and Meta-Analyses for 
Scoping Reviews (PRISMAScR) with searches undertaken via Scopus, EBSCO and Web of 
Science. The objective of the scoping reviews is to understand the extent and type of evidence 
in relation to (i) longitudinal studies on teaching 1970-2023, (ii) large scale cross-national 
studies of teaching 2000-2023 and (iii) research on teachers in Ireland (years 1-9) 2000-2023 
across primary, post-primary and FE. A teacher supply issues paper, drawing on relevant 
national and international literature, addresses a range of issues related to teacher supply in 
the Irish context. 
 
Findings: Main findings of the three scoping reviews report on respectively are: (i) the growth 
over the last 15 years in longitudinal studies on teaching, spanning the five TPJ objectives, 
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with a diversity of designs incorporating qualitative, quantitative and mixed methods (based 
on a review of 207 full text studies published 2010-2023), (ii) the range of large-scale cross-
national informative quantitative designed studies with foci and findings spanning the five TPJ 
objectives (based on a review of 202 full text studies), and (iii) the overall small number of 
studies in Ireland on teachers’ work in years 1-9 at primary and post primary levels and not 
much literature on FE (based on a review of 39 full text studies involving over 9,000 
participants). The teacher supply issues paper presents a teacher supply framework, identifies 
data gaps in Ireland and notes key insights from the burgeoning literature on a growing 
challenge globally.  
 
Conclusion: The literature reviews collectively provide a range of research insights on 
teachers’ professional journeys during the first decade, drawing on purposefully chosen 
diverse research literature. These insights span the framing of studies, research questions, 
study designs, instruments, findings and policy implications in a context where wider external 
system factors are increasingly influential in shaping teachers’ professional journeys in 
addition to the long-recognised (though less well-understood) dynamics of schools’ 
organisational cultures. 
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Appendix 2: TPJ Report 2 Abstract 
 
The purpose of this report is to provide an account of the conceptual framework and research 
design of the Teachers’ Professional Journeys’ (TPJ): The First Decade longitudinal study 
(2024-30). This second report presents the TPJ conceptual framework in the context of the 
TPJ study aim and research objectives and together these underpin the research design and 
data collection instruments developed to investigate the evolving professional lives of 
teachers in Ireland in the primary, post-primary and further education and training sectors 
(FET). The study explores how newly qualified teachers navigate their first decade in the 
profession, with attention to beliefs, competencies, school and classroom environments, 
system influences, and broader career trajectories. Informed by cognitive and sociocultural 
perspectives on learning and development, and conceptualising teaching as a socially situated 
practice, the TPJ study employs an accelerated longitudinal design, integrating validated 
international scales, as well as custom instruments, to support analysis over time and across 
cohorts. This report details the rationale behind the selection of survey instruments, interview 
protocols, and focus group approaches, as well as the ethical and methodological 
considerations informing the study. Teachers’ professional journeys are inevitably and 
consequentially shaped by a wide range of policies vis-a-vis curriculum and assessment, 
special education needs, educational disadvantage, Irish language, teacher education among 
others. Importantly, for example, while the study is informed by continuum of teacher 
education national policy and its constituent frameworks, i.e.  Céim, Droichead, and Cosán, 
the TPJ study is not an evaluation of policy implementation per se. Rather, it seeks to 
understand the lived experiences of teachers and the myriad of complex factors shaping their 
professional journeys encompassing teacher background and experiences, the wide 
landscape of relevant policies, school culture along with the changing dynamics of current 
and future education. Emphasis is placed on coherence across data sources, attention to 
inclusivity, and strategies to ensure quality, trustworthiness, and relevance. The TPJ 
conceptual framework in in this report, informed by the aim and research objectives of TPJ, 
provides the foundation for data collection, analysis, and engagement in subsequent phases. 

 
 
 
 
 
 
 
 
 
 
 
 



  
     Teachers’ Professional Journeys: The First Decade, Report 3 

 
116  

 
 

Appendix 3: List of HEIs and education stakeholders 
that participated in the study: 
 

HEIs:  

Atlantic Technological University,  

Dublin City University,  

Hibernia College,  

Marino Institute of Education,  

Maynooth University, Mary Immaculate College,  

Munster Technological University,  

National College of Art and Design,  

South East Technological University,  

Trinity College Dublin,  

University College Cork,  

University College Dublin,  

University of Galway,  

University of Limerick 
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Education Stakeholders:  

Association of Secondary Teachers in Ireland,  

DEY: Department of Education and Youth,  

INTO: Irish National Teachers' Organisation,  

An Chomhairle um Oideachas Gaeltachta agus Gaelscolaíochta,  

CPSMA: Catholic Primary Schools Management Association,  

Education Support Centres Ireland,  

Education and Training Boards Ireland,  

FET: Further Education and Training,  

JMB: Joint Managerial Body,  

National Association of Boards of Management in Special Education,  

National Association for Principals & Deputy Principals,  

National Council for Curriculum and Assessment,  

National Council for Special Education,  

National Parents Council,  

An tSeirbhís Oideachais Leanúnaigh agus Scileanna, Teaching Council. 
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